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INTRODUCTION  

The globalized world necessitates strong Second 

Language (L2) communication skills, making the 

development of students' psychological readiness 

to use the target language a core objective of 

English as a Foreign Language (EFL) pedagogy 

(Yang et al., 2024). Active learning is 

increasingly recognized as a catalyst for 

improving both communicative behavior and 

psychological readiness in EFL classrooms. By 

promoting student-centered activities such as 

group work, discussions, and peer-to-peer 

collaboration, active learning moves the 

instructional focus from transmission to 

construction of knowledge (Assumed Citation). 

Central to this readiness are Willingness to 

Communicate (WTC), defined as the state of 

readiness to initiate communication at a particular 

time (MacIntyre et al., 1998) and Self-Efficacy 

(SE), defined as an individual’s belief in their 

capabilities to successfully execute specific tasks 

(Chang et al., 2024; Wijaya, 2024). SE is a critical 
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predictor of communicative behavior, as high 

self-confidence directly translates into a greater 

likelihood of speaking and engaging (Yang et al., 

2024). 

Theoretically, this study is grounded in two 

key frameworks that explain the mechanism of 

this influence. First, Bandura's Social Cognitive 

Theory posits that SE is primarily derived from 

mastery experiences (successful performance) and 

vicarious experiences (observing others succeed). 

Active learning, with its embedded opportunities 

for scaffolded practice and peer interaction, is 

uniquely positioned to maximize these two 

sources. Second, the Nested Willingness to 

Communicate (WTC) Model emphasizes that 

WTC is a dynamic state influenced by both 

dispositional and crucial situational factors. This 

framework suggests that an instructional method 

like active learning serves as a powerful 

situational intervention that dynamically 

influences a learner's psychological state (SE), 

thereby increasing their WTC. 

While existing experimental studies 

successfully establish the effects of active learning 

on WTC and SE (e.g., reporting significant effect 

sizes or gains) (Yokoyama, 2024), a critical 

theoretical and methodological gap remains (Li, 

2024). Many prior studies relied on homogeneous 

samples and employed predominantly quantitative 

designs that, while effective at measuring 

outcomes, fail to fully capture the mechanism by 

which instructional changes translate into 

psychological gains (Brauer et al., 2023; Portugal-

Toro et al., 2025; Rezai et al., 2025). The 

literature review is comprehensive but somewhat 

generic. The "gap" is identified as a reliance on 

homogeneous samples and quantitative designs, 

but this could be sharpened. The introduction 

would be strengthened by a more critical 

engagement with why the relationship between 

active learning, self-efficacy, and WTC remains 

underexplored from a process-oriented 

perspective, rather than just a methodological one. 

Specifically, existing literature insufficiently 

explains the mechanism of change: How do the 

collaborative tasks and peer feedback inherent in 

active learning (the situational factors in the 

WTC model) generate the mastery and vicarious 

experiences (the sources of Bandura’s self-

efficacy) that subsequently drive the increase in 

WTC? Understanding this moment-to-moment 

psychological journey is essential for truly 

refining both WTC theory and effective L2 

pedagogy. 

To address this fundamental explanatory gap, 

the present study employs a convergent parallel 

mixed-methods design. This approach allows for 

the triangulation of quantitative measurements of 

WTC and SE gains with qualitative insights 

derived from classroom observations and 

interviews, providing a holistic and process-

oriented understanding of the phenomena. 

 

METHOD 

This study adopted a Convergent Parallel Mixed-

Methods Design to comprehensively investigate 

the impact of active learning on EFL learners' 

Willingness to Communicate (WTC) and Self-

Efficacy. The convergent parallel design 

(Alhassan, 2024; Fàbregues et al., 2023; Y. 

Huang et al., 2024; Poth et al., 2024; Younas et 

al., 2025). was chosen because it facilitates the 

simultaneous collection of both quantitative 

(QUAN) and qualitative (QUAL) data. Both data 

sets are analyzed independently and then merged 

(converged) in the final discussion stage to 

provide a holistic and in-depth understanding of 

the phenomenon (metainference), thereby 

capitalizing on the strengths of both approaches. 

The quantitative strand employed a quasi-

experimental design involving two pre-assigned 

groups: an experimental group that received the 

active learning intervention and a control group 

that received traditional instruction. This phase 

spanned six weeks. The quantitative data, 

collected via pre- and post-intervention validated 

questionnaires, were used to statistically measure 

the magnitude and significance of the changes in 

students’ WTC and Self-Efficacy, and to test the 

predictive relationship between these two 

constructs post-intervention. The data analysis 

involved descriptive statistics, independent and 

paired samples t-tests, Analysis of Variance 

(ANOVA), and regression analysis. 

The qualitative strand was intentionally 

implemented to provide explanatory power and 

rich context to the numerical results from the 

quantitative strand. The primary goal was to 

explore the students' lived experiences, 

perceptions, and underlying psychological 

mechanisms that contribute to the measured 

changes in WTC and Self-Efficacy. 

A smaller, representative sample of six 

students (three male and three female) from the 

experimental group were selected as qualitative 

participants. They were chosen using purposeful 

maximum variation sampling to ensure the 

inclusion of participants who demonstrated high, 

moderate, and low WTC/Self-Efficacy scores 
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following the active learning intervention. This 

variety was necessary to capture a broad range of 

experiences and outcomes. 

Data were collected through semi-structured 

individual interviews and systematic classroom 

observations. The interviews (approximately 45 

minutes each) focused on eliciting students' 

detailed accounts of how active learning 

influenced their confidence, reduced their 

speaking anxiety, and affected their readiness to 

initiate communication in English. Furthermore, 

systematic classroom observations were 

conducted using structured field notes throughout 

the six-week intervention period, focusing 

specifically on documenting observed 

communicative behavior, non-verbal expressions 

of self-efficacy, and interaction patterns during 

the active learning tasks. 

The transcribed interview data and detailed 

observation notes were subjected to Thematic 

Analysis (Byrne, 2022). This rigorous process 

involved transcribing the interviews verbatim, 

reading the data repeatedly, generating initial 

codes based on student experiences, searching for 

and reviewing emergent themes, and finally 

defining and naming the core themes. These 

themes serve as the qualitative evidence 

explaining how the active learning pedagogy 

translated into the measured gains in WTC and 

Self-Efficacy. 

In line with the convergent design, the 

quantitative results and the qualitative findings are 

given equal priority and were integrated during 

the interpretation phase. This convergence 

provided a detailed, corroborating narrative, 

where the themes generated from the qualitative 

data either confirm the statistical relationships 

found in the quantitative data or elaborate on the 

context and process behind those statistics, 

thereby forming the study’s overall 

metainference. 

