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Abstract
Previous studies have indicated that social media has been used by students to develop 
speaking skills. Nevertheless, precisely how guided social media (GSM) (usage determined 
by the instructor) and unguided social media (USM) (freely chosen by students) activities in 
speaking courses affect their speaking skills and willingness to communicate (WTC) remain 
unclear. It also remains uncertain what social and emotional learning (SEL) factors during 
the adoption of social media-assisted language learning (SMALL) help to facilitate student 
learning. Therefore, this study purposed to investigate (1) the effects of GSM and USM on 
English as a Foreign  Language (EFL) students’ speaking performance and WTC and (2) the 
SEL factors that enable students to thrive during SMALL activities. This study employed a 
mixed-methods experimental approach, combining quantitative and qualitative data. This 
study used intact group sampling to recruit Indonesian EFL students who were studying 
at a state university and formed three groups based on existing classes, as designated by 
 university. The classes included two experimental groups, namely USM (20 students) and GSM  
(23 students), as well as a control group (26 students). The quantitative data were analyzed 
using Kruskal-Wallis and Mann-Whitney U tests while the qualitative data were analyzed 
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Introduction
The advent of social media has brought significant shifts in English language teaching. Research 
indicates that social media has been used by EFL students worldwide, particularly for the 
development of speaking skills (e.g., Amiryousefi, 2019; Kusuma & Waluyo, 2023; Lee et al., 
2021; Lee & Dressman, 2018; Namaziandost et al., 2019; Rahmawati et al., 2019; Saed et al., 
2021; Sockett, 2014; Geoffrey Sockett & Toffoli, 2012; Wongsa & Son, 2022; Zheng & Barrot, 
2022). For example, social media is often implemented in informal learning situations without 
being guided by teachers (Lee et al., 2021; Lee & Dressman, 2018). On the other hand, social 
media is also utilized to facilitate speaking skills in formal learning situations through guided 
activities (e.g., Amiryousefi, 2019; Kusuma & Waluyo, 2023). This leads to the implementation 
of USM activities, where students have the freedom to choose activities that suit their English 
learning preferences, and GSM activities, where teachers decide the tasks students must 
complete. Moreover, due to its adaptability (Lumby et al., 2014) and positive effects on language 
learning (e.g., Amiryousefi, 2019; Kusuma & Waluyo, 2023; Sun & Yang, 2015; Zheng & Barrot, 
2022), social media has gained recognition for its role in facilitating SMALL while fostering 
meaningful learning. Meanwhile, meaningful learning is the core of English language learning 
(Bui, 2019).

One of the current discussion topics associated with speaking is WTC as it has increasingly 
received attention among second language researchers (see Clément et al., 2003; Edwards, 2006; 
Henry et al., 2021; MacIntyre, 2007; McCroskey & Baer, 1985). Willingness to communicate 
is the situation where an individual is willing to communicate with others and is part of an 
individual’s learning trait (McCroskey & Baer, 1985). Understanding its benefits for speaking 
development, research has indicated that technology helps improve WTC (e.g., Ebadi & 
Ebadijalal, 2022; Tai & Chen, 2020). Regarding the use of social media, research has found that 
individuals were willing to communicate in English and enjoyed online communication with 
their friends (Lee, 2019). Moreover, the familiarity with the contexts and online interlocutors 
tend to make the individuals to be more active in the communication (Soyoof, 2022). 

On the other hand, students’ success in learning is influenced by their positive attitude toward 
learning socially and emotionally, known as social emotional learning (SEL) (Cho et al., 2019; 
Li, 2020; Mihai et al., 2022; Rafidi & Wagner, 2023). Individuals who effectively manage 
their emotions are more likely to reduce anxiety, enhance motivation, and increase learning 
engagement (Mihai et al., 2022). In addition, positive attitudes that derive from positive activities 
can represent a significant source of SEL development (Zins & Elias, 2007). In SMALL context, 
research indicates students who joined in SMALL activities with good attendance and attitudes 
successfully enhanced their learning engagement cognitively, affectively, and behaviorally 
(Kusuma, Mahayanti, Gunawan, et al., 2021). Thus, effective SEL may significantly contribute 
to students’ success in SMALL. 

using inductive thematic analysis. The results indicated that USM and GSM significantly 
improved EFL students’ speaking performance. However, only USM significantly improved 
WTC. In addition, students’ SEL in SMALL was influenced by factors such as learning 
engagement, motivation, learning environment, and support.
Keywords: Mobile-assisted language learning, social media-assisted language learning, teaching 
speaking, willingness to communicate
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However, social media could represent a threatening and unsafe space that might inhibit 
students’ speaking performances by increasing stress, and anxiety (Kusuma, Mahayanti, 
Gunawan, et al., 2021; Sun & Yang, 2015; Zheng & Barrot, 2022). Meanwhile, anxiety, 
motivation, and enjoyment are some factors that influence WTC (Khajavy et al., 2018; Kruk, 
2021). Therefore, understanding how guided and unguided SMALL activities positively impact 
speaking performance and WTC is crucial for enriching the literature. This is particularly 
important as SMALL has gained significant attention among educators in the past decade, 
especially during and after the pandemic, when social media became a key tool for facilitating 
emergency remote teaching. Additionally, it is crucial to understand SEL in online settings 
to determine the factors that trigger students’ SEL in SMALL, as interpreting SEL in virtual 
contexts can be challenging (Rafidi & Wagner, 2023).

Literature Review

Social Media-assisted Language Learning

Social media represents internet-based platforms that facilitate- communication and informa-
tion sharing (Barrot, 2021). Social media has been adapted for educational purposes and is 
widely recognized in English language teaching (Barrot, 2021; John & Yunus, 2021). Social 
media has evolved from a means for communication between students and teachers (Froment 
et al., 2017; Noori et al., 2022) to educational content sharing (e.g., Albahiri & Alhaj, 2020; 
Amiryousefi, 2019; Ferdiansyah et al., 2020; Kusuma, Mahayanti, Adnyani, et al., 2021). Social 
media is also utilized for facilitating content creation, such as speaking videos (e.g., Cepik & 
Yastibas, 2013; Kusuma & Waluyo, 2023; Sun & Yang, 2015; Zheng & Barrot, 2022).

A growing body of research has been conducted on SMALL in speaking courses, revealing 
various guided SMALL activities and their positive effects on speaking skills. Social media, due 
to its adaptability (Lumby et al., 2014), can be employed in regular classroom instruction (e.g., 
Albahiri & Alhaj, 2020; Xodabande, 2017). Social media can also be utilized in a flipped classroom 
approach to share materials, facilitate linguistic practice, and guide speaking activities, such as 
writing language expressions and posting speaking videos (e.g., Amiryousefi, 2019; Kusuma, 
2020). Social media can also be implemented to facilitate e-portfolios where the students can 
regularly upload their recoded guided speaking performances, read comments from peers and 
teachers, and do self-evaluations (e.g., Cepik & Yastibas, 2013; Kusuma & Waluyo, 2023; Sun 
& Yang, 2015; Zheng & Barrot, 2022). Moreover, SMALL activities frequently bring positive 
effects on speaking skill development. SMALL activities can improve English pronunciation 
mastery (Xodabande, 2017) and oral communication (e.g., Cepik & Yastibas, 2013; Kusuma & 
Waluyo, 2023; Lin & Hwang, 2018; Saed et al., 2021; Sun & Yang, 2015; Wongsa & Son, 2022; 
Zheng & Barrot, 2022). It can be concluded that GSM represents activities guided by teachers, 
determining what students must do in SMALL.

