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Recent research has revealed increased use of social media platforms for English
as a foreign language (hereafter, EFL) teachers’ English language teaching (here-
after, ELT) practices. However, the reasons for such adoption have received little
attention, particularly among EFL preservice teachers who lack teaching experi-
ence using technology. Thus, this study examined the rationales and concerns
surrounding the use of specific social media platforms for ELT purposes. This
study employed a basic qualitative approach by recruiting 18 EFL preservice
teachers. The data were collected through interviews and document analysis
during the COVID-19 pandemic, requiring these participants to perform emer-
gency remote teaching. The data revealed various reasons why EFL preservice
teachers chose to incorporate WhatsApp and YouTube into their English class-
rooms but not Facebook or Instagram. This study offers three recommendations
for improving EFL preservice teachers’ technology integration.

Keywords: disruptive technology, social media for teaching, MALL, EFL preser-
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Introduction

There has been an increasing interest in using social media among English as
a foreign language (hereafter, EFL) professional educators around the globe
(e.g., Cepik & Yastibas, 2013; Ghorbani & Ebadi, 2019; Kusuma et al., 2021; Lin
& Hwang, 2018; Sun & Yang, 2015). For example, Sun and Yang (2015) imple-
mented Facebook and YouTube to facilitate innovative learning activities for
14 undergraduate Taiwanese EFL speakers in a speaking course. Furthermore,
this example has shown that the emergence of technology, such as social media,
has significantly increased language learners’ opportunities to study English
and the cultures in which it is spoken (Arn6-Macia, 2012; Kern, 2006). Thus,
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due to the potential for facilitating teaching and learning, the incorporation
of social media into English language teaching (hereafter, ELT) has become a
focus of recent research.

With the rising use of social media for language learning, some studies indi-
cate that EFL preservice teachers are also interested in utilizing social media
in their teaching practices (e.g., Akayoglu et al., 2020; Baz et al., 2018; Fathi
& Ebadi, 2020; Park & Son, 2020). For example, Baz et al’s (2018) study has
contributed to the recent literature as it showed that 36 Turkish EFL preser-
vice teachers implemented Facebook, Instagram, Blogs, Skype, and Twitter in
their teaching practices. Yet, it did not clearly describe how such social media
platforms were implemented in their teaching practices. However, the study
found that universalization of the technology tools, the usefulness of the tech-
nology tools, and the participants’ positive attitudes toward using technology
seemed to influence these teachers to implement various social media plat-
forms. Perhaps this interest is also influenced by the fact that the current EFL
preservice teachers are digital natives acquainted with the use of technology
in their lives (Park & Son, 2020; Thompson, 2013). Thus, it might enhance the
possibility of using social media in their practice teaching. Nonetheless, the
preceding example is not enough to provide a deeper understanding of how
social media is implemented for ELT purposes by EFL preservice teachers. As
a result, additional research is required.

Furthermore, when COVID-19 hit the world, it forced all teachers to under-
take emergency remote teaching (hereafter, ERT) in online forms during this
pandemic due to school closures worldwide (Basilaia & Kvavadze, 2020; Viner
et al., 2020). Then, a few research studies revealed that a number of language
instructors used social media during the COVID-19 pandemic as an alternative
mobile technology (e.g., Bilotserkovets et al., 2021; Ferdiansyah et al., 2020;
Kusuma, 2022). For instance, Ferdiansyah et al. (2020) employed WhatsApp to
facilitate online instructions and discussions to Indonesian EFL learners during
ERT. Even though some issues are inherent during this implementation, social
media seemed applicable for ERT.

Regrettably, research on the technology integration of EFL preservice teach-
ers during the COVID-19 pandemic is scarce, notably on integrating social
media into ELT to assist ERT. Furthermore, the rationale for incorporating
social media in ELT remains unclear, as past research did not treat this issue in
much detail, providing scant information. This information is therefore crucial
to understanding why EFL preservice instructors use social media in ELT. The
purpose of this study was therefore to explore EFL preservice teachers’ reasons
and concerns for implementing social media platforms for English language
teaching purposes during ERT. Accordingly, this article sets out to answer the
following research question: What reasons did the EFL preservice teachers
have for implementing/not implementing several social media platforms in
their teaching practices during emergency remote teaching?
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Literature review

Social media in English language teaching

As the latest representative of web 2.0 technologies, such as Facebook and
WhatsApp, social media platforms have been used for communications among
educators and students (Noori et al., 2022). Social media platforms also enable
learners to learn in numerous contexts through social and content engage-
ment (Crompton, 2014). In addition, such platforms facilitate individualized
and spontaneous learning (Tarighat & Khodabakhsh, 2016) and during out-of-
school time (Burden et al., 2019). Moreover, students can communicate with
their classmates and teachers via social media platforms, while teachers can
utilize them to offer instructions and educational resources (Noori et al., 2022).