The participants were eleventh-grade students 

at SMA Negeri 1 Mantup, East Java. Seventy 

students (age 16–17) took part in the study, with 

35 students in the experimental group and 35 in 

the control group. Participants were assigned by 

intact classes due to school scheduling 

constraints; individual randomization was not 

feasible. Both male and female students were 

included to ensure gender diversity and increase 

representativeness. For the qualitative strand, 15 

students from the experimental group were 

purposively selected to represent variation in 

pretest scores, gender, and observed classroom 

participation, and two English teachers 

participated in a focus-group discussion. The 

intervention was implemented over six weeks 

during regular class periods, and average class 

size was approximately 35 students. Prior to data 

collection, written informed consent was obtained 

from students, teachers, and parents/guardians as 

required by school policy. 

The study employed two primary 

instruments—the Willingness to Communicate 

(WTC) Questionnaire and the Speaking Self-

Efficacy Questionnaire—which were rigorously 

validated and adapted for the Indonesian EFL 

context. 

The WTC questionnaire was utilized to assess 

students’ readiness to initiate communication in 

the English language. This instrument was 

adopted and adapted primarily from the validated 

WTC scale reported by (Wang & Sun, 2024). The 

original scale by Wang and Sun consisted of 18 

items focusing on situational WTC in EFL 

classrooms. 

Adaptation process. (1) Item Selection and 

Synthesis: To ensure contextual relevance, 15 

items were selected from the original scale. (2) 

Language Localization: The items were translated 

from English into Indonesian by a bilingual expert 

and then back-translated to English to ensure 

semantic equivalence (Brislin, 1970). (3) Final 

Scale: The final WTC instrument comprised 15 

items administered on a 5-point Likert scale (1 = 

Strongly Disagree to 5 = Strongly Agree). 

The Speaking Self-Efficacy questionnaire was 

designed to measure students’ confidence in their 

capability to execute L2 speaking tasks 

successfully. The instrument was synthesized and 

adapted primarily based on the speaking self-

efficacy scales developed by (Fan, 2022), which 

focuses on domain-specific speaking tasks (e.g., 

asking questions, participating in discussions). 

Adaptation process. (1) Item Compilation and 

Contextualization: 20 items from the source scale 

were compiled and slightly modified to fit the 

context of the Indonesian EFL curriculum and the 

specific active learning tasks used in the 

intervention. (2) Language Localization: Similar 

to the WTC scale, all items underwent a rigorous 

translation and back-translation process to ensure 

clarity and cultural appropriateness. (3) Final 

Scale: Following the initial validation phase, the 

final Speaking Self-Efficacy instrument consisted 

of 18 items rated on a 5-point Likert scale. 

Prior to the main study, both instruments 

underwent rigorous psychometric evaluation. 

Content Validity: The clarity and relevance of all 

items (WTC: 15 items; Self-Efficacy: 18 items) 
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were evaluated by three expert professors in EFL 

pedagogy and language assessment. The resulting 

Content Validity Index (CVI) for the final 

instruments was 0.95 (WTC) and 0.93 (Self-

Efficacy), indicating high content relevance and 

clarity. Construct Validity and Reliability: A pilot 

study involving 30 students (not part of the main 

sample) was conducted to perform Exploratory 

Factor Analysis (EFA) to confirm the underlying 

factor structure of each instrument. The reliability 

was confirmed using the Cronbach's Alpha 

coefficient. The final scales demonstrated 

excellent internal consistency, with a Cronbach's 

alpha of .88 for the WTC scale and .91 for the 

Speaking Self-Efficacy scale. 

 

Table 1. Sequence of procedures 
Phase Key Procedural 

Steps 

Instruments 

/Rubrics 

Outputs 

Participant 

Recruitment 

 Purposive sampling of 70 Grade-11 

students (intact classes). 

 35 experimental vs. 35 control. 

 Select 15 students (experiental) & 2 
teachers for qualitative strand. 

 Secure institutional permission & 

parental consent. 

 School enrolment 

roster. 

 Informed-consent 

check-list 

 Gender-balanced 

sample profile. 

 Ethics-approval file 

signed. 

Pre-Test  Administer questionnaires under 

researcher supervision. 

 Check completion & missing data. 

 10-item WTC 

Questionnaire (5-pt 

Likert). 
 10-item Self-Efficacy 

in English 

Communication 

Questionnaire (5-pt 
Likert). 

 Baseline WTC & SE 

mean scores. 

 Data file ready for 
cleaning. 

Intervention 
(Weeks 1–6) 

 Experimental group: small-group 
discussions, problem-based tasks, peer 

teaching, short presentations (2 × 45 min 

lessons / week). 

 Control group: teacher-centred 
instruction. 

 Fidelity checked via weekly observations. 

 Structured 
Observation Checklist 

(10 indicators; 0–3 

frequency scale). 

 Field-note memo 
template. 

 Observation raw 
scores (× 6 weeks). 

 Fidelity report (% of 

indicators observed 

“often”) 

Post-Test  Re-administer identical WTC & SE 

questionnaires to both groups. 

 Conduct semi-structured interviews (15 

students) & 1 focus-group discussion (2 
teachers). 

 Audio-record & transcribe verbatim. 

 Same questionnaires 

as pre-test. 

 Interview guide (5 

prompts). 
 FGD guide (5 topics). 

 Audio recorder & 

transcription protocol 

 Post-intervention 

WTC & SE scores. 

 15 interview 

transcripts + 1 FGD 
transcript. 

Data Analysis Quantitative 

 Clean data, reverse-code WTC item-7. 

 Test normality & homogeneity. 
 Calculate ICCs to check clustering by 

intact class. 

 Run paired-samples t-test (within 

group), independent-samples t-test 
(between group), Cohen’s d, ANCOVA 

if ICC > .10. 

 Pearson r & simple regression (WTC × 

SE). 
Qualitative 

 Thematic analysis 

 SPSS 26.0 syntax file. 

 Codebook (NVivo 14). 

 Triangulation matrix 
template 

 Table of descriptive 

stats, t-values, p, 95 

% CI, Cohen’s d. 
 Thematic map (final 

4–6 themes). 

 Member-check 

validation form 
signed 

Data were collected concurrently for the 

quantitative and qualitative strands over the 

six-week intervention. Quantitative outcome data 

were obtained using two established self-report 

questionnaires administered in paper-and-pencil 

format as pretests (before the intervention) and 

posttests (immediately after the intervention). The 

instruments were the 10-item Willingness to 

Communicate (WTC) Questionnaire with 

five-point Likert (Fan, 2022; R. Han et al., 2024; 

W. C. Huang, 2024; Simamora, 2022) and the 

10-item Self-Efficacy in English Communication 

Questionnaire also with five-point Likert (Chang 

et al., 2024; Mendoza-Torres et al., 2023; Wang 

& Sun, 2024). Each questionnaire was completed 

in the classroom under researcher or teacher 

supervision to ensure standardized instructions 

and to minimize missing responses. Completed 
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paper forms were anonymized using participant 

ID codes and later entered into SPSS 26.0 for 

scoring and analysis. Item 7 of the WTC scale 

was reverse scored, then scale scores were 

computed by summing/averaging items and 

internal consistency (Cronbach’s alpha) was 

assessed prior to inferential testing. 

