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Abstract

This study aims to investigate how the students are willing to communicate in an ESP class. This in-depth study
employed students’ TOEIC scores as a reference to select the subjects of the study. An in-depth interview was used
as the main research procedure together with the primary data. The in-depth interview allowed the us to develop
deeply into social and personal matters that the students have experienced in communicating in English. For the sake
of an effective interview, a set of questions related to the WTC was prepared prior to the implementation of the
interview. This study found that students’ willingness to communicate in L2 is not solely due to proficiency. Yet,
other factors such as interlocutors, classroom activities, topics, tasks, classroom contracts, and teaching media are the
factors that also influence students *WTC in ESP classrooms. It is expected that this study can provide
recommendations in order to improve communication. This study was conducted at a State Polytechnic based in
Malang, Indonesia.
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1. Introduction

In the last decades, research on willingness to communicate (WTC) and learners’ psychological aspects and
communication engagement in English classrooms has been extensively carried out. At the outset, WTC was
conceptualized as the probability of taking an interest in communication when permitted to do in that capacity
(McCroskey & Baer, 1985). One of the goals of L2 education is to create WTC in the language learning process
(Maclintyre, Clément, D&nyei & Noels; 1998).

WTC has got a lot of considerations in SLA. For instance, Maclntyre et al. (1998) proposed a heuristic WTC model
representing the complexity of communication in a second language. It showed that different elements, including
linguistic, communicative, social and psychological factors, affected one's propensity to communicate in an L2. This
model has enlivened research in various learning settings especially those relating to factors serving as a reason for
L2 WTC. Many authors found factors recognized as directly or indirectly predictive of WTC such as motivation
(Maclintyre et al., 2002), perceived communicative competence (Baker & Maclntyre, 2000), communication anxiety
(Baker & Maclntyre, 2000; Clément, Baker, & Maclntyre, 2003), social support and learning context (Baker &
Maclintyre, 2000; Clémnent, R., Baker, S.C., Macintyre, P, D. 2003), and international posture (Yashima, 2002;
Yashima, T., Zenuk-Nishide, L., & Shimizu, K. 2004). Moreover, gender and age have also been found to give
impacts on WTC (Maclintyre, P.D., Baker, S. C., Clement, R., & Donovan, L. A. 2002, 2003).

WTC in L2 is subject to change based on certain situations, that is, a different view from the static nature of WTC in
L1. For instance, Cao (2013) in his longitudinal study of 12 foreign students studying in New Zealand found that
students” WTC tended to change from time to time. Such a WTC production relied upon a few factors such as topics
and tasks, organizing groups and teacher's orientation, and teacher support.

The setting where the learning happens also plays a significant role. Zakahi and McCroskey (1989) studied 381 students in
an introductory communication class. They investigated if the students were likely to have high WTC when doing
out-of-class’ activities. They found that high WTC students were more likely to take an interest in out-of-class
communication study than the low WTC subjects. The atmosphere outside the classroom made high WTC students
comfortable. The objects outside the classroom such as parks, trees, grass, etc. were successful at creating a relaxed
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learning atmosphere. This informal learning atmosphere was effective to promote students’ active participation in
discussions by asking and answering questions in groups.

The learning orientation and cultural background are other factors worth considering. Bukhari and Cheng (2017), in their
study of Pakistani students studying in Canada, stated that the Pakistanis had no difficulties interacting with Canadian
during their study in Canada. These students had a strong learning orientation. This strong motivation was evidenced
through their willingness to communicate in English in meeting their needs as students in both on-campus activities and
off-campus activities.

One of the factors making these students willing to communicate is due to Pakistan society is familiar with English as their
language of communication in day-to-day life. Pakistan used to be a British colony until 1947 historically. This historical
experience put Pakistan such a way a bilingual society where English is the second language. English has been used as
the language of instruction or command for people in various settings. This has happened from generation to generation.
Therefore, it is not surprising that the majority of these students have a native-like command over the English language.

