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ABSTRACT

Recent developments in artificial intelligence (Al) have enhanced its
ability to support learners’ spoken communication. However,
research on the viability of text-based chatbots as aids for speaking
preparation remains limited. The study aims to investigate whether
a ChatGPT-supported preparation process for speaking enhances 42
Vietnamese English-major students’ willingness to communicate
(WTC) in spoken English during a classroom session and to explore
its benefits and challenges. Using a mixed-methods design with
surveys and thematic analysis, the study found that students’ WTC
improved significantly after the ChatGPT-assisted preparation
process. However, no significant correlation was identified between
students’ post-WTC and post-survey self-confidence. Despite
having concerns about Al-generated content, students mostly
utilized ChatGPT for brainstorming and language assistance.
Additionally, idea quality and language usage were perceived to be
willingness to enhanced after using Al. These findings highlight the potential of Al
communicate, EFL as a complementary learning tool to support spoken communication,
learners with teacher guidance and support.
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Introduction

Chatbots powered by Al can respond instantaneously and simultaneously to multiple user
requests with remarkable accuracy, thanks to their access to vast amounts of trained data.
Studies have illustrated that incorporating Al into English learning classes might be beneficial
for learners’ individualized learning experience (Dai & Liu, 2024), emotions (Yang & Zhao,
2024), critical thinking and autonomy (Xu & Liu, 2025), and interactive speaking performance
as well as perceived interactions with peers and teachers in a flipped-learning context (Jeon &
Lee, 2024). Despite having numerous advantages, issues with artificial intelligence pertaining
to a reduction in creativity, critical thinking (Dai & Liu, 2024), ethical issues (Gayed, 2025),
and contextualization (Li & Zhao, 2025) persist. Furthermore, while research had demonstrated
the prospect of employing Al to support the development of EFL learners (Dai & Liu, 2024;
Jeon & Lee, 2024; Xu & Liu, 2025; Yang & Zhao, 2024), there seems to be a gap of empirical
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studies investigating whether these positive aspects of Al could be utilized for the enhancement
of students’ willingness to communicate, particularly in spoken English, and whether the
incorporation of Al could alleviate some of the problems associated with students’ willingness
to communicate, such as anxiety, learning environments, or self-confidence (Darasawang &
Reinders, 2021; Elahi Shirvan et al., 2019; Khajavy et al., 2018).

These issues would remain obstacles to students improving their speaking skills unless
resolved. With limited studies investigating Al and learners’ willingness to communicate in a
classroom environment, the present study aims to address this gap by analysing whether the
employment of Al chatbot, particularly ChatGPT as a preparatory tool for speaking, could
enhance students’ willingness to communicate in English in a classroom context. It also
explores learners’ use of ChatGPT, their perceived improvements, and issues that arose during
its use, to provide comprehensive insights that enable practical recommendations for
incorporating Al technologies to facilitate students’ WTC in the classroom. In the present study,
WTC refers to WTC in English, measured via communicative behaviours, as in how students
would respond to certain classroom activities, along with another common influential factor,
self-confidence (SC), which includes communication anxiety and self-perceived competence
(Maclntyre et al., 1998; Chaisiri, 2023; Kim & Su, 2024; Zhang et al., 2024). The study aims
to answer the following research questions:

1. To what extent does preparation with ChatGPT improve students’ willingness to
communicate in English?

2. What are the beneficial impacts of ChatGPT-assisted preparation on students’ speech?

3. What difficulties are encountered by students when utilizing ChatGPT for speaking
preparation?

Literature review
Willingness to communicate

The term willingness to communicate, as defined by Maclntyre et al. (1998), denotes a
readiness to engage in communication with others on a specific occasion. In the context of
English learning, it is vital for EFL learners to practice English frequently, as through trial and
error, they can gradually become more proficient in the language. For this reason, willingness
to communicate (WTC) has been a frequent topic of discussion among educators, with
numerous studies investigating this phenomenon (Chaisiri, 2023; Fathi et al., 2024; Zhang et
al., 2024).

Willingness to communicate originally was associated with communication in L1 (Maclntyre
et al., 1998). In the context of L1 communication, WTC was defined as individuals’ probability
of engaging in and communicating with others when opportunities arose (Maclntyre et al.,
1998). However, compared to L2 WTC, the L1 WTC was mostly concerned with trait-like
variables, which were essentially personality traits that remained stable regardless of the
situation. This disparity was probably due to the social contexts in which the language is being
used and the speaker’s level of linguistic competence. While L1 users are most likely to be
already competent in their own language, as they grow up with it and employ it on a daily basis,
the competency level of L2 users can vary, meaning that there can be situations in which certain
groups of L2 users may be more inclined to communicate in the second language compared to
others. With its roots in L1, WTC in L2 was expanded to include both written and oral forms
of communication, and WTC was believed to be influenced by situational-based and enduring,
or stable, variables (Maclntyre et al., 1998). The renewed concept of LZWTC in the context of
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communicating in a second language was supported by several studies, as the probability of
engaging in L2 communication could be influenced by a wide range of factors, including an
individual’s proficiency (Sato, 2023; Welesilassie & Nikolov, 2024), relations with
interlocutors (Tavakoli & Davoudi, 2017), learners’ grit (Ebn-Abbasi & Nushi, 2022), sex and
age (Maclntyre et al., 2002), or learning environment (Alam et al., 2022).

Factors influencing students’ L2 WTC

To illustrate the interrelations of factors affecting learners” L2 WTC, Maclntyre et al. (1998)
proposed a heuristic model of WTC with six layers. The first three layers (I, II, IIT) were
regarded as transient, or situation-specific elements, whereas the remaining layers (IV, V, VI)
were linked to stable, or enduring, traits.