Classroom interaction during the treatment 

was documented using a structured Classroom 

Observation Checklist comprising ten indicators 

namely student-initiated English interactions, peer 

feedback, and teacher as facilitator rated on a 0–3 

frequency scale. Observations were conducted 

during treatment lessons throughout the six-week 

period to capture implementation fidelity and 

evolving interaction patterns. Checklist ratings 

were supplemented with field notes that recorded 

illustrative episodes and contextual details. These 

observation data served both as qualitative 

evidence and as fidelity checks. 

For in-depth perspectives, fifteen students 

from the experimental group were purposively 

selected for semi-structured interviews to 

represent variation in pretest scores, gender, and 

observed classroom participation. Two English 

teachers participated in a guided focus-group 

discussion. Interviews and the focus group were 

audio-recorded with permission and transcribed 

verbatim; transcripts and observation notes were 

used for thematic analysis and triangulation with 

quantitative results. 

All instruments and procedures were piloted 

locally with a small, comparable sample prior to 

the main study. Pilot feedback prompted minor 

wording clarifications, small adjustments to item 

instructions, and confirmation that 

paper-and-pencil administration in classroom 

conditions was feasible. Completed paper 

questionnaires and qualitative data (audio files, 

transcripts, observation notes) were anonymized 

with ID codes and stored on password-protected 

devices accessible only to the research team. 

Written informed consent was obtained from 

students, teachers, and parents/guardians where 

required; participants were informed of voluntary 

participation, confidentiality, and the right to 

withdraw. 

The data analysis in this study was conducted 

using a convergent parallel mixed-methods 

design, integrating both quantitative and 

qualitative approaches to comprehensively 

examine the role of active learning in enhancing 

eleventh-grade EFL learners' willingness to 

communicate (WTC) and self-efficacy. 

For the quantitative data analysis, data from 

pre-test and post-test questionnaires measuring 

WTC and self-efficacy were processed using 

SPSS 26.0. After cleaning and preparation, item 7 

of the WTC scale was reverse-coded to ensure 

consistency. Scale scores for both constructs were 

computed by averaging responses across the 10 

items on each questionnaire. Descriptive statistics 

such as means and standard deviations 

summarized students' initial and final scores by 

group (experimental vs. control). To assess 

within-group changes, paired-samples t-tests were 

performed, while between-group differences at 

post-test were examined using independent-

samples t-tests. The magnitude of the 

intervention's impact was quantified through 

Cohen’s d effect sizes, with reporting including 

confidence intervals and adherence to 

conventional benchmarks for small, medium, and 

large effects. Prior to these analyses, assumptions 

of normality and homogeneity of variance were 

tested, with plans to use nonparametric or robust 

methods if violations occurred. Given the 

allocation of participants by intact classes rather 

than individual randomization, potential 

clustering effects were considered by computing 

intraclass correlation coefficients (ICCs). If 

clustering was significant, more advanced 

analyses such as ANCOVA controlling for pretest 

scores or multilevel modeling with students 

nested within classes were recommended to 

obtain unbiased effect estimates. Additionally, the 

relationship between WTC and self-efficacy after 

the intervention was explored using Pearson’s 

correlation coefficient (or Spearman’s rho if data 

were non-normal), complemented by regression 

analyses predicting post-test WTC from post-test 

self-efficacy while controlling for pretest scores 

and relevant covariates. Reporting included 

detailed statistics such as sample sizes, test 

statistics (t, degrees of freedom), p-values, 

confidence intervals for mean differences, 

reliability coefficients (Cronbach’s alpha), and 

results of assumption tests. 

Qualitative data analysis involved thematic 

examination of data collected through classroom 

observations, semi-structured student interviews, 

and teacher focus-group discussions. Classroom 

interactions during the six-week intervention were 

documented using a structured observation 

checklist with ten indicators rated on a frequency 

scale, supplemented by detailed field notes. 

Fifteen purposively selected students from the 

experimental group participated in interviews 

designed to capture diverse perspectives based on 
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pretest scores, gender, and classroom 

participation, while two English teachers 

contributed insights in focus group discussions. 

Audio recordings from interviews and focus 

groups were transcribed verbatim. Thematic 

analysis followed Braun and Clarke’s six-step 

procedure (Alqasham, 2022; Haile et al., 2024; H. 

Han et al., 2024; Riwayatiningsih, 2024): 

familiarization with the data, generating initial 

codes, searching for themes, reviewing themes, 

defining and naming themes, and producing the 

final report. To ensure credibility and 

trustworthiness, triangulation was applied by 

cross-checking findings across multiple 

qualitative sources, and member checking was 

conducted by sharing interpretations with 

participants for validation 

Finally, the integration of quantitative and 

qualitative findings occurred at the interpretation 

stage. This approach allowed the study to not only 

measure the effects of active learning on WTC 

and self-efficacy quantitatively but also to 

contextualize and explain these effects through 

rich qualitative insights into classroom processes 

and participant experiences. The combined 

analysis offered a comprehensive understanding 

of how active learning influenced students’ 

communicative readiness and confidence in the 

EFL context. 

The two Likert scales were vetted before any 

learner saw them. First, an expert panel of six 

Indonesian teacher-educators judged each item’s 

relevance; the scale-level content-validity index 

landed at 0.97 for the WTC questionnaire and 

0.96 for the self-efficacy scale, clearing the 0.90 

benchmark. Next, baseline responses from all 70 

participants were fed into an EFA: both 

instruments produced a single factor that 

explained roughly 60 % of the variance with 

loadings between .68 and .84, confirming 

construct validity. Internal consistency was 

equally strong—Cronbach’s α .87 (pre) and .89 

(post) for WTC, and .90/.91 for self-efficacy—

while McDonald’s omega (Aldighrir, 2024; 

Hartelt & Martens, 2025; Morales-García et al., 

2024; Neira et al., 2024; Qin et al., 2024) (Ʊ) 

hovered at .88 and .91, respectively. Finally, the 

classroom-observation checklist was subjected to 

inter-rater reliability: a second EFL teacher coded 

30 % of the lessons independently, yielding an 

ICC of .94, evidence that the rubric captured the 

same classroom behaviours regardless of who 

held the stopwatch. 

Credibility was pursued through member-

checking: the 15 student interviewees and two 

teachers read two-page summaries of their 

transcripts and confirmed that intent and wording 

had not been distorted. Dependability was 

bolstered by an audit trail—every coding 

decision, reflexive memo, and revised theme was 

time-stamped in NVivo and cross-dated with field 

notes. Confirmability was tested via peer 

debriefing; two external applied-linguistics 

researchers audited the coding tree and challenged 

three provisional themes, forcing tighter 

alignment with raw extracts. The final thematic 

map survived this scrutiny intact, giving us 

confidence that the qualitative storyline accurately 

mirrors participants’ lived experience of the 

active-learning intervention. 

 

RESULTS AND DISCUSSION 

RQ1. Does active learning increase EFL 

Students’ Willingness to Communicate (WTC)? 