Lo (2017) emphasizes that the issue of WTC is not always related to students studying English as a second language. She
has found that ESL teachers teaching English in Malaysia in general also have a tendency to have different degrees of
WTC in certain situational contexts. For example, they were more willing to communicate in meeting settings than in
public settings or groups. In addition, spatial settings (urban/rural) and gender issues have also influenced the degrees of
teachers’ WTC.

Previous studies (Cao, 2013; Bukhari & Cheng, 2017; Lo, 2017) show that whether people are willing to communicate
with others, in general, are not always related to their proficiency. On the contrary, willingness to communicate is very
closely related to the needs and situations. For example, they have a strong urge to use L2 language as a medium to express
intentions to others to meet their needs. Moreover, people behave selectively to communicate in L2 language if the
situation they face is in accordance with their expectations.

Research on WTC in the Indonesian context rarely gains interest from researchers. Prihartini & Muamaroh (2013: 30)
investigated factors contributing to Indonesian students’ willingness to communicate in L2. While involving 426 students,
their studies focused on students’ anxiety and they were using quantitative and qualitative approaches. The majority (68%)
had very low WTC, the cause of which was triggered by the feeling of anxiety to speak English in the classroom. Lack of
English proficiency contributed as one of the reasons to their anxiety.

Another study of WTC in L2 in Indonesian context was conducted by Wijaya and Rizkina (2015). Investigating 136
undergraduate students, this study found that the students had low willingness to communicate (72.1%). Among four main
factors affecting the students” willingness and unwillingness to communicate in L2 were task-type, class-size, language
anxiety, and teacher-students’ rapport.

As shown in the previous sections, the studies on WTC were oriented to the western learning environment where L1
language exposure was very abundant. Different learning settings certainly determine the colors of the studies where WTC
is a phenomenon of the L2 learning process that is very situational. This study is inside or in the classroom context.

The ESP class is a representation of a unique setting: the teacher teaches English to the students by making use of content
as a medium to achieve L2 proficiency. Low opportunities to interact directly with native speakers, different levels of
students’ English proficiency, and big classes are common characteristics of ESP classes of Asian context. On the other
hand, teachers are challenged to prepare the students at a certain level of proficiency so that they compete with students
from other countries in today’s increasingly complex technological community.

English for Specific purposes (ESP) is a subset of English as a second or foreign language. It usually refers to teaching the
English language to university students or people already in employment, which reference to the particular vocabulary and
skills students’ need. The goals of studying ESP are to have better prepared undergraduates, to have future professional or
occupational activities and to have a good preparation with international job world (Tom Hutchinson and Alan Wiaters,
1987).

The studies related to the teaching of English in ESP classes are conducted especially in the Asian context that have not
been comprehensively carried out. Some questions related to what factors determine students' willingness to genuinely
communicate in ESP classroom settings have not yet been fully answered. The results gaps on WTC provides a
justification that this research conducted in ESP settings in higher education is new research and is subsequently expected
to contribute to the body of knowledge. Furthermore, it is expected that the findings of this study can provide
recommendations in order to improve the quality of English language teaching at college levels.
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2. Method

The design of this study is a case study which involves the students in an ESP class at the college level. The case
study design was chosen with the consideration that this study had the purpose of describing and explaining the
phenomenon of WTC among students in ESP classes in Polytechnic. Student WTC has been a contemporary
phenomenon at Polytechnic. Both students’ low TOEIC scores and low verbal communication skills signal that the
WTC is worth investigating. Reliable research subjects who fulfill the requirements as the key informants are those
who know a lot about the problem under study.

The researcher examined the WTC event as a social phenomenon in an ESP class in Polytechnic as a natural setting.
The term "a natural setting™ referred to the natural condition of the object under the study. Natural condition means
the lecture carries on as usual when conducting research. The lecture runs for one semester and is held every week.
Class conditions are what they are and are not designed in such a way as in experimental research.

In other words, the researcher did not control the student WTC as a social phenomenon. The researcher examined
and accessed student WTC through participatory in-depth interviews. This data collection technique was conducted
to collect data so that the objectives of the study can be achieved: to explain and interpret WTC in ESP class both as
an educational case and as a contemporary phenomenon in a real-life context.