Regarding unguided social media activities, research shows that free forms of SMALL 
activities are often conducted through extra-curricular digital context, also known as informal 
digital learning of English, which does not receive guidance from teachers (Lee, 2019; Lee & 
Dressman, 2018; Soyoof, 2022). For example, EFL students communicated via various social 
media platforms, such as KakaoTalk, Facebook, Skype and posted in English (e.g., Lee, 2019; 
Lee & Dressman, 2018). These free forms were without teachers’ guidance because they were 
conducted in outside the classroom, but these activities apparently contributed to student 
speaking development. It can be concluded that USM refers to activities where students have 
the autonomy to choose English learning tasks on social media that best facilitate their language 
development. However, precisely how GSM and USM activities impacts speaking performance 
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as well as which media is better for speaking skill development remains unclear. Thus, more 
studies are necessary to enhance the literature.

Willingness to Communicate

Willingness to communicate is the term initially proposed by McCroskey and Baer (1985) 
that depicts the probability of being engaged in a communication when individuals have 
opportunity to do so. However, this term was initially linked to the first language before it 
later became associated with the second language (Clément et al., 2003; Henry et al., 2021; 
MacIntyre, 2007; Macintyre et al., 1998). WTC is a manifestation of a consistent inclination to 
engage in conversation across various situations and is mostly regarded as a characteristic of 
one’s personality (McCroskey & Baer, 1985). Even though the original WTC was associated with 
speaking (Edwards, 2006; McCroskey & Baer, 1985), other researchers then took it further and 
associated it with spoken and written skills (MacIntyre, 2007; Macintyre et al., 1998).

Some factors are believed to be the ones that influence WTC. Communication context and 
receiver types were among those factors (Edwards, 2006; McCroskey & Baer, 1985). Later, 
other factors were also found to have influences on WTC, such as emotions, enjoyment 
(Khajavy et al., 2018; Kruk, 2021), perceived communication competence (Clément et al., 
2003), multilingual contexts (Henry et al., 2021), background knowledge, ages (Cheng & Xu, 
2022), interests (Kruk, 2022), and so forth. However, Edwards (2006) and Macintyre et al., 
(1998) have argued although researchers often treat WTC with personality traits, it is also 
situation-based due to settings, audience, speakers, and other related contextual factors that 
might change individual’s WTC.

As technology develops, many platforms are now being used to communicate with others, and 
researchers have taken this opportunity to further explore EFL students’ WTC. For example, 
Virtual Reality can be used to enhance EFL students’ oral performance and willingness to 
communicate (Ebadi & Ebadijalal, 2022) while Artificial Intelligence can improve EFL students’ 
WTC and communicative confidence, as well as reduce speaking anxiety (Tai & Chen, 2020). 
Thus, WTC is not only found in offline settings but also in the online ones.

Unfortunately, very little research discussed how EFL students’ WTC becomes impacted when 
using social media. This issue is important because social media contexts are different from 
offline situations, and WTC is known to be influenced by the settings of where the communication 
is delivered (Edwards, 2006; Macintyre et al., 1998). Even though studies found that SMALL 
activities could improve EFL students’ self-efficacy (Cepik & Yastibas, 2013), self-esteem (Su 
& Fatmawati, 2019), and motivation to speak English outside of the classroom (Devi, 2020), 
speaking on social media could be stressful as found by some researchers (Kusuma, Mahayanti, 
Gunawan, et al., 2021; Sun & Yang, 2015; Zheng & Barrot, 2022). Few researchers (Lee, 2019; 
Lee et al., 2021; Soyoof, 2022) have investigated WTC in extra-curricular digital contexts where 
social media was used and found that individuals enjoyed online communication in English 
with their friends, which positively impacted their willingness to communicate. However, how 
social media influences EFL students’ WTC in formal settings remains unclear. 

Social Emotional Learning

Emotion is often linked to human beings’ development of thinking and behavior (Cong-LEM, 
2022). Moreover, SEL is the process of managing emotions, making positive relationships, 
and solving problems effectively (Zins & Elias, 2007). SEL encourages students to actively 
engage socially and emotionally in their learning (Jaber Rafidi & Wagner, 2024; Mihai et al., 
2022), and it shapes their ownership and autonomy as SEL helps them to understand and take 
responsibility for what they learn (Jaber Rafidi & Wagner, 2024). SEL is therefore necessary 
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and influences students’ success in learning (Cho et al., 2019; Jaber Rafidi & Wagner, 2024; Li, 
2020; Mihai et al., 2022).

As psychological and emotional factors affect learning engagement, reducing anxiety and 
increasing enjoyment remains pivotal in students’ SEL development (Mihai et al., 2022). 
Interesting teaching methods may help reduce anxiety as well as enable students to feel more 
comfortable and eventually empower students to successfully complete the tasks (Mihai et al., 
2022). Relating learning materials with what students have known previously will also help 
to improve their positive learning emotions (Cho et al., 2019). In addition, positive learning 
environments, such as care shown by teachers or peers, can also be a strategy to help students 
to have positive SEL (Jaber Rafidi & Wagner, 2024). Thus, SEL may develop during students’ 
learning experience (Li, 2020) because of the positive support mentioned above.

Pertaining to SMALL, research has identified that speaking activities using social media 
bring some benefits and drawbacks to students’ attitudes that might influence students’ SEL 
development. Interesting SMALL activities improve students’ participation (Lin & Hwang, 
2018) and learning engagement cognitively, affectively, and behaviorally (Kusuma, Mahayanti, 
Gunawan, et al., 2021). On the other hand, SMALL activities, including both USM and GSM, 
also influence students’ hesitancy of using English on social media (Lee, 2019) and can 
raise anxiety when creating and uploading speaking videos due to the fear of public scrutiny 
(Kusuma, Mahayanti, Gunawan, et al., 2021; Sun & Yang, 2015; Zheng & Barrot, 2022), and 
social interactions when working in groups (Ferdiansyah et al., 2020). Therefore, it is essential 
to maintain positive experiences of using social media for learning in order to develop EFL 
students’ SEL, as key factors for effective SEL include low anxiety and high enjoyment (Mihai 
et al., 2022). Unfortunately, very little research reveals how EFL students maintain their SEL 
during accomplishing speaking tasks using social media that might bring them hesitancy, 
anxiety, and depressions.

This study considered the aforementioned issues and formulated the following overarching 
questions to guide the inquiry:

1. Are there any significant differences in speaking performance between control and 
guided and unguided experimental social media groups?