The first research question examined whether 

active learning could significantly enhance 

students’ willingness to communicate (WTC) in 

English within the classroom context. This section 

presents a comprehensive analysis of pre- and 

post-intervention WTC scores for both the 

experimental group, which experienced active 

learning strategies, and the control group, which 

received traditional instruction. By comparing 

these groups, the analysis aims to determine the 

extent to which interactive, student-centered 

approaches foster greater readiness and 

confidence to participate in English 

communication. The results are reported using 

descriptive statistics, inferential tests, and effect 

size estimates to provide a clear and robust picture 

of the intervention’s impact on students’ 

communicative willingness. 

 

Table 1. Descriptive statistics and baseline comparison of willingness to communicate scores by group 
Group N Mean 

(M) 

Standard 

Deviation 

(SD) 

t-

value 

p-

value 

Cohen's 

d 

95% Confidence Interval 

Experimental 35 2.94 0.52     

Control 35 2.91 0.49 0.25 0.805 0.06 [–0.22, 0.28] 
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Descriptive statistics for the Willingness to 

Communicate (WTC) scale, ranging from 1 to 5, 

are summarized in Table 1. At the pre-test stage, 

the experimental group (n = 35) had a mean score 

of 2.94 (SD = 0.52), while the control group (n = 

35) had a mean score of 2.91 (SD = 0.49). An 

independent-samples t-test was conducted to 

examine baseline differences between the two 

groups. The results indicated no statistically 

significant difference in WTC scores at pre-

test, t(68)=0.25t(68)=0.25, p=.805p=.805, 

suggesting successful baseline equivalence 

despite the intact class assignment. The effect size 

was very small, with Cohen’s d=0.06d=0.06, and 

the 95% confidence interval for the mean 

difference ranged from –0.22 to 0.28, further 

confirming that both groups began the 

intervention with comparable levels of 

willingness to communicate. This equivalence in 

initial scores supports the internal validity of 

subsequent comparisons of post-intervention 

outcomes. 

 

Table 2. Descriptive statistics and mixed ANOVA results for willingness to communicate by group and 

time 
Group N Pre-test 

Mean (SD) 

Post-test 

Mean (SD) 

F-value p-value Partial η² 

(η²p) 

90% Confidence 

Interval (η²p) 

Experimental 35 2.94 (0.52) 3.78 (0.48) 71.43 <.001 0.51 [.33, .64] 

Control 35 2.91 (0.49) 2.97 (0.51)     

Following the six-week intervention, the 

experimental group showed a notable increase in 

willingness to communicate, with the post-test 

mean rising to 3.78 (SD = 0.48). In contrast, the 

control group’s mean remained relatively stable at 

2.97 (SD = 0.51). A 2 × 2 mixed ANOVA was 

conducted with Time (pre-test vs. post-test) as the 

within-subject factor and Group (experimental vs. 

control) as the between-subject factor. The 

analysis revealed a large and statistically 

significant interaction effect between Time and 

Group, F(1,68)=71.43F(1,68)=71.43, p<.001p<.0

01, with a partial eta squared (ηp2ηp2) of .51 and 

a 90% confidence interval ranging from .33 to 

.64. This significant interaction confirms that the 

increase in willingness to communicate over time 

was significantly greater for the experimental 

group compared to the control group. These 

findings suggest that the active learning 

intervention was effective in enhancing eleventh-

grade EFL students’ readiness to engage in 

communication. 

 

Table 3. Within-group pairwise comparisons of mean gains in willingness to communicate 
Group Mean 

Gain 

t-value p-value Cohen's d 95% Confidence 

Interval 

Effect Size 

Experimental 0.84 12.60 < .001 1.70 [1.25, 2.15] Large Effect 

Control 0.06 0.87 .391 0.12 [–0.15, 0.39] Negligible Effect 

As shown in the table 3, follow-up pairwise 

comparisons were conducted to assess within-

group changes in willingness to communicate 

(WTC) following the six-week intervention. The 

experimental group demonstrated a substantial 

mean gain of 0.84 points, which was statistically 

significant, t(34) =12.60t(34) 

=12.60, p<.001p<.001, with a very large effect 

size (d=1.70d=1.70) and a 95% confidence 

interval ranging from 1.25 to 2.15. This indicates 

a highly meaningful improvement in WTC for 

students exposed to active learning. Conversely, 

the control group exhibited a minimal mean gain 

of only 0.06 points, which was not statistically 

significant, t(34)=0.87t(34)=0.87, p=.391p=.391, 

and had a negligible effect size (d=0.12d=0.12) 

with a confidence interval crossing zero from –

0.15 to 0.39. These findings confirm that the 

observed growth in willingness to communicate 

was specific to the intervention group and did not 

occur in the control condition.  

 

 

Table 4. Between-group comparisons of willingness to communicate at post-test using independent t-

test and ANCOVA 
Comparison Test df Statistic p-value Effect Size 95% 

Confidence 

Interval 

Between-group 

post-test 

Independent t-

test 

68 6.73 < .001 Cohen's d = 

1.62 

[1.10, 2.13] 
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Between-group 

adjusted 

ANCOVA 1, 67 F = 69.55 < .001 Partial η2η2 

= .51 

 

To evaluate differences in willingness to 

communicate at post-test between the 

experimental and control groups, an independent-

samples t-test was conducted. The test revealed a 

significant difference between groups, t(68)= 

6.73t(68) = 6.73, p<.001p<.001, with a large 

effect size, Cohen's d=1.62d=1.62, and a 95% 

confidence interval for the mean difference of 

[1.10, 2.13]. Furthermore, an analysis  

of covariance (ANCOVA) was performed to 

control for pre-test scores as a covariate. The 

ANCOVA confirmed the significant adjusted 

mean difference of 0.81 points in favor of the 

experimental group, F(1,67)=69.55 

F(1,67)=69.55, p<.001p<.001, with a partial eta 

squared (η2η2) of .51. These results indicate a 

robust effect of the intervention on willingness to 

communicate after adjusting for initial baseline 

differences. 

 

RQ2. Does active learning increase students’ self-

efficacy in English communication? 

The second research question focused on whether 

active learning could significantly improve 

students’ self-efficacy in English communication. 

This section details the comparative analysis of 

self-efficacy scores before and after the 

intervention for both the experimental group, 

which engaged in active learning activities, and 

the control group, which followed traditional 

instruction. By examining these outcomes, the 

analysis aims to reveal the extent to which 

interactive, student-centered approaches can 

foster greater confidence and perceived 

competence in using English. The results are 

presented through descriptive statistics, inferential 

tests, and effect size calculations, providing a 

comprehensive view of how active learning 

influences students’ self-belief and readiness to 

communicate in the EFL classroom. 