3. Findings

This study found that the interlocutor is an influential factor in students” WTC. In fact, the students’ WTC tends to
vary, depending upon how comfortable and familiar they feel with the interlocutors, including the teacher and peers.
The students learning in ESP class are likely to become reluctant to communicate when it comes to talking to the
teacher. To some extent, it is because they regard the teacher as an authoritative figure. This students’ view has some
implications.

Moreover, the students also prefer working in pairs to working in a group. Pair work allows Mid-Proficiency
students (MPS) and Low Proficiency Students (LPS) to have a lot of opportunities to communicate. In addition, they
view group work is not effective because they are likely to get negative criticism from friends. They cannot stand on
criticism in front of many people. Previous studies have shown that reducing group size appears to be an important
factor, as it has been shown to reduce anxiety (De Léer and Storch, 2009); in particular groups of three or four
participants can result in increased WTC, according to Cao and Philp (2006). Zhong (2013: 740), who investigated
five Chinese immigrant learners’ WTC in both teacher-led and collaborative learning situations in L2 classrooms,
found pair-work effective in developing communicative competence and increasing involvement. The extensive
work of Philp et al., (2013) further illustrates the many benefits of peer interaction in second language learning.

Topics also become one of the factors that influence students' WTC. Mathematical symbols, chemical bonding, and
unit and measurement are topics that most students studying in ESP class find it difficult to master. The students are
not familiar with some technical terms from these topics. These make the students reluctant to communicate in
English during the discussions or question and answer sessions with teachers in the classroom. On the contrary,
students tend to communicate in English on topics that they are familiar with such as laboratory equipment, safety
rules, etc.

The task types have influential impacts on students” WTC. This study found the majority of the students have a
higher tendency to communicate when assigned to complete a highly structured task than non-structured tasks.
Highly structured tasks are relatively easier to do than unstructured tasks. Some clues from the highly structured
tasks such as images or sentence patterns make them able to do what to expect from the tasks. The clues raise their
confidence to communicate far more than non-structured tasks that do not have any clues at all.

The majority of the students, especially MPS and LPS, favor highly structured tasks to communicate because they
are relatively easy to do. Nevertheless, HPSs feel that highly structured tasks are sometimes boring. The patterns of
highly structured and sometimes give no room for improvisation. Hence, the combination of highly structured tasks
and non-structured tasks needs to be done. This combination makes the activities in the classroom more varied and
prevents boredom.

This study also found that teaching media is a very influential factor for WTC students. The students have a strong
desire that the teacher needs to integrate technology into the classroom. First, the digital data is easy to store on their
smartphone. They mention that they belong to the millennial generation whose lives cannot be separated from the use
of smartphone and the internet. Since they keep the learning materials on the android, they could read and review
them regardless of time and space. Moreover, the digital technology-based material has a far more attractive
appearance than the manual one. For some reason, it combines both audio and moving visual images. In fact,
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learning through the digital content such as movies or infographics is a lot easier to do since they contain solid and
coherent information. Difficult topics about chemistry can be explained concisely and clearly either through videos
or some other technological media.

4. Discussion

This study found that the majority of the subjects of this study generally have a low level of English proficiency as
indicated by the results of TOEIC scores. Despite their low proficiency, this study found that the students are still
willing to communicate in English if certain situations in the classroom are met. The aforementioned situations
include interlocutors, classroom activities, topics, tasks, classroom contracts and teaching media. That the variable
situation influences students' WTC has been confirmed by some researchers, including Maclintyre and Charos (1996),
Kang (2005), Chao (2013). Below is an explanation of the linkage of the findings of the present study with those of
the previous studies.

This study found that the interlocutor is an influential factor in students” WTC. In fact, the students’ WTC tend to
vary, depending upon how comfortable and familiar they feel with the interlocutors, including the teacher and peers.
The students learning in ESP class are likely to become reluctant to communicate when it comes to talking to the
teacher. To some extent, it is because they regard the teacher as an authoritative figure. This students’ view have
some implications.