2. Are there any significant differences in willingness to communicate between control 
and guided and unguided experimental social media groups?

3. What social and emotional learning factors enable students to thrive during the 
speaking activities in social media-assisted language learning?

Research Methods

Design, Setting, and Context

This study employed a mixed-methods experimental approach, combining quantitative and 
qualitative data to obtain a more complete picture with mutually validated findings (Creswell & 
Creswell, 2018). Due to an inability to randomize samples, we employed a quasi-experimental 
design, which consisted of two experimental groups and a control group. The quasi-experimental 
approach incorporated the administration of pre- and post-treatment tests to compare the 
outcomes of the groups (Ary et al., 2019). The design was employed to investigate the effects 
of SMALL activities on EFL students’ speaking performance and WTC. Moreover, qualitative 
explorations were employed to find in-depth data to support the quantitative results as well 
as examine students’ SEL. We conducted this study at a state university that had an English 
Language Education Department. This university was chosen because it had required speaking 
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courses for first-year students. In addition, the university allowed the use of technology in their 
speaking courses, including the use of digital teaching approaches and social media platforms 
or other technology tools. This study focused on the effects of three different treatments in three 
distinct groups, namely USM, GSM, and control group, on the students’ speaking performance, 
WTC, and SEL.

Participants

Prior to conducting this study, we applied for a research review to a Research Ethics Committee 
(similar to institutional review board). Once we had obtained the approval, we approached 
the head of the department to explain the study. We were given access to recruit first-year EFL 
students from three classes who enrolled in Speaking for Social Interaction courses. Then, 
we contacted the students to inform them about the study, including the risks and benefits of 
joining the study. All students agreed to participate and gave their consent to collect the data. 
All participants were between 18-19 years old and were non-native English speakers with an 
average of six years of English study in junior and high schools. Due to the inability to randomize 
students, we employed an intact group sampling and formed three groups, USM (20 students), 
GSM (23 students), and control group (26 students). The preliminary assessment revealed 
a language proficiency level of B1. As per The Common European Framework of Reference 
(CEFR) for Languages, this level signifies that the individuals are capable of doing basic tasks 
and participating in social interactions. Moreover, we invited all participants in USM and GSM 
groups after the treatments to join the group interviews to gather some data related to speaking 
performance, WTC, and SEL.

Methods of Data Collection and Instruments

In conducting the experiment, we administered pre- and post-speaking tests and WTC 
questionnaires. We adopted IELTS speaking tests as the pre and post-tests to measure students’ 
speaking performance, which required students to do a five-minute online monologue on 
a randomly chosen topic. The performance was evaluated by two lecturers specializing in 
English language teaching (ELT) who had more than five years of experience teaching speaking 
skills at the university level. We utilized a scoring rubric developed by Dashti and Razmjoos 
(2020) to evaluate fluency, coherence, lexical resources, grammatical range and accuracy, and 
pronunciation. The Cronbach Alpha values for the inter-rater reliability of the speaking pre-
test and post-test in the USM group were 0.891 and 0.725 respectively; speaking pre-test and 
post-test in the GSM treatment group were 0.806 and 0.904 respectively; speaking pre-test 
and post-test in the control group were 0.861 and 0.882 respectively. Meanwhile, we adopted a 
WTC questionnaire developed by Lee et al. (2021) that contained 14 items that measured WTC 
in and outside the classrooms. The Cronbach Alpha values of the questionnaire reliability was 
0.946. We designed two interview protocols, each consisting of four questions tailored to the 
USM and GSM groups, to answer the third research question. All students (20 from the USM 
group and 23 from the GSM group) participated in the group interview sessions to explore 
about their SEL during the treatments. The USM interviews were conducted in two groups 
(Group 1 = 10 students; Group 2 = 10 students), while the GSM interviews were also divided 
into two groups (Group 1 = 11 students; Group 2 = 12 students). Each interview session was 
conducted once and lasted for 30 minutes.

Procedure and Treatments

This 12-week experimental study assessed the speaking performance and WTC of participants 
using pre- and post-tests. The experimental groups acquired knowledge on six topics over a 
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span of 12 weeks by utilizing social media platforms (YouTube, WhatsApp, Facebook, TikTok, 
and Instagram) to facilitate SMALL activities. Each topic spanned two weeks, with the first 
week dedicated to speaking practices, including linguistic and communication exercises. The 
second week focused on completing speaking tasks on social media, which were also conducted 
in the classroom. Both groups, USM and GSM, were taught oral communication concepts, such 
as language expressions and how to use them in communication, but they received different 
treatments on the speaking activities on social media (Figure 1). In the USM group, the activities 
comprised posting language expressions where students were free to choose written or verbal 
posts on WhatsApp as linguistic practice a day before the course started. In the next meeting, the 
students were free to choose which speaking activities they would perform, either creating audio 
only, recorded speaking videos, videos using pictures with audios, or live speaking performances 
posted on any social media they wanted to use (Figure 2). The students received no guidance 
from the lecturer while accomplishing the speaking tasks.

Conversely, the students had to follow the lecturer’s guidance in the GSM group. They had to post 
language expressions (written or verbal as instructed by the lecturer) on WhatsApp as linguistic 

Figure 1. USM and GSM instructions on eLearning
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practices a day before the course started. In the next meeting, the students accomplished the 
speaking tasks as instructed by the lecturer. The activities could be creating audio only, recorded 
speaking videos, videos using pictures with audios, or live speaking performances, posted on 
social media, as requested by the lecturer. Meanwhile, the students in the control group did 
all activities in the classroom with less social media use. The only social media platforms they 
used were YouTube and WhatsApp for information/material sharing only. At the start of the 
study, we instructed all students, including those in the control group, to refrain from engaging 
in any additional practice sessions. Thus, to monitor students’ activities in all groups, including 
social media use outside the classroom, we asked participants to maintain self-reported diaries, 
logging their social media activity and interactions with learning materials. The control group 
speaking practices consisted of language expression practices, speaking practices, and speaking 
performances that were done only in the classroom. Figure 3 summarizes all treatments from 
three groups.

Figure 2. Students’ speaking performance on social media

Figure 3. Treatments in USM, GSM, and control groups
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Data Analysis 

The quantitative data were analyzed using both descriptive and inferential methods, whereas the 
interview data were analyzed using an inductive approach. The analysis of data from the speaking 
and WTC pre-tests revealed no significant differences among the three groups. Moreover, the 
data from speaking and WTC post-tests were analyzed on the normality and homogeneity and 
found that those tests were violated. Therefore, the initial plan to conduct One-way MANOVA 
could not be performed. We therefore employed Kruskal-Wallis tests and Mann-Whitney 
U tests for comparing the three groups’ speaking performance and WTC to answer the first 
and second research questions. In addition, the qualitative data were analyzed using content 
analysis employing an inductive approach where we did not have any predetermined hypotheses 
underlying our analysis. Instead, we looked for emerging themes as we analyzed the data. We 
found two themes and six-subthemes to answer the third research question.