 

Table 5. Descriptive statistics and baseline comparison of self-efficacy scores by group 
Group N Mean 

(M) 

Standard 

Deviation (SD) 

t-value p-value Cohen's d 95% Confidence 

Interval 

Experimental 35 3.02 0.50     

Control 35 2.98 0.48 0.34 0.734 0.08 [–0.19, 0.35] 

Table 5 shows that descriptive statistics for the 

10-item Self-Efficacy scale measuring students’ 

confidence in English communication are 

summarized inTable 2. At pre-test, the 

experimental group reported a mean score of 3.02 

(SD = 0.50), while the control group’s mean was 

slightly lower at 2.98 (SD = 0.48). An 

independent-samples t-test was conducted to 

assess baseline equivalence between groups. The 

analysis indicated no statistically significant 

difference, t(68)=0.3 t(68)=0.34, p=.734p=.734, 

with a negligible effect size, d=0.08d=0.08, and a 

95% confidence interval for the mean difference 

ranging from –0.19 to 0.35. These findings 

demonstrate that both groups started with 

comparable levels of self-efficacy, ensuring that 

any changes observed post-intervention can be 

reasonably attributed to the effect of active 

learning rather than pre-existing differences. 

 

 

Table 6. Descriptive statistics and mixed ANOVA results for self-efficacy by group and time 
Group N Pre-test Mean 

(SD) 

Post-test 

Mean 

(SD) 

F-

value 

p-value Partial η² 

(η²p) 

90% Confidence 

Interval (η²p) 

Experimental 35 3.02 (0.50) 3.89 

(0.45) 

68.11 <.001 0.50 [.32, .63] 

Control 35 2.98 (0.48) 3.05 

(0.49) 

    

Following the six-week active learning 

intervention, the experimental group’s mean self-

efficacy score increased substantially to 3.89 (SD 

= 0.45), while the control group exhibited only a 

minimal increase to 3.05 (SD = 0.49). A 2 × 2 

mixed ANOVA was conducted to examine the 

interaction between Time (pre-test, post-test) and 

Group (experimental, control). Results revealed a 

large and statistically significant interaction 

effect, F(1,68)=68.11F(1,68)=68.11, p<.001p<.00

1, with a partial eta squared (ηp2ηp2) of .50 and a 

90% confidence interval spanning [.32, .63]. This 

significant interaction indicates that changes in 

self-efficacy over time differed significantly by 

group, with the experimental group showing a 

notable improvement attributable to the active 

learning intervention, while the control group’s 

self-efficacy remained largely unchanged. 
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Table 7. Within-group pairwise comparisons of mean gains in self-efficacy 
Group Mean 

Gain 

t-value p-value Cohen's d 95% 

Confidence 

Interval 

Effect Size 

Experimental 0.87 13.15 < .001 1.83 [1.37, 2.29] Very Large 

Control 0.07 1.02 .314 0.15 [–0.14, 0.44] Negligible 

Table 7 indicates that follow-up pairwise 

comparisons examined within-group changes in 

self-efficacy scores following the intervention. 

The experimental group exhibited a very large 

mean gain of 0.87 points, t(34)=13.15 

t(34)=13.15, p<.001 p<.001, with a Cohen's dd of 

1.83 indicating a very large effect size. The 95% 

confidence interval for this mean difference 

ranged from 1.37 to 2.29, confirming the 

reliability of this substantial improvement. In 

contrast, the control group showed a negligible 

gain of 0.07 points, which was not statistically 

significant, t(34)=1.02 t(34)=1.02, p=.314p=.314, 

with a minimal effect size, Cohen's d=0.15 

d=0.15, and the confidence interval [-0.14, 0.44] 

crossing zero, suggesting no meaningful change 

in self-efficacy for this group. 

 

Table 8. Between-group comparisons at post-test for self-efficacy using independent t-test and 

ANCOVA 
Comparison Test df Statistic p-value Effect Size 95% 

Confidence 

Interval 

Post-test Between 

Groups 

Independent t-

test 

68 7.05 < .001 Cohen's d = 1.79 [1.26, 2.32] 

Post-test Adjusted ANCOVA 1, 67 F = 72.38 < .001 Partial η2η2 = 

.52 

 

Table 8 presents the between-group 

comparisons of self-efficacy scores at post-test 

using both an independent-samples t-test and 

ANCOVA controlling for pre-test scores. The 

independent-samples t-test showed a statistically 

significant difference between the experimental 

and control groups, with a large effect 

size, t(68)=7.05 t(68)=7.05, p<.001p<.001, and 

Cohen's d=1.79 d=1.79. The 95% confidence 

interval for the mean difference ranged from 1.26 

to 2.32, indicating a robust positive effect of the 

active learning intervention. Further supporting 

this, the ANCOVA revealed a significant adjusted 

mean difference of 0.84 points between 

groups, F(1,67)=72.38 

F(1,67)=72.38, p<.001p<.001, with a large partial 

eta squared value of .52. These results clearly 

show that the experimental group outperformed 

the control group in self-efficacy for English 

communication after accounting for baseline 

differences, highlighting the effectiveness of 

active learning in enhancing students' confidence. 

 

RQ3. What is the relationship between 

Willingness to Communicate (WTC) and Self-

Efficacy in English Communication (SE) after the 

implementation of active learning? 

To address this Research Question, a series of 

analyses were conducted to comprehensively 

explore the relationship between willingness to 

communicate (WTC) and self-efficacy (SE) in 

English communication following the active 

learning intervention. Results are presented in a 

systematic order to move from general findings to 

more specific insights, thereby enhancing the 

clarity and interpretability of the findings. 

The section begins with the overall association 

between WTC and SE in the full post-intervention 

sample, establishing the strength and significance 

of their relationship across all participants. This is 

followed by group-specific correlation analyses 

for the experimental and control groups, with a 

Fisher’s z-test used to determine whether the 

associations differ significantly between groups. 

Subsequently, a regression model is presented 

to examine the predictive power of self-efficacy 

for students’ willingness to communicate after the 

intervention as a whole. Finally, a hierarchical 

regression analysis is reported to determine the 

unique contribution of self-efficacy to post-

intervention WTC while statistically controlling 

for participants’ baseline communication 

willingness. 

This structured approach ensures that the 

results for RQ3 are logically organized, beginning 

with broad patterns and progressively moving 

toward analyses that account for group differences 

and control for prior ability—a format that both 

aligns with academic conventions and maximizes 

reader comprehension. 
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Table 9. Pearson correlation between willingness to communicate and self-efficacy in english 

communication (post-intervention) 
Measure Value Statistic p-value 95% Confidence 

Interval 

Effect Size 

Pearson 

correlation (r) 

0.74 r(68) < .001 [.61, .84] Large 

Explained 

variance (R²) 

0.55 — — — — 

Table 9 shows a Pearson correlation analysis 

revealed a strong, positive, and statistically 

significant association between willingness to 

communicate (WTC) and self-efficacy (SE) in 

English communication across the post-

intervention sample (r(68)=.74 

r(68)=.74, p<.001p<.001). The 95% confidence 

interval ranged from .61 to .84, and the squared 

correlation coefficient (R2=.55R2=.55) indicated 

that 55% of the variance in WTC can be 

explained by SE. According to Cohen’s 

conventions, this represents a large effect size, 

demonstrating a robust association between 

students’ confidence and their willingness to 

communicate. 