The very first layer refers to the authentic use of L2, which results from various interactions
among underlying variables, including enduring and situational ones. As a direct influence of
the actual L2 use, the second layer pertains to the WTC, which is a behavioural intention found
by past studies to possess either direct or indirect relationships with multiple ranges of variables
from other layers, including motivational factors (Ebn-Abbasi & Nushi, 2022; Solhi, 2024),
self-confidence, particularly anxiety and self-perceived competence (Elahi Shirvan et al., 2019;
Fallah, 2014; Lee & Hsieh, 2019; MaclIntyre et al., 2002), and teacher-student interactions
(Fallah, 2014; Hu & Wang, 2023; Tavakoli & Davoudi, 2017). Layer three involves situated
antecedents of communication, consisting of a desire to communicate with a specific person
and state communicative self-confidence (Maclntyre et al., 1998). While sharing similar
concepts of a combination of anxiety and self-perceived competence, the state communicative
self-confidence in layer three was distinguishable from the L2 self-confidence (Layer four) as
a situation-specific rather than a stable characteristic. Similarly, the communicative competence
(Layer five) refers to a range of competencies, including linguistic, discourse, actional,
sociocultural, and strategic competence. The last layer encompasses the dynamic relations
between societal and individual elements, which served as a foundation for the upper layers.

Although the enhancement of learners’ L2 WTC was often attributed to the interaction among
several variables, self-confidence, which combined the concept of communication anxiety with
self-perceived competence (Maclntyre et al., 1998), was often a significant factor contributing
to improvements in communication willingness in the second language. Peng and Woodrow
(2010) conducted a large-scale study to examine the relations between various variables and
students” WTC in English, and the results indicated that confidence was the most significant
predictor of WTC. Their study’s findings were consistent with those of Riasati (2018), who
examined Iranian EFL learners’ WTC and found that anxiety, self-perceived competence, and
motivation were the determining factors influencing students” WTC. Moreover, anxiety
emerged as the most significant predictor among the three, followed by motivation and self-
perceived competence. This implies that, when considered as a singular construct, self-
confidence, which involves communication anxiety and self-perceived competence (Maclntyre
et al., 1998), was likely the most substantial predictor of learners’ WTC. In line with those
studies, Yashima (2002) also reported that learners’ self-confidence had a strong and direct
impact on L2 WTC, highlighting the significance of this communicative variable. While
motivation did not have a direct impact on L2 WTC in previous studies, Fallah’s (2014) findings
demonstrated a contrary result, indicating a significant and direct impact of motivation on L2
WTC, along with another key predictor, self-confidence. From a different perspective, Solhi
(2024) found that L2 WTC was adversely affected by learners’ levels of anxiety and
demotivation both in-person and online learning contexts, suggesting that a reduction of these
negative emotions would lead to improved L2 WTC. While L2 anxiety had a direct impact on
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both face-to-face and online learning (Solhi, 2024), it was a stronger predictor for the online
context. These results suggested that the variable of communication anxiety, part of the self-
confidence construct, may be influenced by the learning context. Thus, further research may be
necessary to determine whether this negative emotion may have significant impact on L2 WTC
when Al chatbots were incorporated into language learning in the classroom context.

Nevertheless, those past research, regardless of the context, underscored the consistent
prevalence of self-confidence or anxiety in particular as the primary influential factor of
learners’ L2 WTC. Furthermore, another significant predictor, motivation, was frequently
shown to indirectly influence learners’ L2 WTC through self-confidence, thereby reinforcing
its importance and relevance in assessing learners' willingness to engage in communication in
the second language. In the present study, the variable of self-confidence was operationalized
as a singular construct, consisting of communication anxiety and self-perceived competence,
that has an impact on learners” WTC (Maclntyre et al., 1998). Willingness to communicate,
based on Maclntyre et al. (1998), was defined as the probability of learners to engage in
communication with one or more individuals at a specific occasion. However, the growth of
technology, particularly the fast-paced advancement of Al chatbots, may influence the impact
of self-confidence on in-person L2 WTC due to the convenient access to knowledge and support
at any time.

Benefits and challenges of Al in language education

Dai and Liu (2024) sought to investigate the perception of Chinese EFL students of various
ages and academic backgrounds regarding the use of Al in EFL classrooms and discovered that
Al helped to facilitate their autonomy, motivation, self-confidence, and interest, which were
comparable to the results gathered from a university context, indicating potential improvement
in motivation and learners’ autonomy at other educational levels (Vo & Tran, 2025). Similarly,
their findings were corroborated by Jeon and Lee (2024), despite their focus being limited to
elementary school students learning English. Their study indicated that integrating Al into
instructions could enhance students’ interactive speaking performance and their perceived
interactions with peers and instructors. The students were also reported to experience increased
motivation to interact owing to the stress-free environment provided by practicing with the
chatbot, with only a small group indicating a desire to interact with human partners after using
the chatbot. This suggests the potential to enhance interactions with human interlocutors under
certain settings, as motivation was also found to be a factor influencing learners’ L2 WTC (Peng
& Woodrow, 2010; Riasati, 2018).

The advantages of Al were similarly evident from the perspective of instructors, who generally
viewed Al tools positively, though some expressed feelings of unpreparedness or a lack of
guidance (Gayed, 2025). Furthermore, Al could be utilized in various ways to support students
(Gayed, 2025), or to create exam preparation materials with great efficiency (Alkhateeb

et al., 2025). On a grander scale, Li and Zhao (2025) conducted a thorough analysis of 28
empirical studies regarding the advantages and challenges of employing Al-powered
technologies in the EFL context. Their research revealed that, in addition to facilitating positive
emotions, Al tools might improve EFL learners’ fluency and provide real-time feedback. In
general, these studies collectively demonstrated the potential of Al, in terms of its mental and
linguistic assistance, to be effectively utilized in educational settings to enhance L2
communication among students and with teachers.

Nevertheless, while having numerous benefits for language learners as well as educators, there
were some ethical, legal, and societal concerns with the integration of Al into language
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instruction. Some challenges appeared to mainly revolve around the long-term effects, such as
their creativity, problem-solving, and critical thinking skills, and privacy (Dai & Liu, 2024),
adding to the overall fear of being overly dependent on Al tools (Duong & Nguyen, 2024).
Concerns pertaining to language teaching were also raised, including cost-effectiveness,
technical issues, and cultural adaptability (Li & Zhao, 2025). Additionally, despite the potential
of Al-powered technologies, they lacked certain emotional reactions similar to those of humans
(Li & Zhao, 2025), and they still required human monitoring and assessment to mitigate
potential biases or errors (Alkhateeb et al., 2025).