Furthermore, an increasing number of studies have indicated that social
media platforms are progressively being implemented for ELT purposes. For
example, Kusuma et al. (2021) employed YouTube to provide 29 EFL Indonesian
students with relevant videos to help them understand the topics taught. They
implemented this platform because YouTube had various learning videos that
could support students’ learning. Furthermore, the implementation of YouTube
in this study seemed to exert a better learning experience. Somehow, Cepik
and Yastibas (2013) seemed to identify the potential of YouTube as more than
just being used as a source of searching videos. In teaching speaking skills they
employed YouTube as a means for 17 EFL Turkish students to upload their
speaking videos. Cepik and Yastibas implemented YouTube as this platform
enables people to upload videos and post comments, supporting the implemen-
tation of peer-assessment conducted by their students. The researchers also
reported successful implementation of YouTube in their study. Facebook also
shows similar potential where Lin and Hwang (2018), in their research on 33
EFL Taiwanese students in an experimental group, implemented Facebook to
upload videos, answer questions related to the videos, and have students do live
conversations using the live streaming feature on Facebook. Nevertheless, they
implemented Facebook simply because the students had Facebook accounts.
The study then reported that Facebook successfully exerted better student per-
formance. Avila (2021) showed how, similar to Facebook features that allow stu-
dents to post assignments and comments, Instagram had the potential for ELT
purposes. The researcher asked the students to post responses on Instagram
after reading several course texts. The researcher implemented Instagram
because it can provide fun, engaging, and thought-provoking activities. The
study also reported how, similar to other social media, Instagram helped stu-
dents obtain a better language learning experience. However, one of the dis-
advantages of these platforms is that the public can also see the posts (Cepik &
Yastibas, 2013; Sun & Yang, 2015). To deal with these issues, Amiryousefi (2019)
therefore employed the Telegram instant messaging platform to support the
implementation of flipped classrooms as a treatment with 67 Iranian EFL stu-
dents in an experimental group. The researcher implemented this platform
because it enables sending messages, voice calls, and posting files, audios, and
videos. Similarly, Timen Akyildiz and Celik (2021) employed WhatsApp with
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54 EFL Turkish students to send texts, songs, and questions related to the text.
Moreover, they also used the voice note features to send oral questions to their
students. The researchers implemented this platform since it has features to
support instructions and both teacher and students were familiar with it.

The above studies revealed how social media might be adopted for ELT pur-
poses and illuminated the rationale for using social media platforms. However,
most studies were done by in-service teachers with years of teaching experi-
ence, whereas those involving preservice teachers, including the motivations
for their social media implementation, are scarce. Additionally, the consider-
ations for not incorporating other social media platforms were not thoroughly
investigated.

Social media in English language teaching during emergency remote
teaching

It is widely established that COVID-19 has profoundly affected schooling world-
wide (Nisiforou et al.,, 2021), including English language teaching (Yi & Jang,
2020). As a consequence, a large number of countries implemented snap poli-
cies where face-to-face classes closed due to the virus’s rapid spread (Basilaia &
Kvavadze, 2020; Viner et al., 2020). As a result, teachers in these countries were
forced to provide ERT using online modes (Daniel, 2020; Ockey, 2021) to prevent
COVID-19 from spreading to students (Gerber & Leong, 2021; Murphy, 2020).