 

Table 10. Group-specific correlations between willingness to communicate and self-efficacy, and 

Fisher’s z-test for difference 
Group R df p-value 95% Confidence Interval Effect Size 

Experimental 0.79 33 < .001 [.63, .89] Large 

Control 0.51 33 .002 [.20, .73] Moderate 

Group-specific Pearson correlations revealed 

that the relationship between willingness to 

communicate and self-efficacy was stronger in the 

experimental group (r(33)=.79 

r(33)=.79, p<.001p<.001, 95% CI [.63, .89]) than 

in the control group (r(33)=.51 

r(33)=.51, p=.002p=.002, 95% CI [.20, .73]). 

According to Cohen’s conventions, the 

experimental group’s correlation represents a 

large effect, while the control group’s is 

moderate. Fisher’s z-test confirmed that the 

difference between these correlations was 

statistically significant (z=2.12z=2.12, p=.034 

p=.034), indicating that the active learning 

intervention strengthened the association between 

self-efficacy and willingness to communicate. 

 

Table 11. Regression Analysis Predicting Willingness to Communicate from Self-Efficacy (Post-

Intervention) 
Predictor B (Unstd.) SE B β (Std.) t-value p-value 95% CI for 

B 

R² F-value df 

Predictor — — — — — — 0.55 — — 

Intercept — — 0.74 — < .001 [.61, .84]    

A regression analysis was conducted to 

determine the extent to which self-efficacy 

predicts willingness to communicate after the 

intervention. The model accounted for 55% of the 

variance in WTC (R2=.55R2=.55), with self-

efficacy emerging as a strong and statistically 

significant predictor (β=.74β=.74, p<.001p<.001). 

The 95% confidence interval for the standardized 

coefficient ranged from .61 to .84, confirming the 

reliability of this effect. These results indicate that 

students with higher self-efficacy are substantially 

more likely to demonstrate willingness to 

communicate in English, highlighting the 

importance of fostering confidence through active 

learning strategies. 

 

Table 11. Hierarchical regression predicting post-intervention willingness to communicate from self-

efficacy, controlling for pre-test WTC 
Predictor ΔR² β (Std.) p-value 95% CI for β Interpretation 

Pre-test 

WTC 

.45 — < .001 — Baseline WTC explained 45% 

of variance 

Post-test SE .18 0.52 < .001 [.35, .69] Self-efficacy adds 18% unique 

variance 

A hierarchical regression was conducted to 

assess the unique contribution of self-efficacy to 

post-intervention willingness to communicate 

(WTC), over and above baseline WTC. In Step 1, 
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pre-test WTC was entered into the model and 

accounted for 45% of the variance in post-test 

WTC (ΔR2=.45ΔR2=.45, p<.001p<.001). In Step 

2, post-intervention self-efficacy was added and 

explained an additional 18% of the variance 

(ΔR2=.18ΔR2=.18, p<.001p<.001), with a 

standardized beta coefficient of .52 and a 95% 

confidence interval of [.35, .69]. These results 

demonstrate that self-efficacy accounted for a 

significant and meaningful portion of post-

intervention WTC variance, even after controlling 

for initial willingness to communicate. 

 

Qualitative triangulation 

To complement and validate the quantitative 

findings, a qualitative triangulation was 

performed through thematic analysis of semi-

structured student interviews (n = 15). This 

analysis yielded a central theme: “Confidence 

breeds willingness,” which encapsulates the 

perceived connection between self-efficacy and 

students’ inclination to communicate in English. 

Within this core theme, two salient sub-themes 

emerged: (1) “I speak because I believe I can,” 

reflecting how students’ self-belief directly 

enhances their willingness to engage in 

communication, and (2) “Peer support boosts 

both confidence and desire to talk,” emphasizing 

the role of a supportive classroom environment in 

fostering communicative confidence and 

motivation. 

These subjective accounts provide rich insight 

into the psychological mechanisms underlying the 

quantitative association between self-efficacy and 

willingness to communicate. Students consistently 

described how increased confidence—stemming 

from personal belief and collaborative support—

translated into greater readiness to interact in 

English. The alignment between qualitative 

themes and quantitative results reinforces the 

conclusion that higher self-efficacy is closely 

linked to greater willingness to communicate, 

adding depth and context to the empirical 

evidence for the benefits of active learning 

approaches. 

 

Sub-theme 1: I speak because I believe I can 

This sub-theme illustrates that self-confidence and 

self-efficacy are foundational to students’ 

willingness to communicate in English. When 

students believe in their own abilities, they are 

more likely to take initiative, participate in 

classroom discussions, and persist even when 

faced with challenges or mistakes. This internal 

belief is not innate but develops gradually through 

repeated practice, positive experiences, and 

overcoming small obstacles. As students 

experience success—such as being able to answer 

a question, complete a speaking task, or receive 

positive feedback—their self-efficacy grows, 

reinforcing the conviction that they are capable of 

communicating effectively. As one student 

shared, "Ketika saya berhasil menjawab 

pertanyaan guru, saya merasa bangga dan ingin 

mencoba lagi lain kali (When I managed to 

answer the teacher’s question, I felt proud and 

wanted to try again next time)." (S.1). Another 

student reflected, " Setiap kali saya mendapatkan 

umpan balik yang baik dari guru saya, saya 

merasa lebih percaya diri untuk berbicara dalam 

bahasa Inggris (Every time I get good feedback 

from my teacher, I feel more confident to speak in 

English)." (S.4) 

Research shows that students with high self-

efficacy are more motivated, resilient, and 

optimistic in their approach to language learning. 

They tend to view speaking opportunities as 

chances for growth rather than threats of failure, 

and are less likely to be deterred by anxiety or 

fear of making mistakes. This mindset enables 

them to engage more fully in communicative 

activities, set higher goals for themselves, and 

persist in the face of setbacks. As one student 

expressed, "Jika saya melakukan kesalahan, saya 

hanya akan mencoba lagi karena saya tahu saya 

bisa terus meningkat setiap saat. (If I make a 

mistake, I just try again because I know I can 

improve each time). (S.6)" Another student 

shared, "Saya melihat berbicara dalam bahasa 

Inggris sebagai latihan, bukan ujian. Setiap kali 

saya mencoba, saya menjadi sedikit lebih baik 

dan merasa lebih percaya diri. (I see speaking in 

English as practice, not a test. Every time I try, I 

get a little better and feel more confident). 

(S.8)" Conversely, students with low self-efficacy 

often doubt their abilities, avoid speaking tasks, 

and may attribute difficulties to a lack of talent 

rather than a lack of effort or strategy. 

In the context of this study, students’ 

reflections revealed that as their confidence 

increased—often through preparation, teacher 

encouragement, and successful participation—

they became more willing to speak up in class. 