Impact of technology on students’ willingness to communicate in the classroom

Technology can be used as a mediated tool to assist learners in a virtual classroom, allowing
them to upload videos, prepare for oral tasks, and reflect after the lesson (Chaisiri, 2023). Its
use to support students’ language skills, such as using a learning app to improve speaking skills,
also appeared to yield positive results, including enhanced fluency (Tran, 2024). Moreover,
technology-assisted speech-to-text tools could be employed to transcribe learners’ speech and
allow students to identify their own mistakes (Jiang et al., 2023), which might have given them
more confidence and thus enhanced their WTC. It was observed that most of the benefits from
using technology stemmed from its convenience and utility. Thus, it could be expected that
artificial intelligence chatbots would further enhance learners’ experience.

Studies examining the relationship between learners’ L2 WTC and the application of Al have
been consistent with past research and have reinforced the usefulness of chatbots. Fathi et al.
(2024) demonstrated increases in learners’ speaking skills and WTC, and cited the chatbot as
useful for providing feedback on pronunciation and grammar and for offering more practice
opportunities. These psychological and linguistic benefits were again observed in the study by
Kim and Su (2024), which explored Al chatbots’ impact on learners’ L2 WTC in Korean. Their
study, in a similar vein to previous research, highlighted reductions in anxiety and
improvements in students’ WTC in a foreign language. Zhang et al. (2024) studied the impact
of an Al chatbot on the WTC in English of Chinese EFL learners. Notably, it was mentioned
that the participants were rather reserved and often experienced anxiety in speaking classes.
The study’s findings were not only supported by others (Fathi et al., 2024; Kim & Su, 2024)
but also underscored vital characteristics that distinguished Al from other technological tools,
such as their capacity to provide constructive and contextualized feedback, creating an authentic
feeling of interacting with an actual individual.

Overall, the impact of Al on learners’ L2 WTC was often significant, primarily due to Al’s
capacity for real-time feedback, which engaged learners, and the low-pressure environment it
provided, which encouraged students to utilize the chatbot for learning assistance. Additionally,
the capacity to utilize Al may significantly impact their WTC in the second language with the
Al’s assistance (Zhang et al., 2025), as it could influence their anxiety and self-efficacy in
utilizing the AL, both of which may affect their interaction with the chatbot, and subsequently,
their L2 WTC.

Although the majority of research on the application of Al to enhance learners’ L2 WTC has
yielded favourable outcomes, the integration of Al predominantly occurred throughout the
process of intervention, including spoken interactions with Al and practice with chatbots
beyond the classroom, rather than concentrating on a particular phase of speaking tasks which
could produce more specific insights into how Al affects learners’ willingness to speak.
Previous research has indicated that learners’ WTC in a second language could be directly or
indirectly influenced by several factors pertaining to the learning environment as well as
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individuals’ differences (Ebn-Abbasi & Nushi, 2022; MaclIntyre et al., 1998; Solhi, 2024;
Tavakoli & Davoudi, 2017); therefore, a more focused analysis of Al utilization during a
specific learning phase may yield more valuable insights. Furthermore, self-confidence and its
constituents were consistently shown to have a direct and significant influence on the WTC in
a second language of learners (Peng & Woodrow, 2010; Riasati, 2018; Solhi, 2024; Yashima,
2002), suggesting that with adequate preparation, students might overcome such negative
emotions and become more willing to communicate, particularly speaking in the context of this
study. Nevertheless, there is a scarcity of empirical studies investigating the impact of utilizing
text-based Al during the planning phase of speaking tasks on these variables and its potential
to improve learners’ L2 WTC in the classroom, especially among Vietnamese EFL learners.

Therefore, this study seeks to address the gap by examining the extent to which preparation
with ChatGPT, a widely recognized Al chatbot in Vietnam, improves learners’” WTC,
specifically in spoken English. In the present study, ChatGPT-assisted preparation is
operationalized as students' use of ChatGPT for mental and linguistic support during the
planning phase of their speaking tasks, such as generating key points, providing content
feedback, outlining structures, and seeking sample phrases or vocabulary, before their oral
performance. Moreover, the study aims to investigate the influence of self-confidence on
learners’ L2 WTC and to determine the beneficial impacts of ChatGPT on learners’ speech, as
well as the challenges students faced while using ChatGPT for speaking preparation.

Methodology
Participants and study settings

The study followed a mixed-methods design, using a pre- and post-intervention design to collect
quantitative and qualitative data. A total of 42 Vietnamese English-major graduates participated
in the study, all of whom were sampled conveniently due to time and availability constraints.
The participants were well informed about the purpose of the study and were aware that their
participation was voluntary, with no repercussions. Permission for conducting research on the
population was granted by the head teacher in charge of the students’ class. Lastly, 42 students
gave their consents and agreed to take part in the study. Additionally, although no personal
information, such as name or gender, was collected, more females than males participated in
the study.

Questionnaire

The questionnaire employed in the present study was designed and adapted from previously
used instruments (Bensalem, 2022; Chaisiri, 2023). There were 20 items in the pre-intervention
survey and 20 items, including 3 open-ended questions, in the post-survey. Both surveys have
two sections, communicative behaviours and self-confidence, with the post-survey having a
third section consisting of three open-ended questions. The first half of the survey targeted at
students’ L2 WTC, containing 10 items about their communicative behaviours in the classroom
(Maclntyre et al., 1998). The second-half, on the other hand, explored students’ self-confidence,
including their communication anxiety and self-perceived competence, which were consistently
recognized as having a significant and direct effect on learners’ WTC (Peng & Woodrow, 2010;
Riasati, 2018; Yashima, 2002). Thus, exploring how this variable influences learners’ L2 WTC
would provide valuable insights into the dynamic relations among WTC and its variables
(MaclIntyre et al., 1998). To enhance the instrument’s reliability, Cronbach’s alpha was
calculated for the pre-survey (Section 1: a = .88, Section 2: a = .74) and post-survey (Section
I: a = .93, Section 2: a = .81), indicating high reliability. Additional open-ended questions,
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including students’ uses of Al, beneficial impacts it has on students’ speech, and whether there
were any difficulties with using the Al for speaking preparation, were included in the post-
questionnaire in order to explore students’ experience with the chatbot and to understand the
strengths and limitations of the tool to make viable recommendations for practical and
pedagogical applications.