Findings

Quantitative Analysis

The statistical analysis in Table 1 reveals that for speaking performance, the GSM group had a 
mean score of 83.48 (SD = 1.78, N = 23) with a mean rank of 40.28, while the USM group had 
a higher mean score of 86.55 (SD = 3.93, N = 20) with a mean rank of 51.80. The control group 
had a mean score of 78.81 (SD = 3.49, N = 26) with a lower mean rank of 17.40. For WTC, the 
GSM group had a mean score of 52.00 (SD = 10.71, N = 23) with a mean rank of 27.26, and 
the USM group scored 63.30 (SD = 5.49, N = 20) with a mean rank of 52.78. The control group 
had a mean score of 54.62 (SD = 6.21, N = 26) with a mean rank of 28.17. Due to violations of 
normality and homogeneity tests, the analysis could not use parametric One-way MANOVA 
and instead employed a non-parametric Kruskal-Wallis test.

Table 1. Descriptive statistics among groups

Variables Groups Mean Mean Rank SD N

Speaking GSM 83.4783 40.28 1.78044 23

USM 86.5500 51.80 3.92663 20

Control 78.8077 17.40 3.48734 26

WTC GSM 52.0000 27.26 10.71108 23

USM 63.3000 52.78 5.48779 20

Control 54.6154 28.17 6.21017 26

The Kruskal-Wallis test was performed, and Table 2 indicates a significant difference in 
speaking performance among the three groups (test statistic = 35.988, df = 2, p < 0.001). 
Pairwise comparisons in Table 3 reveal significant differences between the control group and 
the GSM group (p < 0.001). As shown in Table 1, the GSM group had higher mean scores and 
mean ranks than the control group. Additionally, there was a significant difference between 
the control group and the USM group (p < 0.001), with the USM group also displaying higher 
mean scores and mean ranks. Conversely, Table 3 indicates no significant difference in speaking 
performance between the GSM and USM groups (p > 0.001). These quantitative findings are 
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supported by student testimonies stating that they engaged earnestly in the SMALL activities, 
believing these activities improved their speaking performance. The following excerpts illustrate 
the aforementioned description:

“What I feel is that I am more actively involved in doing assignments on social 
media because it is more free and comfortable to upload the assignment. 
Encouraging me to be more confident in speaking on social media and also 
training myself in speaking on social media” (S14USM)
 “I did the video assignment to the best of my ability. I sometimes get 
confused if there are new things that I don’t know, but I try to find out about it. 
By making video assignments, writing sentences I get a lot of new things that I 
can get. This makes me get a lot of knowledge” (S6GSM)

Table 2. Independent-Samples Kruskal-Wallis test summary

Variables Total Test  
Statistic

Degree of  
Freedom

Asymptotic Sig.  
(2-sided test)

Speaking 69 35.988 2 0.001

WTC 69 22.239 2 0.001

Table 3. Pairwise comparisons of groups

Variables Sample  
1-Sample 2

Test  
Statistic

Std. 
Error

Std. Test 
Statistic

Sig. Adj. 
Sig.

Speaking Control-GSM 22.879 5.713 4.004 0.001 0.001

Control-USM 34.396 5.936 5.794 0.001 0.001

GSM-USM –11.517 6.102 –1.887 0.059 0.177

WTC GSM-Control –.912 5.729 –.159 0.873 1.000

GSM-USM –25.514 6.119 –4.170 0.001 0.001

Control-USM 24.602 5.953 4.133 0.001 0.001

Pertaining to WTC, Table 2 indicates a significant difference among the three groups (test 
statistic = 22.239, df = 2, p < 0.001). Pairwise comparisons in Table 3 reveal a significant 
difference in WTC between the GSM and USM groups (p < 0.001), with Table 1 showing that the 
USM group had higher mean scores and mean ranks. Additionally, Table 3 shows a significant 
difference in WTC between the control and USM groups (p < 0.001), with the USM group again 
displaying higher mean scores and mean ranks, as shown in Table 1. The students’ testimonies 
from USM group revealed that they had freedom to choose whatever they wanted to do as their 
SMALL activities which then influenced their willingness to communicate as illustrated by the 
following excerpt:

“I took it seriously and added elements that I liked in my assignment submissions 
due to the freedom of speaking assignments on social media” (S8USM)
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On the contrary, Table 3 shows that there is no significant difference between the control 
group and GSM group where p > 0.001. Perhaps it was caused by perceptions that assignments 
are only busy work to accomplish, and they did SMALL activities because they pursued good 
scores as illustrated by the following excerpt:

“As I said before, I consider assignments as an obligation that I have to do. 
Because I consider it a must, like it or not, I must be willing to do the speaking 
assignments requested by the lecturer. Also [I did the tasks] to get a good 
grade” S18GSM

Table 4. Mann-Whitney U test results

Variables Mann- 
Whitney U

Std.  
Error

Std. Test 
Statistic

Asymptotic 
Sig.(2-sided 

test)

Mean 
Rank 
(Pre)

Mean 
Rank 
(Post)

Guided_
Speaking

360.000 36.852 4.342 0.001 12.50 28.50 

Guided_
WTC

261.000 36.916 1.652 0.098 17.45 23.55

Unguided_
Speaking

399.500 36.897 5.407 0.001 10.53 30.48

Unguided_
WTC

339.500 36.835 3.787 0.001 13.53 27.48

Mann-Whitney U tests were conducted to examine the pretest and posttest scores in speaking 
and WTC for both the GSM and USM groups. These non-parametric tests were used due to 
violations of normality and homogeneity prerequisites. Table 4 shows a significant improve-
ment in the speaking performance of the GSM group after treatments, with Mann-Whitney 
U = 360.000 and p < 0.001. The mean ranks analysis indicates an enhancement in students’ 
speaking performance post-treatment compared to their initial performance. However, there 
is no statistically significant difference in the WTC scores for the GSM group before and after 
treatments, as shown by Mann-Whitney U = 261.000 and p > 0.098. 

However, Table 4 indicates a notable disparity in the speaking performance of students 
in the USM group before and after the treatments. This is evidenced by Mann-Whitney U = 
399.500, and p < 0.001. The analysis of mean ranks indicates that students› speaking profi-
ciency has improved following the treatments compared to their initial performance. Contrary 
to the results observed in supervised social media, there is a notable disparity in the students› 
WTC in the USM group before and after the treatments, with Mann-Whitney U = 339.500 and 
p < 0.001. The mean ranks indicate that students’ WTC after the treatments is higher than their 
WTC prior to the treatments.

Social Emotional Learning

Learning Engagement and Students’ Motivation

The interview results, as presented in Table 5, indicate that learning engagement and students’ 
motivation were significant factors that determined their consistency throughout the SMALL 
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activities. The students from both treatment groups concurred that engagement and enjoy-
ment derived from SMALL activities emerged as crucial factors for their successful completion 
of the semester. According to their testimony, students prefer SMALL activities, particularly 
involving the creation of speaking videos in both the USM and GSM groups. For instance, 
S6USM included her preferences for creating videos, taking advantage of the projects’ flexibil-
ity, as long as they remained relevant to the given topics. Furthermore, S15GSM demonstrated 
a keen interest in the subjects covered in the speaking course. Despite acknowledging his poor 
performance, he found satisfaction in completing the projects due to the engaging topics. This 
allowed him to share his personal experiences with his friends, fostering a deeper understand-
ing of his character.