First, being an authoritative figure means that the teacher is someone who is not supposed to challenge. The students
are obliged to obey and respect their teachers in return for the teacher's benevolence. The result of this attitude was
that the students sometimes felt distant and preferred to becoming quiet. This finding is in line with what Wen &
Clément (2003) have found in China. They said that Chinese EFL learners are portrayed as reticent and quiet in class.
They are reluctant to participate in classroom activities; they hardly volunteer answers, let alone initiate questions;
they seldom speak up about their opinions even if they have one; and they hold back from expressing their views
(Cortazzi & Jin, 1996; Jackson, 2002; Liu, 2002).

Second, the teacher’s authoritative style is obvious that he dictates all of the instructional processes in the class,
including the selection of the topics, learning activities, tasks, materials and media. The teacher rarely offers general
topics outside the textbook which the majority of the students are familiar with. Unfortunately, rigidity becomes
obvious as the teacher very seldom talk casually to students outside the classroom. The formal aura that the teacher
brings to each class meeting has an impact on students” unwillingness to communicate.

MPS and LPS, for example, tend to be cautious when communicating with the teacher. This caution often prevents
them from being active or silent in the classroom. In the students’ perspective, silence is sometimes understood as a
form of politeness towards respected figures such as teachers. These students assume that talking to teachers
demands perfection. They have to be sure that they speak to the teacher with good grammar. Otherwise, the errors are
regarded as impoliteness. Meanwhile, they often see themselves to have low English proficiency. This feeling of
insecurity makes them reluctant to talk to the teacher.

Some writers (Hicks, 2008; Tudor, 2001; Chambers, 1999; Dornyei 1994) mention that students’ levels of interest,
enthusiasm, engagement, and motivation during EFL instruction are dictated by teacher factors, including teacher’s
personal characteristics, their teaching style and their approach, the classroom atmosphere and the classroom set-up,
and the delivery of the instruction. The teacher with a strict style is likely to create a tense learning atmosphere in the
classroom. As a result, this prevents the students from communicating in English.

Conversely, familiarity with interlocutors influences WTC positively (Kang, 2005). The affective variable that the
teacher presents himself as a friendly person gives a big influence on students’ WTC. Yashima (2002) who
investigates the interrelations of affective variables that are believed to affect the Japanese EFL learners' WTC in
English. Her studies also yield similar results to Hashimoto (2002) and Maclintyre and Charos (1996). She finds that
lower levels of anxiety and higher levels of perceived L2 competence led to a higher level of WTC. In addition, Peng
and Woodrow (2010) demonstrated that a general, pleasant classroom atmosphere can lead to fewer concerns with
linguistic limitations. According to them, a positive classroom environment promotes involvement, diminishes
anxiety, and enhances self-confidence. Peng (2012) describes classroom atmosphere as inclusive of the emotions,
mood, or climate sensed and shared by the group in class. As Riasati (2014) puts it, L2 students are simply more
willing to speak in a student-friendly and supportive environment. Zhong (2013) contends that a relaxing
environment increases learners’ participation through mutual trust, an aspect that teachers have a degree of control
over. This means that the relaxed atmosphere in learning that the teacher develops in the classroom reduces feelings
of anxiety and further encourages students to be more positive in viewing their English competence.
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\Vongsila and Rainders (2016) offer some strategies for teachers to create a favorable teaching atmosphere in the
classroom so that students” WTC is improved. The teachers need to actively try to create positive class dynamics in
general and in particular to use activities that encourage students to talk to as many of their classmates as possible.
The reduction of anxiety can be done by letting students speak when they feel ready and not correcting mistakes. In
addition, sharing humorous experiences is also a good way of lowering anxiety. Building up a friendly and humorous
class atmosphere can be done through their choice of activities and through encouragement. Further, teachers ask
numerous questions to create a productive classroom atmosphere and increase students’ WTC.