Questionnaire items were adapted and rephrased as needed to improve clarity and alignment
with the current study’s goal. For instance, an item relating to volunteering an answer in English
(Bensalem, 2022; Chaisiri, 2023), which was already quite suitable for the study’s context, was
only slightly changed into “I am willing to answer questions in English” to make it clear to the
students about the intention to perform the communicative action. Similarly, for the same item
in the post-intervention questionnaire, the statement would be “With ChatGPT support, I am
willing to answer questions in English” to reflect the chatbot's use during the planning phase.
There were also items that underwent more modifications, such as one that referred to helping
others to answer a question (Bensalem, 2022; Chaisiri, 2023) was specified as “I am willing to
help others understand a complex topic in English” to improve relevancy with the current
study’s speaking tasks, and likewise, the phrase would be “With ChatGPT support, I am willing
to help others understand a complex topic in English” in the post-intervention questionnaire to
demonstrate the use of Al to aid in giving explanations to peers. In a similar manner, the
statement regarding students’ self-belief that they knew the words required for communication
in English (Bensalem, 2022; Chaisiri, 2023) was rephrased in the post-survey as “With
ChatGPT support, I know the words and ideas that are required for the completion of each task”
to correspond to the use of Al to assist with speaking assignments. Moreover, some items were
added to the questionnaire, such as statements about willingness to give a presentation, engage
in a group discussion, and role-play a scenario. However, items that were not suitable for the
study’s context were excluded, such as the statements about giving a speech with notes
(Bensalem, 2022) or guessing the meaning of words (Chaisiri, 2023).

Data collection and analysis

Prior to collecting the data, the researcher obtained permission from the teacher responsible for
the students’ class, and subsequently arrived at the classroom once it was granted. The students
were informed about the objectives of the study, the potential risks (none), and the Al tool to
be utilized throughout the intervention: specifically, ChatGPT v4o-mini, the free version
available at that time. Participants were given time to decide whether to participate, which was
voluntary and without repercussions. At the end, 42 students provided their consent and agreed
to participate in the study.

In the initial phase of the procedure, participants were instructed to complete a questionnaire
via Google Forms, examining their WTC in English in various classroom scenarios and their
self-confidence when speaking English in class. In this study, each student was instructed to
create a nickname to ensure accurate identification and paired-sample comparisons of their
responses on the pre- and post-questionnaires. In the next step, students were required to form
groups of 4 to 5 members to conduct three speaking tasks simulating classroom activities: pair
and group discussions on two topics, a small group presentation on one of the issues relevant
to the contents previously learned in the course, and a pair role-play of situations similar to
common topics discussed in class such as workplace situations or daily life events. For each
task, students were instructed to use ChatGPT in their preparation for the speaking activity,
which often lasted approximately 15-20 minutes. In the context of this study, ChatGPT-assisted
preparation was defined as students' use of ChatGPT during the planning phase of their speaking
tasks, including searching for vocabulary, seeking feedback on content, generating ideas, and
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organizing presentations, prior to carrying out their speaking assignment. After completing the
speaking tasks, participants were administered a post-intervention questionnaire via Google
Forms, which included the term ‘ChatGPT assistance’ in each item to reflect its use in previous
stages. Additionally, three open-ended questions were included, asking about their use of
ChatGPT, improvements in their speech, and any challenges encountered.

Regarding the quantitative data, the researcher employed Jamovi to analyse descriptive
statistics collected through the questionnaires, including means and standard deviations. The
students’ responses to the pre- and post-questionnaires were analysed using a paired-samples t-
test to determine whether there was a significant difference in overall L2 WTC and self-
confidence after the use of ChatGPT as a preparation tool. Moreover, correlational analyses
were conducted to determine whether the self-confidence variable correlated significantly with
learners” WTC in English. Regarding qualitative data, the researcher conducted a thematic
analysis of students’ open-ended responses, translated them into English when written in
Vietnamese, and then categorized them into relevant themes for further examination.

Results
The influence of ChatGPT-assisted preparation on students ’willingness to communicate

To obtain specific insight into how students responded to the items before and after the use of
ChatGPT as a speaking preparation tool, descriptive statistics for each questionnaire item were
analysed as follows (Table 1).

Table 1

Item-level descriptive statistics of students’ WTC pre-test and post-test mean scores and
standard deviation

Item Pre-WTC Post-WTC
M SD M SD
Ql 3.39 1.25 4.00 .89
Q2 3.50 1.02 4.05 .83
Q3 3.29 1.22 3.70 .90
Q4 3.46 .97 4.15 .76
Q5 2.81 1.00 3.84 .94
Q6 3.60 1.20 4.08 .93
Q7 3.34 1.06 3.89 1.11
Q8 3.48 1.28 4.00 .86
Q9 3.50 1.18 3.91 .88
Q10 3.39 1.23 4.00 1.13

Based on the analysis presented in Table 1, it can be seen that students’ WTC generally shifted
towards the positive side across most items. Most notably, item number 5 “I’'m willing to talk
about complex topics in English” experienced the highest increase by 1.03 points, from pre-test
(M=2.81, SD = 1.00) to post-test (M = 3.84, SD = .94). This was followed by item 4 “T am
willing to express my own opinions on a topic in English”, which rose by .69 points in post-test
(M =4.15, SD = .76) compared to that of pre-test (M = 3.46, SD = .97). In a similar manner,
item 1 “I am willing to volunteer to answer questions in English” (M = 4.00, SD = .89) and
item 10 “I am willing to do a role-play in English” (M = 4.00, SD = 1.13) improved by .61
points after the intervention. Among the remaining items, item 3 “I am willing to ask questions
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in English in class” and 9 “I am willing to participate in group discussions about a topic in
English” experienced the smallest change compared to other statements, at .41 points, with
post-test scores at (M = 3.70, SD = .90) and (M = 3.91, SD = .88). Additionally, observations
from standard deviation scores showed that students’ opinions of their WTC in the post-
intervention were more focused, as most items experienced a reduction in variety, revealing an
increase in the uniformity of extents of improvements.