Research conducted during ERT reveals that social media has become a
popular mobile technology used by EFL teachers worldwide. For example,
Ferdiansyah et al. (2020) employed WhatsApp, a messaging platform, to facili-
tate online instruction to 43 Indonesian EFL learners during ERT and used
WhatsApp as a means of student discussion after reading supplied texts. In
another example, Bilotserkovets et al. (2021) conducted a study on 138 first-
year Ukrainian students. Of the various technology options available to them,
the researchers used Facebook and Instagram to facilitate visual and tex-
tual elements in EFL learning. A study by Boonmoh et al. (2022) on 12 EFL
teachers in Thailand also revealed that these teachers implemented LINE
groups, Facebook groups, and Messenger as communication tools during ERT.
Moreover, these teachers also implemented YouTube to provide their students
with EFL materials. Furthermore, Kusuma (2022) investigated eight EFL teach-
ers in Indonesian rural schools during ERT and found that these teachers imple-
mented WhatsApp. Notably, most teachers used WhatsApp as a substitute for a
learning management system and used it as a communication tool during ERT.

The aforementioned studies have discovered that social media was utilized
to facilitate ELT activities during this ERT context. However, the extent to which
EFL preservice teachers use social media in ELT during ERT is unclear. As a
result, additional research is required to enrich the evidence base.
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EFL preservice teachers’ technology integration

Since technology has been broadly adopted in ELT, it is not surprising that
teacher education programs (hereafter, TEPs) have considered providing EFL
preservice teachers with the knowledge of teaching English using technol-
ogy. Thus, studies have shown that many TEPs are providing the preservice
teachers with Technological Pedagogical Content Knowledge (TPACK) (Ytuiksel
& Kavanoz, 2011), a framework that helps teachers to understand how to teach
a subject matter using technology (Koehler & Mishra, 2005, 2009; Mishra &
Koehler, 2006). TEPs often provide this framework by inserting technology
courses, content-specific and teaching methods, and course experiences (Hofer
& Grandgenett, 2012) into their curriculums. Hopefully, this insertion can cre-
ate a balanced combination of technology, pedagogy (Zyad, 2016), and content
knowledge. Thus, preservice teachers will possess sufficient knowledge and
abilities for teaching English using technology. Recent studies have shown that
the knowledge of teaching using technology influenced teachers to use tech-
nology (see Habibi et al., 2020; Hsu, 2016; Incik & Akay, 2017; Joo et al., 2018;
Yildiz Durak, 2019). In addition, many current preservice teachers are already
broadly acquainted with the use of technology in their lives (Park & Son, 2020;
Thompson, 2013), and it might enhance the possibility of embracing technol-
ogy integration in their practice teaching. However, this notion needs to be
profoundly investigated to provide better understanding.

Numerous studies have been undertaken to investigate preservice teachers’
integration of technology in ELT, revealing very little information about the
implementation and reasons for social media use (e.g., Akayoglu et al., 2020;
Baz et al., 2018; Fathi & Ebadi, 2020; Park & Son, 2020). Park and Son (2020)
conducted a longitudinal study with six EFL preservice teachers in Hong Kong,
and they discovered that these preservice teachers implemented several types
of software and web resources. The study also discovered that these preservice
teachers possessed sufficient knowledge and attitudes toward technology use
because of their experiences, which inspired them to incorporate technology
into their practice teaching. However, when it came to the use of social media,
it was discovered that these EFL preservice instructors used YouTube exclu-
sively for lead-in sessions and aroused students’ attention, but the study did
not thoroughly explain the reasons why these participants employed YouTube.
In another study, Fathi and Ebadi (2020) studied six Iranian EFL preservice
teachers and reported that the preservice teachers implemented presenta-
tion devices, online documents, Interaction devices, and Edu-cloud. In terms
of social media adoption, the study discovered that these preservice teachers
only used Facebook for interaction purposes, but again, it did not delve into
the details of why they used this platform. Nevertheless, the study discovered
that, in general, preservice teachers’ perceived usefulness of technology and
motivation to use it influenced their decision to incorporate technology into
their practice teaching. Another example was shown by Akayoglu et al. (2020),
who investigated 113 Turkish EFL preservice teachers during their practice
teaching. The researchers reported that the preservice teachers, besides imple-
menting Edmodo, Google Classroom, Ms. Office, Powerpoint, Prezi, and online
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storage tools, also implemented Facebook, Twitter, Instagram, and WhatsApp.
However, the reasons for integrating such social media platforms were not
clearly explained. In saying this, the researchers did highlight why these par-
ticipants used technology for ELT in general, such as they believed that technol-
ogy had some benefits for ELT, promoting individual and autonomous learn-
ing, enhancing motivation, developing creativity and imagination, increasing
engagement and participation, facilitating group work, and developing digital
design skills. In addition, Baz et al. (2018) investigated the technology inte-
gration of 36 Turkish EFL preservice teachers during their practice teaching.
The study reported that these preservice teachers implemented Facebook,
Instagram, blogs, Skype, and Twitter in their teaching practices. The study also
reported that universalization of the technology tools, the usefulness of the
technology tools, and the participants’ positive attitudes toward using technol-
ogy inspired them to implement the aforementioned technology tools. Even
though EFL preservice teachers have demonstrated a strong interest in incor-
porating several social media platforms into their teaching practices, imple-
menting them remains unclear, as previous studies provided general reasons
for implementing technology but did not specify which factors influence social
media implementation. Additionally, they were conducted prior to the out-
break of COVID-19, but those conducted during the pandemic remain unclear.