Remarkably, students from both groups indicated that they completed the tasks in a diligent 
manner due to their belief that it was their duty to do them. As an illustration, S18USM 
acknowledged her obligation to complete all her tasks, understanding that she would comply 
with any instructions given by her lecturer due to the potential repercussions. Due to their 
sense of ownership, students approached the assignments with rigor, as S2GSM indicated that 
she made every effort to accomplish the tasks, as it was her responsibility to do so. Thus, she 
was driven to diligently complete SMALL activities in her speaking course.

The interviews also revealed that the students engaged in SMALL activities due to their 
dedication and devotion. They stated that they completed SMALL activities in a sequential 
manner. If they felt confused by the topics, they would seek internet explanations. For instance, 
S10USM showed exceptional self-reliance by successfully completing the assignments without 
the guidance of her lecturer. She exhibited unwavering dedication and was willing to go to great 
lengths to accomplish the assigned tasks. Similarly, S4GSM demonstrated her dedication by 
diligently completing required assignments. She would conduct thorough research to gather 
relevant resources to enhance her performance and consistently deliver her work within the 
designated deadlines.

Remarkably, students from both experimental groups reported that their hard work and 
dedication were driven by their achievement motivation as they aimed to get high scores in 
this course. For instance, S19USM emphasized the need of diligently engaging in speaking 
activities on social media to achieve high speaking scores. Additionally, she recognized that 
this practice would also enhance her speaking skills. Similarly, S19GSM actively participated 
in all SMALL activities throughout the course in order to achieve excellent speaking scores and 
a high GPA.

Learning Environment and Support

The data presented in Table 5 indicates that the students expressed consensus regarding the 
positive impact of the learning environment and the support received from both the lecturer and 
their peers in successfully navigating SMALL activities. Specifically, the students acknowledged 
that explicit instructions aided them in successfully executing SMALL activities. For instance, 
despite the freedom given to students in the USM group to choose their speaking assignments, 
S22USM reported that she frequently engaged in listening to the lecturer’s explanations 
and reading the e-learning instructions prior to completing the weekly SMALL exercises. 
Consequently, she encountered no obstacles despite having the freedom to select her preferred 
SMALL activities. Regarding this case, S12GSM stated that she diligently read the instructions 
in order to avoid failure and low grades due to her lack of caution.

Furthermore, Table 5 demonstrates that the students experienced contentment due to the 
presence of a positive and supportive environment, which not only contributed to their overall 
well-being but also served as a source of motivation for engaging in SMALL activities in their 
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Table 5. Thematic analysis on students’ social emotional learning

Themes Sub-themes Sample Excerpts

Learning 
Engagement 
and 
Motivation

Engagement 
and Enjoyment

“The things that have influenced me in doing the 
assignment so far are adding elements that I like, such 
as my fondness for pop music and so on to the SMALL 
activities” S6USM

“The thing that makes me active in doing the 
assignment is the topic, when the topic given is 
interesting, I feel more enthusiastic in making the 
assignment” S15GSM

Task 
Ownership

“The thing that affected me was my thoughts, where I 
thought that it was my obligation as a student” S18USM

“.... but I always try to make sure that my assignments 
are not just assignments, but also that I can improve my 
language quality in English” S2GSM

Diligence and 
Commitment

“I do it carefully and seriously because I think it is more 
important to better understand a material when there is 
no supervision from a lecturer” S10USM

“I do the tasks asked by my lecturers well and 
wholeheartedly. For example, if the lecturer gives an 
assignment to post a video on social media, I will do my 
assignment well and on time” S4GSM

Achievement 
Motivation

“In addition, as a student I also want to get good grades, 
this also encourages me to actively do assignments using 
social media. And by doing this task, I will get benefits 
such as improving my ability to speak English” S19USM

“I want to get good grades and extra scores, so I have to 
be actively involved in doing assignments and actively 
use social media for speaking assignments according to 
the guidelines from my lecturer” S19GSM

Learning 
Environment 
and Support

Clear 
Instructions

“What I do to carry out these tasks is to remember 
the message that the lecturer has conveyed at the 
beginning of the semester then I do the task based on 
the instructions in e-learning.... S22USM

“With detailed and thorough guidance, I am no longer 
confused about the tasks assigned. I always do the 
assignments given to me seriously, so that I get results 
that are worth the effort I put in” S12GSM

(Continued)
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Themes Sub-themes Sample Excerpts

Positive 
Supportive 
Environment

“I do my assignments seriously, if I feel confused about 
the assignments given, I will ask my friends or the class 
coordinator” S1USM

“To be honest, I was confused and anxious at first, 
because this was my first time learning to use social 
media such as posting videos or sentences in WhatsApp 
groups. But after I saw my friend’s work, how they 
made the effort to make the task, so I also followed how 
they made the task” S16GSM

speaking course. For instance, S1USM would ask her friends in case she lacked comprehension 
regarding the task at hand. Her friends would gladly assist her in comprehending the tasks. 
That was why she derived pleasure from the classroom atmosphere, which eventually helped 
her to thrive during the semester. Similarly, S16GSM expressed his initial confusion when per-
forming the assignments due to his lack of prior experience in engaging in speaking activities 
on social media. However, when observing his friend›s endeavors, especially during collab-
orative assignments, he felt compelled to exhibit his utmost abilities in order to successfully 
complete the speaking tasks.

Discussion
To answer the first research question, the data showed that there are significant differences 
among the three groups, USM, GSM, and the control group. The post-hoc analysis indicated 
that the use of social media in the USM and GSM treatment conditions exerted better speak-
ing performance compared to their counterparts in the control group. These findings there-
fore echoed previous research findings (Cepik & Yastibas, 2013; Kusuma & Waluyo, 2023; 
Lin & Hwang, 2018; Sun & Yang, 2015; Wongsa & Son, 2022; Xodabande, 2017; Zheng & 
Barrot, 2022) that highlighted the benefits of social media to improve language learning and 
communication skills. We anticipated that the regular speaking practices and performances 
through social media in both the USM and GSM groups would enhance their linguistic mas-
tery, self-confidence, and self-efficacy. This mastery ultimately contributed to improving their 
speaking performances, as also supported by previous researchers (Cepik & Yastibas, 2013; 
Kusuma & Waluyo, 2023; Sun & Yang, 2015). Interestingly, students’ speaking performances 
in the USM and GSM treatment conditions had no significant difference between them even 
though they had different treatments. In addition, the Mann-Whitney U findings showed that 
either the GSM or USM treatments will help students improve their speaking performances 
because both groups could improve their speaking performances significantly through doing 
SMALL activities.