Table 2

Paired-sample t-test for students” WTC pre-test and post-test scores

95% Confidence Interval
Lower Upper t-statistic df p-value Cohen’s d

-1.06 -.373 -4.21 41 <001 -.65

WTC Mean SD

Pre-test 337 .78

Post-test  4.09 1.09
As students were instructed to assign themselves the same nickname for both pre- and post-test
surveys, their answers were matched and then averaged to obtain the mean and standard
deviation. A paired-sample t-test was conducted to ascertain whether the increase in students’
L2 WTC was significant (Table 2). The results from the pre-test (M = 3.37, SD =.78) and post-
test (M = 4.09, SD = 1.09) indicated that the employment of ChatGPT as the speaking
preparation tool led to an enhancement in the WTC in English of students in the classroom,
t(41) =-4.21, p <.001.

At the item-level statistics, an overview of students’ responses to each item in the self-
confidence (SC) section before and after the use of ChatGPT was displayed in Table 3

Table 3

Item-level descriptive statistics of students’ self-confidence pre-test and post-test mean scores
and standard deviation

Ttem Pre-SC Post-SC
M SD M SD
Q1 2.74 1.04 3.03 .87
Q2 2.98 1.08 3.12 .89
Q3 3.62 .94 3.81 .68
Q4 3.29 .97 3.24 .94
Q5 2.74 1.15 3.31 .93
Q6 2.41 .89 3.50 .92
Q7 3.05 .67 4.08 72
Q8 3.29 .84 391 .76
Q9 3.77 .80 3.89 .81
Q10 4.10 73 3.81 .95

[Nlustrations of each item’s means and standard deviations in Table 3 showed that Item 6 “T have
no difficulty expressing my ideas in English” had the highest increase in means scores
compared to the rest (Pre-SC M = 2.41, SD =.89; Post-SC M = 3.50, SD =.92). Similarly, item
7 “I know the words and ideas that are required for the completion of each task” leaned more
towards the positive end (Pre-SC M = 3.05, SD =.67; Post-SC M = 4.08, SD =.72). On the
contrary, items 4 “I am not worried about misunderstanding what my classmates say in English”
(Pre-SC M = 3.29, SD =.97; Post-SC M = 3.2, SD =.94) and 10 “I think participation in class
activities with ChatGPT support helps me develop my fluency (i.e., with little hesitation and
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pauses)” (Pre-SC M = 4.10, SD =.73; Post-SC M = 3.81, SD =.95) experienced a decrease.
Although they did not increase as much, item 8 “I am able to say what I want to say in English”
(Pre-SC M = 3.29, SD =.84, Post-SC M = 3.91, SD = .76) and item 5 “I am not nervous when
I speak English to the teacher” (Pre-SC M = 2.74, SD = 1.15; Post-SC M = 3.31, SD =.93)
both climbed by .62 and .57 respectively. The remaining items, however, observed rather
modest increase.

Table 4

Paired-sample t-test for students’ SC pre-test and post-test scores

95% Confidence Interval
Lower Upper t-statistic df p-value Cohen’s d

-.566 -.177 -3.85 41 <001 -.60

SC Mean SD

Pre-test 3.20 .50
Post-test 3.57 .51

Paired-sample t-test of students’ SC, including their communication anxiety and self-perceived
competence, in the pre-test (M =3.20, SD =.50) and post-test (M =3.57, SD=.51) was computed
(Table 4). The result indicated that there was a significant improvement in students’ SC prior to
the utilization of the ChatGPT as the preparation tool for their speaking tasks.

However, although there was a positive relation (r = .289) between students’ post-WTC and
their post-SC, the correlation between students’ SC and their WTC in the post-test was not
significant (p >.005) (Table 5).

Table 5

Correlation between students’ post-intervention SC and WTC

Correlation

Pearson’s r 289
Df 40
p-value .063
95% CI Upper 545
95% CI Lower -.016
N 42

Impact of ChatGPT-assisted speaking preparation on students’ speech

To obtain findings on how students used ChatGPT, a thematic analysis was conducted of
students’ open-ended responses. Specifically, students’ answers were analysed for recurring
themes related to their uses of the Al, while responses that did not show the use of ChatGPT
was not counted. For instance, a response that stated “By typing a command of what I needed”
was not included as it could not demonstrate how ChatGPT was employed to support the
student’s speaking preparation. Similarly, vague or incomplete answers were not counted as
well, such as “I uses the command to ask for its instructions” and “I used chatgpt to give me
main ideas for tasks first, then I use it to”. Additionally, students whose responses were in
Vietnamese were translated to English prior to analysis, and if students mention different
variations of the same category, they would still be counted as one. For example, a response
such as “To find more ideas, vocabulary and check my grammar” would contribute one instance
to idea development and one to language support.
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Table 6
Uses of ChatGPT for speaking preparation

Theme Example Frequency
Idea development 1 ask ChatGPT for the idea c;g;zl Ot)hen make a speech from that 31
Language support 1 use it for brainstorm ‘z‘deas and find suitable vocab 12
(542)
Practice and « . . . ”
revision 1 used ChatGPT to practice speaking topics...” (S15) 9
Task analysis “... analyze the specific task I need to achieve” (S9) 6
L “I used ChatGPT to help me arrange the idea and general
Organization 6

outline for the tasks” (S31)

In the following sections, students were coded as ‘S’ for convenience and ease of analysis. For
instance, S1 indicated that the student was participant no. 1. As illustrated in Table 6, there were
five main uses of ChatGPT for speaking preparation in the current study: idea generation,
organization, task analysis, language support, practice, and revision. Idea development includes
using ChatGPT to generate more ideas and create sample answers, while language support
includes using ChatGPT to support vocabulary, grammar, and any linguistic issues. The
category of ‘practice and revision’ refers to students doing practice with ChatGPT and adapting
Al’s suggestions for personal use. Task analysis is linked to the use of ChatGPT to gather more
information about the task, thereby achieving a clearer understanding of its goals and purposes.
Lastly, the ‘organization’ category includes responses related to linking and sequencing ideas.
Among these groups, idea development was the most dominant, with 31 instances, followed by
language support and practice and revision, each mentioned by students 12 and 9 times,
respectively. Task analysis and organization, however, were observed in only about 6 cases
each.