Research methods

Design, setting, and context

The researcher employed a basic qualitative approach to describe the par-
ticipants’ lived experiences of a phenomenon to gain in-depth understand-
ing, including exploring the participants’ perceptions of the phenomenon
(Merriam & Tisdell, 2016). The phenomenon observed in this study was the
EFL preservice teachers’ implementation of specific social media platforms for
ELT purposes during emergency remote teaching based on their experiences
when conducting online practice teaching during emergency remote teach-
ing. Furthermore, the researcher conducted this study in Indonesia during the
COVID-19 pandemic since the researcher is Indonesian and a faculty member
at a state education university in Indonesia, enabling easy access to contact the
research sites. In Indonesia, most schools were conducting emergency remote
teaching in fully online forms due to the COVID-19 pandemic. Moreover, EFL
preservice teachers still had to conduct their practice teaching, but this was
held in an online format. The researcher contacted potential education uni-
versities with English TEPs that offered a TPACK framework that provides the
preservice teachers with sufficient knowledge of teaching using technology
(Koehler & Mishra, 2005, 2009). These TEPs generally offered four-year pro-
grams in which the curriculums contained English content courses, pedagogy
courses, and educational technology courses. Eventually, only three universi-
ties authorized contact with their EFL preservice teachers.
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Participants

Prior to approaching the participants, the researcher obtained the approval of
an Institutional Review Board at a state university in Indonesia to conduct this
study. The researcher then contacted the potential participants via WhatsApp
to describe the present study, including the risks and benefits of joining this
study. The researcher employed convenient sampling strategy, a technique
for recruiting participants based on their ease of availability (Ary et al., 2019;
Mertens, 2015). The participants in this study had to meet the criteria, such
as having (1) conducted online practice teaching during the COVID-19 pan-
demic and (2) implemented social media to teach English during emergency
remote teaching. In an initial study, 25 student teachers who implemented
social media in their practice teaching showed an interest in participating in
interview parts after completing a survey for a different research publication.
Eventually, only 18 student teachers (male = 9; female = 9) showed a willingness
to participate, while the rest did not reply when the researcher sent them mes-
sages. On average, the participants were 21 years old and had minimal teaching
experiences using technology. The participants conducted practice teaching
online from January to April 2021 as the Indonesian government conducted
a Stay Home order. The participants mostly obtained teaching experience in
laboratory settings during their studies in TEPs prior to conducting emergency
remote teaching. The participants in this study were called by pseudonyms to
preserve their confidential information. The researcher assigned the letters
ST (Student Teacher), F (Female), M (Male), and numbers from 1 through 18 to
code the participants.