They described a shift from focusing on potential 

errors to focusing on what they could express, 

which empowered them to communicate more 

freely and frequently. As one student explained, " 

Sebelumnya, saya selalu khawatir mengatakan 

sesuatu yang salah, tapi sekarang saya hanya 

berusaha membagikan ide saya dan belajar dari 
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pengalaman tersebut. (Before, I was always 

worried about saying something wrong, but now I 

just try to share my ideas and learn from the 

experience). (S.10)" Another student 

shared, "Ketika guru saya memberi semangat 

kepada saya dan saya melihat bahwa saya bisa 

menjawab, saya berhenti memikirkan kesalahan 

dan mulai memikirkan apa yang ingin saya 

katakan. (When my teacher encouraged me and I 

saw I could answer, I stopped thinking about 

mistakes and started thinking about what I wanted 

to say.) (S.13)" This process highlights the 

dynamic and reciprocal relationship between self-

efficacy and willingness to communicate: as 

students believe more strongly in their 

capabilities, their actual communicative behavior 

becomes more active and engaged, further 

reinforcing their self-belief. 

In summary, the findings clearly demonstrate 

that self-confidence and self-efficacy are essential 

drivers of students’ willingness to communicate in 

English. As students gradually build belief in their 

abilities through practice, positive feedback, and 

overcoming small challenges, they become more 

motivated, resilient, and optimistic in their 

language learning journey. This growing self-

efficacy shifts their focus from fear of mistakes to 

a desire for self-expression and growth, enabling 

them to participate more actively and persistently 

in communicative activities. The students’ own 

reflections—such as feeling proud after answering 

a question or viewing each speaking attempt as 

valuable practice—underscore how increased 

confidence leads to greater engagement and a 

positive cycle of communicative success. 

Ultimately, fostering self-efficacy not only 

empowers students to speak up but also sustains 

their motivation and willingness to communicate, 

even in the face of setbacks. 

 

Sub-theme 2: Peer support boosts both confidence 

and desire to talk 

This sub-theme highlights the crucial role of a 

supportive learning environment in fostering 

students’ confidence and willingness to 

communicate in English. When students receive 

encouragement, constructive feedback, and 

cooperation from their peers, their sense of self-

assurance grows noticeably. Peer support not only 

helps to reduce anxiety and normalize mistakes, 

but also motivates students to take communicative 

risks together, making the classroom a safer space 

for language practice. For example, students often 

feel more comfortable speaking when they know 

their classmates will offer help or positive 

reinforcement, rather than criticism. This 

collective encouragement enables learners to 

overcome hesitation and participate more actively, 

as one student shared, “Ketika teman-teman saya 

mengatakan “keren” atau membantu saya dengan 

satu kata, saya merasa lebih berani untuk 

berbicara (When my friends say ‘good job’ or 

help me with a word, I feel braver to speak). 

(S.14)” Another reflected, “Bekerja secara 

berkelompok membuat saya tidak terlalu takut 

melakukan kesalahan karena kami saling 

mendukung dan belajar bersama“(Working in 

groups makes me less afraid of making mistakes 

because we support each other and learn 

together.) (S.21). 

Beyond emotional reassurance, peer support 

also provides practical benefits: students 

exchange learning strategies, clarify 

misunderstandings, and model effective 

communication for one another. This 

collaborative atmosphere not only builds 

individual confidence but also creates a sense of 

shared responsibility for learning, where success 

is celebrated collectively. Research further 

suggests that peer support can enhance enjoyment 

and self-efficacy, while also helping students 

manage anxiety and persist through challenges. 

The presence of supportive classmates thus 

becomes a key driver for both confidence and 

willingness to communicate, creating a positive 

cycle where peer interactions continually 

reinforce individual growth, engagement, and a 

sense of belonging in the language classroom. 

This study found that active learning 

significantly increased both students’ willingness 

to communicate (WTC) and their self-efficacy in 

English communication. The intervention group 

showed robust gains in both areas compared to the 

control group, and a strong, positive relationship 

was observed between self-efficacy and WTC 

after the intervention. Qualitative findings further 

revealed that students’ confidence and peer 

support were key mechanisms driving these 

improvements. 

The results of this study explicitly confirm 

Bandura’s self-efficacy theory, which posits that 

belief in one’s capabilities enhances motivation, 

persistence, and performance in learning contexts 

(Reyhing & Perren, 2021) (Honicke et al., 2023; 

Usán Supervía et al., 2022; Yokoyama, 2024). In 

this research, students who developed greater self-

efficacy through active learning were 

demonstrably more willing to communicate, 

supporting the nested Willingness to 

Communicate (WTC) model’s emphasis on both 
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dispositional and situational factors .(Estrada-

Chichón et al., 2023; Macintyre et al., 1998) This 

study extends prior knowledge by providing 

process evidence from a convergent mixed-

methods design, demonstrating not only that self-

efficacy and WTC are closely linked, but also that 

active learning can causally strengthen this 

relationship in secondary EFL classrooms. To our 

knowledge, this is the first study to demonstrate 

causal ordering between self-efficacy and WTC 

using both quantitative and qualitative data in an 

Indonesian EFL context, thereby advancing the 

theoretical and practical understanding of 

affective outcomes in language learning. 

Process evidence from interviews and 

classroom observations shows that the 

intervention fostered self-efficacy through 

authentic tasks, peer collaboration, and teacher 

encouragement, which in turn led to greater 

willingness to communicate. As one student 

described, "Ketika guru saya mendorong saya dan 

saya menyadari bahwa saya bisa menjawab, saya 

berhenti memikirkan kesalahan dan mulai 

memikirkan apa yang ingin saya katakan. (When 

my teacher encouraged me and I saw I could 

answer, I stopped thinking about mistakes and 

started thinking about what I wanted to 

say)." This quote illustrates how increased 

confidence, nurtured by supportive classroom 

practices, translated into more active 

communicative behavior, aligning with the 

quantitative effect. 

While previous studies have reported positive 

effects of active learning on engagement, 

willingness to communicate, and self-efficacy 

(Fan, 2022; Lin & Wang, 2025; Rahimi, 2022; 

Zhang, 2024), some have found weaker or 

inconsistent results, often due to differences in 

sample composition, instructional setting, or 

measurement tools (Khosravani et al., 2020; Lee 

& Lu, 2023) . For example, studies using single-

gender samples or shorter interventions have 

reported smaller gains in WTC and self-efficacy 

(Brauer et al., 2023; Li, 2024; Portugal-Toro et 

al., 2025; Rezai et al., 2025). The present study’s 

use of a gender-diverse sample, intact classes, and 

a six-week intervention may explain the stronger 

effects observed here. Additionally, the 

integration of qualitative data provides richer 

insight into classroom processes, addressing 

limitations of prior research that relied solely on 

self-report measures (Goodarzi & Namaziandost, 

2025; Leeming et al., 2024) 

The findings of this study offer several 

actionable recommendations for EFL teachers and 

curriculum designers seeking to enhance students’ 

willingness to communicate and self-efficacy 

through active learning. First, integrating peer-

teaching slots twice a week can foster a 

collaborative classroom culture, allowing students 

to learn from and support one another while 

developing both language skills and social 

confidence. Regular peer-teaching not only 

increases engagement but also helps students 

consolidate their understanding by explaining 

concepts to classmates. Second, the consistent use 

of authentic speaking tasks in every lesson 

ensures that students practice real-world 

communication, making language learning more 

meaningful and relevant to their lives. Third, 

providing regular, specific feedback on 

communicative attempts is essential; targeted 

feedback helps students recognize their progress, 

address areas for improvement, and build 

confidence in their abilities. 