Table 7

Beneficial impacts on students’ speech from preparing with ChatGPT

Theme Example Frequency
“My vocabulary and idea development see some

Ideas development improvement” (S28) 23
Language enhancement “more advanced vocabs and impressive ideas” (S27) 22
Coherence and “The aspect of vocabulary and flow between one idea to
. ” 14
organization another” (§29)
Fluency and confidence My fluency and lexical re(gggce improve very much... 10

Table 7 showed the improvements in students’ speech after they have employed ChatGPT to
assist with the preparation for their speaking tasks. It could be observed that most of the
respondents reported more than one aspect improved after the use of ChatGPT. Ideas
development, which includes the expansion of ideas and addressing the task fully, was the most
prominent category (“My vocabulary and idea development see some improvement”, S28;
“Vocabulary, the ideas are clearer with better supports and maybe even more new aspects”,
S2). However, it was marginally followed by language enhancement, which pertains to
vocabulary and grammar improvement in general (“more advanced vocab and impressive
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ideas”, S27). The category of “coherence and organization”, which involves linking, logical,
and structured ideas, was reported in 14 instances (The aspect of vocabulary and flow between
one idea to another, S29), while the figure was 10 for ‘fluency and confidence’ (My fluency
and lexical resource improve very much..., S38).

Challenges faced by students when using ChatGPT for speaking preparation
Table 8

Challenges encountered by students when using ChatGPT for speaking preparation

Theme Example Frequency
“Because the information that ChatGPT provides me

Al-generated content sometime not true” (S40) 20-19
Student-related “I can 't remember ideas...” (S17) 11
challenges
. “Sometimes the chat doesn t understand what we want to
Technical issues ’ 5
do...” (§38)
Language issues “some answers may be using complex words...” (520) 5

Regarding the challenges that students experienced during the intervention process (Table 8),
the majority of them had issues with content generated by Al ( “Because the information that
ChatGPT provides me sometime not true”, S40; “Vocabularies are not nature, common and
sometimes examples are not pretty practical”, S35) “Some ideas that ChatGPT provides me
quite some general, with lack of explaination”, S19), which was followed by student-related
challenges and technical issues (“Sometimes my questions are not clear enough”, S13; “I can't
remember ideas...”, S17; “Since they are not my own developed ideas, I may forget them when
Ispeak...”, S18; “... you will still have to actually speak, and that'’s where the issue lies, if you
aren't already confident in speaking, you are more likely to forget and stutter even with
ChatGPT's assistance...”, S29; “Sometimes the chat doesn t understand what we want to do...”,
S$38), and then language issues (“some answers may be using complex words...”, S20).
However, responses that stated simple answers like ‘Yes’ and without adequate explanations
were not included. Similarly, students responding with “No” was not counted as they did not
experience any difficulties.

Discussion

Impacts of ChatGPT-assisted preparation of speaking tasks on students’ WTC

With regard to the item-level improvements in students’ willingness to communicate (WTC)
and self-confidence (SC), it was consistently observed that students expressed increased
readiness to communicate and greater confidence in various situations, aligning with the main
findings of the construct-level analysis that indicated significant changes in students’ overall
WTC and SC following the intervention period. In general, communicative situations related
to students’ performance in speaking tasks showed the greatest increase, whereas situations
involving interactions with peers, such as asking questions and discussions, showed less
improvement. These findings support the notion that Al-powered technologies can be used to
enhance learners’ WTC in the classroom context (Chaisiri, 2023); however, improvements in
student communication appear modest, suggesting possible technological constraints on
promoting this interactive aspect (Jiang et al., 2023). The changes in students’ SC had fewer
items with moderate-to-large increase compared to those of WTC, and most items that
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demonstrated large improvement were related to learners’ self-perceived competence. Without
a doubt, Al-powered tools are effective instruments for language learning, capable of enhancing
learners’ vocabulary, fluency, and precision (Fathi et al., 2024). The students in the present study
likely experienced comparable advantages and acknowledged these enhancements in their
linguistic ability. Nevertheless, although remaining in the positive range, indicating a beneficial
effect of Al on learners’ fluency, students’ positive perceptions of this element appear to be
declining following the intervention. A plausible explanation is that the time limits were
insufficient for students to familiarize themselves with the Al-generated content, thereby
diminishing their perceived fluency enhancement. Another minor reduction in post-test
responses was observed when students were asked about potential misunderstandings by peers,
suggesting that miscommunication may still arise in interactive classroom contexts despite
extensive Al-assisted preparation.

In a similar manner, the overall enhancement of learners’ WTC in English, before and after
employing ChatGPT as a speaking preparation tool, revealed that students’ WTC, particularly
in spoken English, significantly improved following the use of ChatGPT, making it congruent
with previous research findings (Fathi et al., 2024; Zhang et al., 2024). This improvement in
learners’ WTC in English is also in line with MacIntyre et al.’s (1998) heuristic model of WTC,
which illustrates that the intention to engage in communication is influenced by various
environmental, societal, and individual factors. In the educational context, ChatGPT might have
sparkled interests, motives, and confidence that enhanced overall learning experience (Dai &
Liu, 2024), which potentially promotes students’ willingness to participate in communicative
situations. With internet connectivity, ChatGPT can effortlessly retrieve a vast amount of
information and provide answers within seconds, addressing any inquiries students may
possess. Compared to traditional information searching methods, employing a chatbot might be
more efficient than manually navigating through search results from average search engines,
thus reducing time lost to preparation while simultaneously gathering relevant information.
Nevertheless, it should be acknowledged that since the study’s findings have indicated that there
might be issues with content generated by Al, the relevancy and usefulness of information
provided by Al may not always be appropriate for the users, which may affect their WTC.

Furthermore, owing to its extensively trained database, Al chatbot without a doubt surpasses
traditional methods of information searching when students make more complicated and
demanding requests. As a result, students are able to obtain personalized ideas, vocabulary, and
structures, allowing them to form a well-prepared speech, potentially enhancing their
motivation, confidence, and then their readiness to engage in communication later in the
production phase. However, as found in the study, the ideas generated by Al could be
overcomplicated and repetitive, limiting its personalization aspect to certain degrees.
Additionally, while previous studies examined the effect of Al on students’ WTC after several
sessions (Fathi et al., 2024; Kim & Su, 2024; Zhang et al., 2024), the current study’s findings
indicated that its beneficial influence on students’ intentions to communicate may have emerged
almost immediately upon their access to the Al chatbot. This supports the idea that Al serves as
a complimentary instrument for language learning in the classroom, capable of addressing
existing elements affecting L2 WTC, such as anxiety and motivation (Maclntyre et al., 1998;
Riasati, 2018; Solhi, 2024), which may influence students’ readiness to engage in second
language communication.