However, students’ unwillingness (MPS and LPS) to communicate is not solely due to the teacher factors. MPS and
LPS themselves admit that they have low self-confidence to speak English because of their low English proficiency.
This study found that HPSs have a positive view of the teacher. In HPS’ perspective, the teacher is understood as a
source of reference and the best partner with whom they can practice communicating in English. They are willing to
communicate with the teacher regardless of his authoritative figure. For HPS, the teacher is far more trustworthy than
the peers in terms of giving feedback. The teacher is a trusted figure because of his knowledge. Regarding practicing
with peers, high proficient students’ willingness to communicate in English appears to be markedly affected by their
level of English competence. Speaking with competent peers encourages them to communicate so they could learn
and improve their English skills through their smart peers. Learning from these findings, we can conclude that
English language proficiency is related to self-confidence which in turn makes students willing to communicate.

HPS tends to orient themselves to the improvement of their English skills regardless of the variety of learning
activities in the classroom. Both working in pairs and working in groups give them the opportunity to exchange ideas.
Besides, they can also learn from other people's thoughts in exchanging ideas (Cao & Philp, 2006; de Saint Léger &
Storch, 2009; Liu, 2005). However, HPS recognizes that practicing using English with colleagues in class is not
always easy. This is because HPS’s friends whose English proficiency is lower than theirs tend to speak Indonesian if
not supervised by the teacher. Quite infrequently, their colleagues mock HPS when trying to use English in group
discussions.

Cetinkaya (2005) mentions that students” WTC is found to be directly influenced by their self-confidence. The
students with self-confident are motivated to have the desire to communicate. Baker & Maclntyre (2000, 2003) and
Maclintyre & Charos (1996) also mention that the intention or willingness to engage in L2 communication is
determined by the students' perception of their second language proficiency in addition to the opportunity to use
language and a lack of apprehension about speaking. The students who are psychologically insecure when required
to communicate in English are due to their lack of practice (MacIntyre & Charos, 1996). On the contrary, having
more opportunity to participate in direct interaction will increase self-perceived competence. As a result, they are
likely to have higher willingness to communicate in L2.

The psychological conditions of security and excitement (Cao, 2011; Kang, 2005) become the orientation for MPS
and LPS whose English proficiency is relatively below average. They view speaking with peers as much enjoyable
activity when learning English in the classroom. They feel confident to express their English skills without fear of
getting criticism from the peers. The peers have much more tolerance for language errors than the teacher. This
finding is in line with the previous study by Philp et al., (2014: 2). They found that interactions with peers tend to
increase student talk rather than interaction with teachers.

Moreover, the students also prefer working in pairs to working in group. Pair work allows them MPS and LPS to
have a lot of opportunities to communicate. In addition, they view group work is not effective because they are likely
to get negative criticism from friends. They cannot stand criticism in front of many people. Previous studies have
shown that reducing group size appears to be an important factor, as it has been shown to reduce anxiety (De Léger
and Storch, 2009); in particular groups of three or four participants can result in increased WTC, according to Cao
and Philp (2006). Zhong (2013: 740), who investigated five Chinese immigrant learners” WTC in both teacher-led
and collaborative learning situations in L2 classrooms, found pair-work effective in developing communicative
competence and increasing involvement. The extensive work of Philp et al., (2013) further illustrates the many
benefits of peer interaction in second language learning.

Moreover, Vongsila and Rainders (2016) also confirm that group size affects WTC. To make the teaching and
learning activities effective, teachers need to use groups of three or four students, sometimes mixing levels and
checking whether students preferred working with other students. In the same way, Philp et al., (2013) show that
there is a focus on form and functions during peer interaction. He mentions that peer’s interaction patterns appear to
be conducive to L2 interaction and may also be beneficial to the development of WTC but more research is needed.

Lo (2017) has found that the types of communication activity have influenced people’s WTC regardless of their
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professions as teachers. Lo mentions that the Malaysian ESL teachers are likely to be willing to communicate in
meetings more than in a group or public settings. When asked, the teachers mention that they intend to seek affinity,
information, and consensus that encourage them to converse or exchange ideas verbally in a meeting. Other factors
contributing to WTC are due to their own perceived self-esteem, and enthusiasm for language development.