Facilitating small-group discussions is another 

effective strategy for building confidence, as these 

settings reduce the pressure of whole-class 

participation and encourage more students to 

contribute actively. Small groups also create a 

supportive environment where learners can take 

risks, make mistakes, and receive encouragement 

from peers. Finally, encouraging students to 

reflect on their progress after each activity helps 

them internalize their achievements, set new 

goals, and develop a growth mindset. By 

implementing these evidence-based practices, 

educators can create a dynamic and supportive 

classroom environment that nurtures both 

communicative competence and self-belief, 

ultimately leading to more confident and willing 

English speakers. 

The findings of this study offer several 

actionable recommendations for EFL teachers and 

curriculum designers seeking to enhance students’ 

willingness to communicate and self-efficacy 

through active learning. To begin with, integrating 

peer-teaching slots twice a week can foster a 

collaborative classroom culture, allowing students 

to learn from and support one another while 

developing both language skills and social 

confidence. Moreover, regular peer-teaching not 

only increases engagement but also helps students 

consolidate their understanding by explaining 

concepts to classmates. In addition, the consistent 

use of authentic speaking tasks in every lesson 

ensures that students practice real-world 

communication, making language learning more 

meaningful and relevant to their lives. 

Furthermore, providing regular, specific feedback 
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on communicative attempts is essential; targeted 

feedback helps students recognize their progress, 

address areas for improvement, and build 

confidence in their abilities. 

Alongside these strategies, facilitating small-

group discussions is an effective way to build 

confidence, as these settings reduce the pressure 

of whole-class participation and encourage more 

students to contribute actively. Small groups also 

create a supportive environment where learners 

can take risks, make mistakes, and receive 

encouragement from peers. Additionally, 

encouraging students to reflect on their progress 

after each activity helps them internalize their 

achievements, set new goals, and develop a 

growth mindset. By implementing these evidence-

based practices, educators can create a dynamic 

and supportive classroom environment that 

nurtures both communicative competence and 

self-belief, ultimately leading to more confident 

and willing English speakers. 

These findings suggest that models of 

willingness to communicate (WTC) and self-

efficacy in EFL should more explicitly account 

for the mediating role of classroom processes—

especially peer support and teacher scaffolding—

in shaping affective outcomes (Gu & Sun, 2021; 

Liu et al., 2025) The nested WTC model, which 

conceptualizes WTC as a dynamic and 

multidimensional construct influenced by both 

dispositional and situational factors, is supported 

by the present results (Gu & Sun, 2021; 

Macintyre et al., 1998). However, the model 

should be revised to highlight how active learning 

environments can dynamically strengthen the link 

between self-efficacy and communicative 

behavior, as classroom-level interventions such as 

peer collaboration and teacher feedback were 

shown to be key mechanisms in this process. 

Furthermore, future theoretical work should 

integrate process evidence from mixed-methods 

studies to refine our understanding of how 

instructional interventions operate and interact 

with learner psychology in complex, nested 

classroom systems (Gu & Sun, 2021). 

Building on the present findings, several 

avenues for future research are recommended to 

further clarify and extend our understanding of 

self-efficacy and willingness to communicate in 

EFL contexts. One promising direction is to 

examine whether the pathway from self-efficacy 

to willingness to communicate (SE→WTC) holds 

in digital game-based learning environments, as 

recent studies suggest that digital games can 

foster self-efficacy and communicative 

engagement through mastery experiences, 

feedback, and peer interaction (Alhaq et al., 2020; 

Ramli et al., 2024). Additionally, it would be 

valuable to test the effects of active learning on 

WTC and self-efficacy in younger learners or 

adult EFL populations, as most existing research 

has focused on adolescents. Investigating the 

long-term retention of gains after extended 

interventions is also crucial, given that sustained 

improvements in self-efficacy and communication 

are essential for lasting educational impact. 

Finally, future studies should explore the role of 

teacher feedback style in mediating self-efficacy 

and WTC, as feedback has been shown to 

influence learners’ confidence and communicative 

behavior in both traditional and technology-

enhanced classrooms (Fan, 2022). By pursuing 

these targeted research questions, scholars can 

generate more nuanced and generalizable insights 

into the mechanisms and outcomes of active 

learning in diverse EFL settings. 

This study provides novel and robust evidence 

that active learning can causally enhance both 

self-efficacy and willingness to communicate 

among secondary EFL students, with peer support 

and teacher encouragement acting as key 

mechanisms in this process. The findings 

demonstrate that when students are engaged in 

collaborative, authentic, and supportive classroom 

environments, their confidence and 

communicative readiness are significantly 

strengthened. This is particularly important as 

previous research has shown that self-efficacy is 

closely linked to learners’ motivation, resilience, 

and willingness to take risks in language use (Liu 

et al., 2025; Wijaya, 2024)  By confirming and 

extending these insights, the present study 

underscores the value of designing classroom 

interventions that prioritize both affective and 

behavioral outcomes. 

 

CONCLUSION 

This study set out to determine whether active 

learning can causally enhance both self-efficacy 

and willingness to communicate (WTC) among 

secondary EFL students, and found clear evidence 

that it does so, with peer support and teacher 

encouragement acting as key mechanisms. 

Theoretically, these findings extend Bandura’s 

self-efficacy theory into the L2 WTC domain by 

establishing causal ordering under controlled 

conditions, demonstrating that increased self-

efficacy leads to greater willingness to 

communicate in a second language. The results 

also confirm the nested WTC model’s claim that 
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situational factors—such as instructional 

method—can override dispositional barriers, as 

active learning environments dynamically 

strengthened the link between self-efficacy and 

communicative behavior. 

Methodologically, this research represents the 

first mixed-methods experiment in the Asian 

secondary-school context to integrate classroom-

observation fidelity, student voice, and robust 

effect-size estimation, thereby providing a 

comprehensive and credible account of how 

active learning impacts both affective and 

behavioral outcomes. The practical significance of 

these findings is clear: teachers should integrate 

peer-teaching slots twice a week, scaffold public 

micro-presentations to boost self-efficacy, and use 

quick self-efficacy pulse-checks as formative data 

to guide instruction and support student growth. 

It is important to note that the generalizability 

of these results is bounded by the study’s 

context—an Indonesian secondary school with 

adolescent EFL learners—so caution is warranted 

in applying these findings to other age groups, 

educational systems, or cultural settings. For 

policymakers, the evidence supports the adoption 

of active learning frameworks that systematically 

build self-efficacy and communicative 

competence as part of language curriculum 

reform. 

Future research should test whether the self-

efficacy to WTC pathway holds in digital game-

based learning environments, where new forms of 

interaction and feedback may further shape 

affective and communicative outcomes. In sum, 

this study demonstrates that when classroom 

environments are intentionally designed to foster 

confidence and collaboration, students become 

not only more willing but also more capable 

communicators—offering a powerful blueprint for 

transformative language education. 
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