Additionally, whilst the findings indicated a significant improvement in students’ overall SC
through the utilization of Al, including their anxiety and self-perceived competence, similar to
past studies (Li & Zhao, 2025; Kim & Su, 2024), there was no significant correlation between
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this variable post-test and students’ post-WTC, which was interestingly in contrast with studies
that typically identified such a connection (Elahi Shirvan et al., 2019; Peng & Woodrow, 2010;
Riasati, 2018; Yashima, 2002). As previously observed and explored, the convenience and
utility of AI might hold a pivotal role in fostering learners’ positive emotions and reducing
negative ones (Dai & Liu, 2024; Li & Zhao, 2025; Jeon & Lee, 2024), which in turn facilitate
students” WTC (Peng & Woodrow, 2010; Kim & Su, 2024; Yashima, 2002). However, this
appears not to be the case in the current study, which focused on the use of Al chatbots during
the preparation phase within a short-term intervention period. The finding was in line with
Maclntyre et al.’s (1998) heuristic WTC model, which outlined complex interrelationships
between situational and stable elements that constitute the intention to engage in
communication, suggesting a possible indirect relationship in the present study. The findings
also imply that additional factors, such as motivation (Fallah, 2014; Solhi, 2024), enjoyment,
and classroom learning environment (Ebn-Abbasi & Nushi, 2022; Khajavy et al., 2018), may
have had a more prominent role in directly influencing the WTC in English during the study.
Moreover, as observed, the effectiveness of Al use for learning may vary across proficiency
levels (Li & Zhao, 2025), and learners' proficiency levels may have impacted this instance
(Rostami et al., 2016; Sato, 2023; Welesilassie & Nikolov, 2024). Students may use ChatGPT
to generate ideas and vocabulary; however, although these aids might bolster students’ SC, they
may not have an immediate or long-term impact on their actual skill level, which subsequently
influences their willingness to speak in the second language. In other words, learners’ SC was
enhanced following the Al-assisted speaking preparation process, but this effect may have been
situational and thus had an insignificant impact on their WTC during the speaking tasks when
conditions differed. Furthermore, this notion seems to align with Maclntyre et al.’s (1998)
concept of WTC, as it was demonstrated that actual communicative competence encompasses
more than simply lexical knowledge, with various equally important elements such as an
understanding of morphological rules, phonological systems, and the capacity to convey a
message appropriately within specific cultural and societal contexts. Overall, given the
challenges participants faced whilst employing the Al, it should be noted that the gains in
learners’ WTC may vary between learners. For instance, while some individuals found Al-
generated content relevant to their needs, others could hardly make use of the provided
information. It seems that a balanced use of Al, with teachers’ interventions and guidance, might
be the most sensible approach to address the inevitable growth of Al use among students and
educators (Duong & Nguyen, 2024). Thus, these findings imply that the use of ChatGPT,
particularly in the preparation stage, might be more effectively employed as a supplementary
tool to leverage its supportive mechanisms in tandem with other approaches aimed at cultivating
students’ lasting SC and speaking skills.

Beneficial impacts on students’ speech after preparation with ChatGPT

The results revealed that most participants used the chatbot to develop ideas for their responses
and to improve their English, resulting in a perceived improvement in their speaking ideas and
language use. The findings seemed to corroborate other studies (Darmawansah et al., 2025; Tai
& Chen, 2024; Zou et al., 2023), emphasizing the potential application of Al to improve
learners’ speaking skills, specifically in terms of language complexity and the quality of ideas.
These findings appeared to align with MaclIntyre et al.’s (1998) heuristic model of WTC, as the
use of ChatGPT to develop ideas and enhance linguistic proficiency might have facilitated a
significant increase in participants’ SC. Nonetheless, the findings of the current study suggest
that students may have mostly focused on self-perceived competence, as evidenced by the
majority of instances being related to idea development and the enhancement of linguistic
proficiency. This inclination demonstrates students’ desire to appear competent in class, as
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individuals who articulate their speech with refined, sophisticated language are regarded as
proficient English speakers. This behaviour might have appeared as a reaction to various
underlying sources of anxiety in speaking, including low-level English proficiency, peer
evaluations, cultural norms, or even teacher influences (Gofii Osacar & Lafuente-Millan, 2022;
Islam & Stapa, 2021; Savase1, 2014).

Alternative applications of ChatGPT, while less common than the aforementioned categories,
indicate a more interactive and deliberate utilization of the Al chatbot. These include practicing,
revising, analysing tasks, and organizing responses, reflecting a certain degree of autonomy
(Dai & Liu, 2024), although not as remarkable as other benefits, and involving self-regulatory
actions expressed by the participants. This suggests that students regarded the Al chatbot as a
capable and learner-friendly resource that enabled them to evaluate and reflect on their inputs
in a learner-friendly and low-pressure environment, free from interventions or judgments from
peers or teachers (Fathi et al., 2024; Kim & Su, 2024; Zhang et al., 2024). In a broader sense,
ChatGPT may have served as a scaffolding tool (Vygotsky, 1978), offering students continuous
support through feedback and linguistic resources, thereby facilitating the practice and revision
of their responses and gradually boosting their speaking performance beyond their current
capabilities.

However, although accounts of idea development and language enhancement were noted in
more than half of the instances described by students, the improvements in coherence,
organization, fluency, and confidence were not as remarkable. This may be attributed to the fact
that ChatGPT was used solely during the planning phase of their speaking tasks, suggesting
that, in the production stage, the students might have had to rely on their language proficiency
to process the linguistic resources and concepts they had previously prepared. Additionally,
despite thorough preparation, a lack of the ability to sequence, select, and arrange words and
structures into coherent spoken texts could influence students’ speech rate and coherence.
Furthermore, the time constraints and limitations of the text-based chatbot hindered students’
opportunities for practice and their familiarity with the concepts and linguistic elements
presented by the Al, potentially diminishing their fluency and confidence. Thus, these aspects
were not commonly perceived as improvements, as their effects were not as apparent compared
to the other categories.