The data, in regard to the second research question, showed that there are significant 
differences in students’ WTC between the USM and GSM treatments as well as between the 
USM and the control group. Surprisingly, there is no significant difference between the GSM and 
the control group. These results align with the previous research findings that technology could 
help improve students’ WTC (Ebadi & Ebadijalal, 2022; Tai & Chen, 2020). We further argued 
that while both the USM and GSM groups engaged in SMALL activities, only the unguided 
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approach was likely to enhance WTC as predicted. This was due to the freedom it provided 
for students to express themselves through speaking on social media, while the GSM activities 
limited such opportunities by requiring students to adhere strictly to the given instructions. 
Such freedom fostered positive emotions and enjoyment, which ultimately contributed to the 
improvement in WTC (Khajavy et al., 2018; Kruk, 2021). The interview results also showed that 
the students in the USM group had no confusion since they were free to do what they wanted. 
Conversely, the GSM students were often confused on what they had to do when given speaking 
tasks, and this confusion might have reduced their excitement and eventually made them less 
motivated to engage in SMALL activities.  Moreover, the WTC results of the USM activities 
found in this study supported the ones claimed by previous research that free forms without 
lecturers’ guidance could enhance WTC (Lee, 2019; Lee et al., 2021; Soyoof, 2022). Thus, the 
freedom found in free forms of SMALL activities made the students not to feel burdened, which 
eventually helped them to be more willing to communicate, as we predicted. 

To address the third research question, the interview results revealed two key factors that 
influenced students’ SEL during SMALL activities: learning engagement and motivation 
(including engagement and enjoyment, task ownership, diligence and commitment, and 
achievement motivation) and learning environment and support (such as clear instructions and 
a positive, supportive environment). These themes highlight how various elements contributed 
to shaping students’ SEL. Specifically, engagement and enjoyment fostered a sense of enthusiasm 
and active participation in learning as also claimed by Mihai et al. (2022). Meanwhile, task 
ownership encouraged students to take responsibility for their learning process, enhancing 
their self-awareness and decision-making. 

Additionally, diligence and commitment, combined with achievement motivation, fostered 
perseverance and a strong sense of purpose, further enhancing their social and emotional skills. 
The presence of clear instructions and a positive, supportive environment ensured that students 
felt guided, valued, and emotionally secure, creating an atmosphere conducive to collaborative 
learning and emotional growth as supported by some researchers (Cho et al., 2019; Jaber Rafidi 
& Wagner, 2024). We surmised because the students in this study were young adults, they had 
more sense of responsibility, which possibly made them understand the importance of their 
learning, which eventually helped them to manage their emotions, particularly developing the 
positive and reducing the negative ones. Thus, even though they had some issues, they could 
still cope with them effectively (Zins & Elias, 2007) and become more engaged in their learning 
(Mihai et al., 2022; Rafidi & Wagner, 2023) to gain success (Cho et al., 2019; Li, 2020; Mihai et 
al., 2022; Rafidi & Wagner, 2023).

Three implications are drawn from the aforementioned results and discussion. First, the 
significant improvement in students’ speaking performance through the USM and GSM 
activities underscores their effectiveness and contributes theoretically to the SMALL literature, 
reinforcing the value of interactive and engaging learning experiences in language development. 
Secondly, the study reveals that not all SMALL activities equally enhance students’ WTC, with 
guided activities potentially limiting flexibility and creativity, thereby impacting WTC less 
effectively. This calls for a balanced approach in activity design that supports both structure 
and freedom to foster communicative confidence. Lastly, the study emphasizes the need 
to maximize factors such as learning engagement, motivation, learning environment, and 
support to ensure student success in SMALL activities. Enhancing these elements can create a 
supportive and stimulating learning environment, foster intrinsic motivation, and provide the 
necessary resources and encouragement, ultimately leading to better language proficiency and 
communicative competence.
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Conclusion
This study investigated the effects of guided and unguided social media on EFL students’ 
speaking performance and WTC as well as exploring the students’ SEL. Based on the results, it 
can be inferred that utilizing social media platforms, such as USM or GSM to improve speaking 
skills is an effective approach. However, an unexpected finding revealed that only GSM failed to 
significantly enhance students’ WTC. Furthermore, it appears that students’ social-emotional 
learning (SEL) during speaking courses in SMALL is influenced by aspects such as learning 
engagement, motivation, learning environment, and support. 

This study also has a few limitations that should be addressed in future research. The statistical 
results used in this study cannot be extrapolated to the population because non-parametric 
statistics were applied. This study also did not perform more intricate statistical analysis using 
larger samples, which could have resulted in novel statistical findings. Thus, we suggest the 
future research to cover these limitations. In addition, while this study mentioned the use 
of various social media platforms, the specific activities and interactions on these platforms 
were not detailed, making it difficult to understand how these tools were used. Future studies 
should explore how different platforms influence students’ Willingness to Speak (WTS), as each 
platform offers specific leverages. 

Acknowledgement
We sincerely appreciate the anonymous reviewers for their valuable comments and sugges-
tions, which have helped enhance our article. We also extend our gratitude to Universitas Pen-
didikan Ganesha for its support throughout the research.

References
Albahiri, M. H., & Alhaj, A. A. M. (2020). Role of visual element in spoken English discourse: Implications 

for YouTube technology in EFL classrooms. Electronic Library, 38(3), 531–544. https://doi.
org/10.1108/EL-07-2019-0172

Amiryousefi, M. (2019). The incorporation of flipped learning into conventional classes to enhance EFL 
learners’ L2 speaking, L2 listening, and engagement. Innovation in Language Learning and Teaching, 
13(2), 147–161. https://doi.org/10.1080/17501229.2017.1394307

Ary, D., Jacobs, L. C., Sorensen, C. K., & Walker, D. A. (2019). Introduction to research in education (10th 
ed.). Cengage.

Barrot, J. S. (2021). Social media as a language learning environment: A systematic review of the 
literature (2008-2019). Computer Assisted Language Learning, 35(9), 2534–2562, https://doi.
org/10.1080/09588221.2021.18836

Bui, H. (2019). Meaningful learning and its implications for language education in Vietnam. Journal of 
Language and Education, 5(1), 98–102. https://doi:10.17323/2411-7390-2019-5-1-98-102

Cepik, S., & Yastibas, A. E. (2013). The use of e-portfolio to improve English speaking skill of Turkish EFL 
learners. Anthropologist, 16(1–2), 307–317. https://doi.org/10.1080/09720073.2013.11891358

Cheng, L., & Xu, J. (2022). Chinese English as a foreign language learners’ individual differences and 
their willingness to communicate. Frontiers in Psychology, 13, 1–10. https://doi.org/10.3389/
fpsyg.2022.883664

Cho, H., Wang, X. C., & Christ, T. (2019). Social-emotional learning of refugee English language learners 
in early elementary grades: Teachers’ perspectives. Journal of Research in Childhood Education, 
33(1), 40–55. https://doi.org/10.1080/02568543.2018.1531449

Clément, R., Baker, S. C., & Macintyre, P. D. (2003). Willingness to communicate in second language: The 
effects of context, norms, and vitality. Journal of Language and Social Psychology, 22(2), 190–209. 
https://doi.org/10.1177/0261927X03252758