If the results of this study and other related studies are summarized, the form of activities in which students engage in
communication with other parties is very influential on the degree of WTC. This form of activity affects their
motivation or interest in communicating such as psychological comfort, and the opportunity to get information and
exchange ideas.

Topics also become one of the factors that influence WTC students'. Mathematical symbols, chemical bonding, and
unit and measurement are topics that most students studying in ESP class find it difficult to master. The students are
not familiar with some technical terms from these topics. These make the students reluctant to communicate in
English during the discussions or question and answer sessions with teachers in the classroom. On the contrary,
students tend to communicate in English on topics that they are familiar with such as laboratory equipment, safety
rules, etc. They feel confident speaking on those topics in which they have a lot of background knowledge in. The
findings of this study confirm the findings from previous empirical research in which interest in a topic and
background knowledge of a topic were identified to be essential for students to feel interested and secure enough to
talk about it (Cao & Philp, 2006; Kang, 2005; Riasati, 2014). Vongsila and Rainders (2016) suggest that topic
familiarity can be done in several ways such as encouraging the students to watch programs on TV such as the daily
news or working online to search for information. By familiarizing themselves with the English inputs from the
media (television and internet), the students will be increasingly familiar with the topics that the teacher delivers in
the class.

The task types have influential impacts on students’ WTC. This study found the majority of the students have a
higher tendency to communicate when assigned to complete a highly structured task than non-structured tasks.
Highly structured tasks are relatively easier to do than the unstructured tasks. Some clues from the highly structured
tasks such as images or sentence patterns make them able to do what to expect from the tasks. The clues raise their
confidence to communicate far more than non-structured tasks that do not have any clues at all.

Tavakoli and Skehan (2005) have investigated how the structured tasks such as narrative tasks elicit the students’
language performance. This oral narrative task pertains to the degree to which a task has ‘a clear time line, a script, a
story with a conventional beginning, middle and end, and an appeal to what is familiar and organized in the speaker’s
mind’. These characteristics impose fewer processing and attentional demands on task performers in enacting the
task and getting the job done. In other words, tasks with logical structures or frameworks are easier to understand and
need less cognitive processing to unfold than those tasks with loose and irregular structures (Skehan 2009). Later,
Skehan and Foster (1999) found that, compared to tasks that were loosely structured, narrative tasks with a tightly
structured storyline induced learners to produce more fluent language. They also found that tight narrative structure
combined with pre-task planning led task performers to speak more accurately in L2. Overall, the results of these
studies revealed that talking in an L2 about a topic with which the task performers were familiar was associated with
more fluent and accurate oral production and that where task participants were required to talk about unfamiliar
information, less fluent and accurate output but more complex language was produced.

The majority of the students, especially MPS and LPS, favor highly structured tasks to communicate because they
are relatively easy to do. Nevertheless, HPSs feel that highly structured tasks are sometimes boring. The patterns of
highly structured and sometimes give no room for improvisation. Hence, the combination of highly structured tasks
and non-structured tasks needs to be done. This combination makes the activities in the classroom more varied and
prevents boredom.

The study found that the majority of students tended to reject a written policy or class contract that requires them to
speak English in the class. They agree that having to speak English should just be recommended without any written
regulations. According to them, such a policy is not effective at all to make them willing to communicate. The
consequences of sanctions only demotivate them from being willing to communicate and completing the tasks in
time. In practice, they often use L1 (Indonesian) to discuss assignments in groups. They claim that they still have
difficulties in expressing their ideas in English.

Policies that require students to speak English do have several reasons. For example, students will learn to speak
English by speaking English. Allowing students to speak other languages distracts them from the task of learning
English. Students who do not speak only English are also not thinking in English. Speaking only in English helps
students begin speaking English internally. The only way to become fluent in a language is by being immersed in the
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language. An English only policy in class requires them to negotiate the learning process in English. Students
speaking another language distract other English learners.

However, there are some points that need to be considered when L1 is used in the class. Providing or allowing for
explanations of grammar concepts in learners' L1 (first language) speeds up the learning process. If, after numerous
attempts to explain a concept in English, students still do not understand a given concept, it helps to give a short
explanation in students' L1.