Challenges faced by students when using ChatGPT for speaking preparation

The study’s findings revealed that the majority of challenges faced by students preparing for
speaking tasks with ChatGPT assistance were related to Al-generated content, such as
repetitive, mechanical ideas and inaccuracies, as well as student-related issues, such as unclear
prompts, which led the AI to misunderstand them. These challenges align with previous
research highlighting similar concerns about the accuracy and relevance of Al-generated
content (Alkhateeb et al., 2025). These issues are partially expected, as most Al uses in the
current study focused on acquiring ideas and enhancing vocabulary and grammatical structures.
Consequently, the findings underscore the need for conscious use of Al-powered tools,
emphasizing the value of proactively evaluating the accuracy of Al-generated resources.

Moreover, although Al-driven tools have been integrated into language courses worldwide,
their adoption in Vietnam has only started to gain traction. Students lacking knowledge in
employing Al tools may encounter difficulties while interacting with the chatbot, such as
making ineffective prompts, possibly undermining their perceived self-efficacy in utilizing the
Al tool effectively to improve their language learning experience (Zhang et al., 2025). Hence,
these limitations suggest that students’ willingness to engage in classroom communication may
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be hindered when they lack confidence in the speaking ideas generated by Al or in their
perceived self-competence when utilizing the content and language supplied by the chatbot
(Maclntyre et al., 1998).

Furthermore, some students expressed concerns that their readiness to communicate in English
would diminish, regardless of their preparation, if they were unable to recall ideas or lacked
confidence during the actual speech. The impact of these unpleasant feelings could dilute their
motivation and confidence, subsequently affecting their readiness to engage in English
communication (Maclntyre et al., 1998). Thus, it seems to imply that students’ linguistic
proficiency should be developed to a certain extent, as proficiency may have an impact on their
WTC (Rostami et al., 2016; Sato, 2023), prior to incorporating Al-powered chatbots into their
learning process, to effectively leverage the chatbot to foster the development of learners’ WTC.
Notably, a small proportion of participants regarded the advanced vocabulary supplied by Al as
an obstacle, potentially stemming from their insufficient linguistic competence, resulting in
students’ difficulties in understanding and utilizing the lexicon offered by ChatGPT in their
speech. Hence, it advocates for the necessity of guidance and support by teachers in an Al-
assisted language classroom, who may intervene and aid students in decision-making to fully
leverage the capabilities of Al (Alkhateeb et al., 2025). In general, these findings again
underscore the feasibility of using Al as a supplementary tool for language learning, particularly
for speaking skills.

Conclusion
Main findings

The study aimed to explore the extent to which ChatGPT, as a preparation tool, could enhance
students’ WTC, specifically speaking, in a classroom context. The results indicated that using
ChatGPT as a speaking preparation tool significantly improved students’ WTC in English and
their SC. However, there was no significant correlation between participants’ WTC and their
SC post-intervention, suggesting the influence of other underlying factors, such as motivation
or classroom environment. In particular, the tendency to engage in communicative behaviours
related to task completion showed the greatest increase, whereas interactional activities, such
as group discussions, showed less marked improvement. Further thematic analysis of
qualitative data indicated that most students used ChatGPT for brainstorming and language
assistance, both of which were effectively enhanced by the Al, leading to a perceived
improvement in the quality of students’ ideas and language. The participants also expressed
concerns about Al-generated content, including its accuracy and relevance, as well as student-
related issues when using the Chatbot for their speaking task preparation.

Implications

The study’s findings yielded several theoretical and practical implications. Firstly, in the context
of Al-assisted language learning, motivation and other factors may have a more direct impact
on students’ readiness to engage in English communication than SC, as the study found no
significant correlation between learners’ SC and their WTC post-intervention. Secondly, the
planning phase may be crucial for developing learners’ speaking skills. The study demonstrated
that preparation, especially with the assistance of Al-powered tools, increased students” WTC
in English and their SC, thus encouraging students to engage more in oral tasks and facilitating
the gradual improvement of their speaking skills.
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From a practical perspective, text-based Al chatbots should be used as supplementary resources
to enhance speaking skills, alongside conventional classroom drills, allowing students to
practice and familiarize themselves with the Al-generated content, thereby supporting fluency
and confidence. Furthermore, it is essential to educate students on the advantages and
limitations of Al. Results have identified certain shortcomings with using the chatbot, including
issues with making prompts, leading to misunderstandings. With prior instructions and teachers’
guidance, these challenges might be mitigated, enabling students to fully leverage AI’s potential
to assist them with language learning, or speaking in the present study. Additionally, it might
be essential to develop students’ communicative competence before introducing them to Al as
while the chatbot could provide ideas and language suggestions, students still have to deliver
the actual speech. Certain communicative skills, such as connecting ideas into coherent
messages, managing discourse interactions, and understanding varied real-world cultural and
societal contexts, might currently be beyond the capabilities of Al technologies.

Limitations and suggestions for future research

This study is not without limitations. Firstly, due to the scale and limited access to participants,
the sample was rather modest, limiting the generalizability of the findings to broader contexts.
Secondly, as the study was conducted towards the end of the semester, the students’ schedules
were quite hectic, limiting the intervention to one session, which may have created stress and
pressure among the participants. Nonetheless, this limitation was partially addressed, as the
researcher designed the speaking tasks to simulate diverse and familiar classroom speaking
activities, thereby enabling students to employ Al in different contexts. Moreover, despite
mostly favourable results, there may be biases in students' self-reported data, as they may be
influenced by their classmates and other psychological factors.

Future research could aim for a more diverse population, with varied proficiency levels and
academic majors, to examine whether there would be differences in the improvement of WTC.
Secondly, researchers could extend the implementation period to give participants more time to
familiarize themselves with the technology and engage in additional speaking activities, thereby
increasing their opportunities to use the Al chatbot. Lastly, formal speaking assessments may
be conducted to examine learners’ speaking performance, particularly their WTC in English, to
obtain thorough information on the extent to which students’ speech could benefit from Al tools.
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