Cong-LEM, N. (2022). Emotion and its relation to cognition from Vygotsky’s perspective. European 
Journal of Psychology of Education, 38. https://doi.org/10.1007/s10212-022-00624-x.

https://www.castledown.com/journals/ajal/issue/view/ajal.v8n3
https://www.castledown.com/journals/
https://doi.org/10.1108/EL-07-2019-0172
https://doi.org/10.1108/EL-07-2019-0172
https://doi.org/10.1080/17501229.2017.1394307
https://doi.org/10.1080/09588221.2021.18836
https://doi.org/10.1080/09588221.2021.18836
https://doi:10.17323/2411-7390-2019-5-1-98-102
https://doi.org/10.1080/09720073.2013.11891358
https://doi.org/10.3389/fpsyg.2022.883664
https://doi.org/10.3389/fpsyg.2022.883664
https://doi.org/10.1080/02568543.2018.1531449
https://doi.org/10.1177/0261927X03252758
https://doi.org/10.1007/s10212-022-00624-x


Guided vs. Unguided social media-assisted language learning

Australian Journal of Applied Linguistics, Volume 8 Number 3 (2025)

Creswell, J. W., & Creswell, J. D. (2018). Research design: Qualitative, quantitative, and mixed methods 
approaches (5th ed.). SAGE Publications.

Ebadi, S., & Ebadijalal, M. (2022). The effect of Google Expeditions virtual reality on EFL learners’ 
willingness to communicate and oral proficiency. Computer Assisted Language Learning, 35(8), 
1975–2000. https://doi.org/10.1080/09588221.2020.1854311

Edwards, P.A. (2006) Willingness to communicate among Korean learners of English. PhD thesis, 
University of Nottingham [Doctoral Dissertation, University of Nottingham]. UN campus repository: 
http://eprints.nottingham.ac.uk/12676/1/508743.pdf

Ferdiansyah, S., Ridho, M. A., Sembilan, F. D., Sembilan, F. D., & Zahro, S. F. (2020). Online literature 
circles during the COVID-19 pandemic: Engaging undergraduate students in Indonesia. TESOL 
Journal, 11(e5443), 1–6. https://doi.org/10.1002/tesj.544

Froment, F., Gonzalez, A., & Bohorquez, M. (2017). The use of social networks as a communication tool 
between teachers and students: A literature review. TOJET: The Turkish Online Journal of Educational 
Technology, 16(4), 126–144.

Henry, A., Thorsen, C., & MacIntyre, P. D. (2021). Willingness to communicate in a multilingual context: 
part one, a time-serial study of developmental dynamics. Journal of Multilingual and Multicultural 
Development, 1–20. https://doi.org/10.1080/01434632.2021.1931248

Jaber Rafidi, T., & Wagner, B. (2024). The impact of emotional scaffolding on online teaching and learning 
in Palestinian English language classrooms during COVID-19. Innovation in Language Learning and 
Teaching 18(2), 155–168. https://doi.org/10.1080/17501229.2023.2245810

John, E., & Yunus, M. M. (2021). A systematic review of social media integration to teach speaking. 
Sustainability (Switzerland), 13(16), 1–18. https://doi.org/10.3390/su13169047

Khajavy, G. H., MacIntyre, P. D., & Barabadi, E. (2018). Role of the emotions and classroom environment 
in willingness to communicate. Studies in Second Language Acquisition, 40(3), 605–624. https://doi.
org/10.1017/S0272263117000304

Kruk, M. (2021). Changes in self-perceived willingness to communicate during visits to Second Life: A 
case study. Language Learning Journal, 49(2), 240–250. https://doi.org/10.1080/09571736.2018.
1554692

Kruk, M. (2022). Dynamicity of perceived willingness to communicate, motivation, boredom and anxiety 
in Second Life: the case of two advanced learners of English. Computer Assisted Language Learning, 
35(1–2), 190–216. https://doi.org/10.1080/09588221.2019.1677722

Kusuma, I. P. I. (2020). The investigation of flipped classrooms on students’ speaking performance 
and self-regulated learning. Pertanika Journal of Social Sciences and Humanities, 28(3), 2027–
2042. http://www.pertanika.upm.edu.my/resources/files/Pertanika PAPERS/JSSH Vol. 28 (3) Sep. 
2020/24 JSSH-5953-2020.pdf

Kusuma, I. P. I., Mahayanti, N. W. S., Adnyani, N. L. D., & Budiarta, L. G. R. (2021). Incorporating 
e-portfolios with flipped classrooms: An in-depth analysis of students’ speaking performance and 
learning engagement. The JALT CALL, 17(2), 93–111. https://doi.org/10.29140/jaltcall.v17n2.378

Kusuma, I. P. I., Mahayanti, N. W. S., Gunawan, M. H., Rachman, D., & Pratiwi, N. P. A. (2021). How 
well do e-portfolios facilitate students’ learning engagement in speaking courses during the COVID-19  
pandemic? Indonesian Journal of Applied Linguistics, 11(2), 351–363. https://doi.org/10.17509/
ijal.v11i2.30583

Kusuma, I. P. I., & Waluyo, B. (2023). Enacting e-portfolios in online English-speaking courses: Speaking 
performance and self-efficacy. Iranian Journal of Language Teaching Research, 11(1), 75–95. 
https://doi.org/10.30466/ijltr.2023.121273

Lee, J. S. (2019). EFL students’ views of willingness to communicate in the extramural digital context. 
Computer Assisted Language Learning, 32(7), 692–712. https://doi.org/10.1080/09588221.2018.
1535509

Lee, J. S., & Dressman, M. (2018). When IDLE hands make an English workshop: Informal digital learning 
of English and language proficiency. TESOL Quarterly, 52(2), 435–445. https://doi.org/10.1002/
tesq.422

Lee, J. S., Xie, Q., & Lee, K. (2021). Informal digital learning of English and L2 willingness to communicate: 
roles of emotions, gender, and educational stage. Journal of Multilingual and Multicultural 
Development 45(2), 596–612. https://doi.org/10.1080/01434632.2021.1918699

https://www.castledown.com/journals/ajal/issue/view/ajal.v8n3
https://www.castledown.com/journals/
https://doi.org/10.1080/09588221.2020.1854311
http://eprints.nottingham.ac.uk/12676/1/508743.pdf
https://doi.org/10.1002/tesj.544
https://doi.org/10.1080/01434632.2021.1931248
https://doi.org/10.1080/17501229.2023.2245810
https://doi.org/10.3390/su13169047
https://doi.org/10.1017/S0272263117000304
https://doi.org/10.1017/S0272263117000304
https://doi.org/10.1080/09571736.2018.1554692
https://doi.org/10.1080/09571736.2018.1554692
https://doi.org/10.1080/09588221.2019.1677722
https://doi.org/10.29140/jaltcall.v17n2.378
https://doi.org/10.17509/ijal.v11i2.30583
https://doi.org/10.17509/ijal.v11i2.30583
https://doi.org/10.30466/ijltr.2023.121273
https://doi.org/10.1080/09588221.2018.1535509
https://doi.org/10.1080/09588221.2018.1535509
https://doi.org/10.1002/tesq.422
https://doi.org/10.1002/tesq.422
https://doi.org/10.1080/01434632.2021.1918699