Allowing learners speak in their own language really moves the class along. Sometimes it is more valuable for the
class to take a few minute breaks from English only rather than spend fifteen minutes repeating concepts that
students cannot understand. Some students' English language skills may not allow them to understand complicated
structural, grammar, or vocabulary issues. The best policy is English only - but with a few caveats. No student
speaking a word of another language is a daunting task. Creating an English only atmosphere in class should be an
important goal, but not the end of a friendly English learning environment.

This study also found that teaching media is a very influential factor for WTC students. The students have a strong
desire that the teacher needs to integrate technology into the classroom. First, the digital data is easy to store on their
smartphone. They mention that they belong to the millennial generation whose lives cannot be separated from the use
of smartphone and internet. Since they keep the learning materials on the android, they could read and review them
regardless of time and space. Moreover, the digital technology-based material has a far more attractive appearance
than the manual one. For some reason, it combines both audio and moving visual images. In fact, learning through
the digital content such as movies or infographic is a lot easier to do since they contain solid and coherent
information. Difficult topics about chemistry can be explained concisely and clearly either through videos or some
other technological media.

A lot of writers have affirmed the impacts of technology on the quality of learning (Kapitzke, 2000; Kroeker, 2000;
Loveless, DeVoogd & Bohlin, 2001; Watson, 2001). The integration of technology into the classroom makes the
language learning process more entertaining and enjoyable. Moreover, the visual moving images of the film are
invaluable language teaching tools, enabling learners to understand more by interpreting the language in a full visual
context. Film assists the learners’ comprehension by enabling them to listen to language exchanges and see such
visual supports as facial expressions and gestures simultaneously. These visual clues support the verbal message and
provide a focus of attention. The ease featured of storing the data on the android makes learning mobile. The students
can study anytime and anywhere they want to study. Vavoula & Sharples (2002) suggest three indicators of mobile
learning "learning is mobile in terms of space, it is mobile in different areas of life, and it is mobile with respect to
time". In short, mobile learning system is available for delivering education to learners anytime and anywhere they
need it.

Film, for example, can bring variety and flexibility to the language classroom by extending the range of teaching
techniques and resources, helping students to develop all four communicative skills. A whole film or sequence can be
used to practice listening and reading and as a model for speaking and writing. Film can also act as a trigger for
follow-up tasks such as discussions, debates on social issues, role plays, and reconstructing or summarizing a
dialogue. Given the benefits of using film in the language learning classroom, it is not surprising that many teachers
are keen to use film with their students. With the advent of the internet there is now a wealth of online resources for
both language teachers and their students.

This study found that supports from other people are also worth noticing. Their parents, for example, support them to
take extra hours for English lessons outside the classroom. Moreover, some of their parents asked them to take
English courses, tutoring and even private courses. Even some parents sent them to live in English villages for a
while so they concentrated on learning English.

In addition, learning experiences with English teachers when they are still studying in high school also play a role in
contributing to the progress of their English. These high-achieving students admitted that they were very impressed
with the way their teachers taught. (See Survey of the result on student’ WTC at Chemistry Class). Their teacher asks
them to actively practice their English in both class assignments and exercises such as making presentations, playing
roles in drama, and working on projects (making films). Students remember these habits as an effective way of
learning to practice their oral English skills. The findings of this study are related to the significant role of others in
the social environment in line with the findings of Maclintyre et al. (2001). He said that students with social support,
tended to have higher levels of WTC outside the classroom than students without such supports. Although social
support played less of a role inside the classroom, the findings of their study confirmed the important role of social
support from families and friends in developing WTC. Clénent, Baker & Maclntyre (2003) carried out a study
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among two groups of tertiary students - 130 Anglophone and 248 Francophone students in a Canadian context. In
their study, Maclntyre et al.’s (1998) WTC model was combined with the social context model (Clénent, 1980) (a
model that emphasizes the importance of contact, L2 confidence, and identity in acquiring an L2). They examined
the differences in the contextual and individual difference variables between the two groups, including the
differences in L2 contact, self-confidence, WTC, and frequency of L2 use, and tested the interaction between L2
self-confidence and L2 norms in predicting L2 identity. The results of the research show that contextual, individual,
and social factors are all important determinants of L2 use (Salam, Ubaidillah, & Putri, 2021).