18 Guided vs. Unguided social media-assisted language learning

Australian Journal of Applied Linguistics, Volume 8 Number 3 (2025)

Li, C. (2020). A positive psychology perspective on Chinese EFL students’ trait emotional intelligence, 
foreign language enjoyment and EFL learning achievement. Journal of Multilingual and Multicultural 
Development, 41(3), 246–263. https://doi.org/10.1080/01434632.2019.1614187

Lin, C.-J., & Hwang, G.-J. (2018). A learning analytics approach to investigating factors affecting EFL 
students’ oral performance in a flipped classroom. Educational Technology & Society, 21(2), 205–219. 
https://www.jstor.org/stable/26388398

Lumby, C., Anderson, N., & Hugman, S. (2014). Apres Le Deluge: social media in learning and teaching. 
Journal of International Communication, 20(2), 119–132. https://doi.org/10.1080/13216597.2014.
926283

MacIntyre, P. D. (2007). Willingness to communicate in the second language: Understanding the 
decision to speak as a volitional process. Modern Language Journal, 91(4), 564–576. https://doi.
org/10.1111/j.1540-4781.2007.00623.x

MacIntyre, P. D., Dornyei, Z., Clément, R., & Noels, K. A. (1998). Conceptualizing willingness to commu-
nicate in a L2: A situational model of L2 confidence and affiliation. Modern Language Journal, 82(4), 
545–562. https://doi.org/10.1111/j.1540-4781.1998.tb05543.x

McCroskey, J. C., & Baer, J. E. (1985). Willingness to communicate: The construct and its measurement. 
The Annual Convention of the Speech Communication Association, 1–11.

Mihai, M., Albert, C. N., Mihai, V. C., & Dumitras, D. E. (2022). Emotional and social engagement in 
the English language classroom for higher education students in the COVID-19 online context. 
Sustainability (Switzerland), 14(8), 1–20. https://doi.org/10.3390/su14084527

Namaziandost, E., Nasri, M., & Keshmirshekan, M. H. (2019). Teachers’ and learners’ perceptions toward 
using social media for developing oral proficiency. Journal of Language Teaching and Research, 
10(6), 1341–1350. https://doi.org/10.17507/jltr.1006.25

Noori, A. Q., Orfan, S. N., Akramy, S. A., & Hashemi, A. (2022). The use of social media in EFL learning 
and teaching in higher education of Afghanistan. Cogent Social Sciences, 8(1), 1–12. https://doi.org/
10.1080/23311886.2022.2027613

Rahmawati, R., Drajati, A., & Asib, A. (2019). A portrait  of higher education students’ experiences of doing 
informal digital learning of English (IDLE) speaking practices in Indonesia. English Education: Jurnal 
Tadris Bahasa Inggris, 12(2), 115–126. https://ejournal.radenintan.ac.id/index.php/ENGEDU

Saed, H. A., Haider, A. S., Al-Salman, S., & Hussein, R. F. (2021). The use of YouTube in developing the 
speaking skills of Jordanian EFL university students. Heliyon, 7(7), 1–6. https://doi.org/10.1016/j.
heliyon.2021.e07543

Sockett, G. (2014). The online informal learning of English. Palgrave Macmillan.
Sockett, G., & Toffoli, D. (2012). Beyond learner autonomy: A dynamic systems view of the informal 

learning of English in virtual online communities. ReCALL, 24(2), 138–151. https://doi.org/10.1017/
S0958344012000031

Soyoof, A. (2022). Iranian EFL students’ perception of willingness to communicate in an extramural dig-
ital context. Interactive Learning Environments 31(9), 5922–5939. https://doi.org/10.1080/10494
820.2021.2024579

Sun, Y. C., & Yang, F. Y. (2015). I help, therefore, I learn: service learning on Web 2.0 in an EFL speaking 
class. Computer Assisted Language Learning, 28(3), 202–219. https://doi.org/10.1080/09588221.2
013.818555

Tai, T. Y., & Chen, H. H. J. (2020). The impact of Google Assistant on adolescent EFL learners’ willingness 
to communicate. Interactive Learning Environments 31(3), 1485–1502. https://doi.org/10.1080/10
494820.2020.1841801

Wongsa, M., & Son, J. B. (2022). Enhancing Thai secondary school students’ English speaking skills, atti-
tudes and motivation with drama-based activities and Facebook. Innovation in Language Learning 
and Teaching, 16(1), 41–52. https://doi.org/10.1080/17501229.2020.1853134

Xodabande, I. (2017). The effectiveness of social media network telegram in teaching English language 
pronunciation to Iranian EFL learners. Cogent Education, 4(1), 1–14. https://doi.org/10.1080/2331
186X.2017.1347081

Zheng, Y., & Barrot, J. S. (2022). Social media as an e-portfolio platform: Effects on L2 learners’ speaking 
performance. Language Learning & Technology, 26(1), 1–19. https://hdl.handle.net/10125/73487

Zins, J. E., & Elias, M. J. (2007). Social and emotional learning: Promoting the development of all stu-
dents. Journal of Educational and Psychological Consultation, 17(2–3), 233–255.

https://www.castledown.com/journals/ajal/issue/view/ajal.v8n3
https://www.castledown.com/journals/
https://doi.org/10.1080/01434632.2019.1614187
https://www.jstor.org/stable/26388398
https://doi.org/10.1080/13216597.2014.926283
https://doi.org/10.1080/13216597.2014.926283
https://doi.org/10.1111/j.1540-4781.2007.00623.x
https://doi.org/10.1111/j.1540-4781.2007.00623.x
https://doi.org/10.1111/j.1540-4781.1998.tb05543.x
https://doi.org/10.3390/su14084527
https://doi.org/10.17507/jltr.1006.25
https://doi.org/10.1080/23311886.2022.2027613
https://doi.org/10.1080/23311886.2022.2027613
https://ejournal.radenintan.ac.id/index.php/ENGEDU
https://doi.org/10.1016/j.heliyon.2021.e07543
https://doi.org/10.1016/j.heliyon.2021.e07543
https://doi.org/10.1017/S0958344012000031
https://doi.org/10.1017/S0958344012000031
https://doi.org/10.1080/10494820.2021.2024579
https://doi.org/10.1080/10494820.2021.2024579
https://doi.org/10.1080/09588221.2013.818555
https://doi.org/10.1080/09588221.2013.818555
https://doi.org/10.1080/10494820.2020.1841801
https://doi.org/10.1080/10494820.2020.1841801
https://doi.org/10.1080/17501229.2020.1853134
https://doi.org/10.1080/2331186X.2017.1347081
https://doi.org/10.1080/2331186X.2017.1347081
https://hdl.handle.net/10125/73487