5. Conclusion

Non-linguistic factors such as interlocutors, classroom activities, tasks, topics, classroom contracting, and media
teaching have an important role in determining the attitude of students' willingness to communicate in an ESP class.
The students, regardless of their English proficiency, tend to communicate in English in the classroom when these
factors occur according to their expectations. For example, they prefer to talk to their classmates because they feel
free to express themselves. Conversely, they have psychological pressure if they talk to the teacher, especially if the
teacher has an authoritative character.

Topics that require technical knowledge with a relatively large range of vocabularies such as mathematical symbols
and chemical processes make students prefer to remain silent during the instructional process in class. On the other
hand, topics close to students' life experiences have far more potential to motivate them to speak in the classroom.
With regard to the tasks, they prefer highly structured tasks to less structured tasks. The former is generally regarded
easy to do due to the prompts such as pictures, language functions, and phrases. For the students, the rules requiring
them to speak English all the time during the instructional process are regarded to be ineffective. Most of them have
already been afraid of expressing themselves in English even before such regulation is made. With regard to the
teaching media, the students hope that the teacher should integrate technology into the classroom such as films,
infographics, and podcasts. The technology-based media is needed to create a more favorable learning in the
classroom.

Some different views were also noted among the students when asked about their experience of practicing English
with their classmates in an ESP class. For HPS, ideal partners are the students who are active and contributive in
exchanging ideas during the discussion. For MPS and LPS, they prefer to have peers who are both friendly and
tolerant of their mistakes. HPS tended to have a positive attitude towards the teacher since the teacher was the right
person with whom they practiced their English. The teacher’s authoritative figure is to some extent serving positive
feedback to motivate them to study harder. However, for LPS and MPS, talking to the teacher requires extra efforts.
They expect to be able to speak perfect English. Making errors is an indication of impoliteness. They are never able
to speak perfectly. Therefore, they are often quiet when it comes to talking to the teacher. HPSs preferred a group
discussion rather than working in pairs to some extent. They enjoy speaking and exchanging ideas with different
people in a group. Both MPS and LPS prefer to work with their peers who never correct their errors. With regard to
the topics, HPSs are quite persistent to learn new difficult topics than MPSs and LPSs. On the contrary, the difficult
topics make MPSs and LPSs less willing to communicate. For some reasons, it is because they do not understand
them. In terms of the tasks, LPSs prefer to do highly structured tasks. To them, these tasks are easier because they
can rely on the language patterns provided to create new sentences. Although MPSs and HPSs view highly structured
tasks are easy, they regard these tasks are less interesting. HPSs mention a positive aspect of not forcing the students
to speak English in a written rule. It is because the majority of the students at ESP class do not speak English much.
Yet, they suggest the teacher needs to clarify which situations are permitted for the students to speak Indonesian in
the class contract.

The results of this study have confirmed that WTC needs to be seen as an important component of SLA. Considering
the key role in L2 WTC, teachers need to promote self-confidence in communication among students. While doing
so, teachers are challenged to foster students’ self-perceived competence in English and reduce their language anxiety.
To build up their students’ self-confidence, teachers should try various means (e.g., by showing empathy to anxious
students in class and encouraging students to share their feelings) in order to make them feel secure enough to speak
in a group.

In addition, in a whole class context, any sense of responsibility to communicate is reduced. Teachers need to arrange
more group activities so that learners may have more opportunities and feel more willing to communicate. Students
are able to help one another in groups in order to stretch the range of language they produce, thus leading to increase
language development. Moreover, teachers need to increase their students” amount of mandatory L2 communication
inside the classroom. Teachers need to create as many opportunities as possible for learners to use the language in the
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classroom. This makes students comfortable using the second language and possibly improves their perceptions of
self-confidence in the L2.
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