Table 1. Participants’ demographic information

Demographic Information Participants (n)
Male EFL preservice teachers 9
Female EFL preservice teachers 9
Teaching at junior high schools 8
Teaching at senior high schools 10
<22 yearsold 6
22 years old 10
> 22 years old 2

Methods of data collection and instruments

The researcher collected the data by employing semi-structured interviews
via voice calls as the researcher could not meet the participants in public due
to the increased COVID cases at the time. The researcher developed an inter-
view protocol to explore the participants’ reasons for implementing certain
social media platforms for ELT purposes during emergency remote teaching.
However, prior to conducting the interviews, the researcher conducted pre-
liminary interviews to explore the social media platforms implemented by the
participants. The participants often mentioned that they frequently employed
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WhatsApp and YouTube but rarely or never implemented other social media,
particularly Facebook and Instagram. Thus, an interview protocol contain-
ing eight interview questions was then created to explore the reasons for
implementing and not implementing such social media platforms. Example
questions are “According to my records, you mostly implemented WhatsApp
and YouTube. Why did you mostly use WhatsApp?” “Why did you mostly use
YouTube?” and “Why did you implement very little social media in your teach-
ing?” Then, the researcher contacted the participants via WhatsApp to schedule
interviews. The researcher interviewed the participants for 40-60 minutes in
Indonesian to reduce anxiety using WhatsApp voice calls since the participants
felt comfortable using this feature. With participants’ consent, the researcher
recorded the interviews using a voice recorder application. The interview
results were transcribed and then translated into English for analysis pur-
poses. The researcher also collected the participants’ lesson plans and wrote
notes during the interviews to serve as a triangulation method to confirm the
participants’ testimonies.

Methods of data analysis

The researcher employed the data analysis spiral strategy to analyze the data
where the researcher enters with audio materials and exits with an account
of stories or narratives (Creswell & Poth, 2018). This strategy consisted of six
phases where the researcher began transcribing the interviews in Indonesian
and sent the transcriptions back to all participants for validation as well as to
ensure the accuracy and trustworthiness of the data. In the second phase, the
researcher read all the transcripts, memos, and artifacts the researcher had
collected. The analysis generated relevant codes from the excerpts. Then, pos-
sible themes were generated from the codes in the third phase using the induc-
tive thematic analysis technique (see Braun & Clarke, 2006). In phase five, the
researcher wrote descriptions of the participants’ testimonies and selecting
appropriate excerpts. Finally, in phase six, the researcher wrote this article to
disseminate the study’s findings.

Results and discussion

Results

During the preliminary interviews, the participants confessed that they dis-
cussed with the students about the platforms that they knew how to operate
and wanted to use during the ERT, and the participants often mentioned that
they frequently employed WhatsApp and YouTube. For example, ST2F men-
tioned, “My students used WhatsApp [for online learning]. So, I also used it
for teaching.” Another example, ST9F, mentioned, “I frequently used YouTube
videos in my teaching.” However, from the participants’ stories, they rarely
employed other platforms, particularly Facebook and Instagram. Thus, the
main interviews were focused on exploring the implementation of WhatsApp,
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YouTube, Facebook, and Instagram. The analysis generated three themes, 16
codes, and 160 relevant excerpts.

The reasons for implementing WhatsApp in teaching English. According
to the analysis, as shown in Table 2, all participants frequently implemented
WhatsApp as an alternative to the Learning Management System during emer-
gency remote teaching. The participants mostly explained that WhatsApp could
be used to share materials, submit assignments, discussions, and practices simi-
lar to how a Learning Management System usually performs. Moreover, the
participants stated that the students rarely used the Learning Management
System due to internet bandwidth. Thus, WhatsApp was implemented because
it provides features that could be used to support participants’ (n = 7) online
practice teaching. For example, ST15F mentioned other features she often used
in her online practice teaching and said, “Because WhatsApp could share pic-
tures, materials, and the students could use the voice note feature [for speak-
ing practices, discussions, and questions and answers].” Moreover, she also
confessed that this platform could replace the Learning Management System
implemented in her school. Interestingly, the other participants also explained
that WhatsApp could be used on laptops or personal computers, enabling them
to work easier.

The interviews also revealed that the participants used WhatsApp due to
frequent internet access and bandwidth issues in Indonesian schools, particu-
larly in suburban locations. Participants (n = 7) reported using WhatsApp since
it could be performed with a low internet signal and bandwidth during ERT.
For example, ST1M said, “... besides that, it comes back to the internet package.
WhatsApp does not require high bandwidth, which could burden the students
[during ERT]. With a very low data package, I could send either personal or
group messages.”

The findings of the interviews also revealed that the participants used
WhatsApp due to its ease of use. Participants (n = 13) explained that they
had considered multiple social media platforms for conducting ERT, and
WhatsApp seemed to be the easiest one to perform ERT for both the teacher
and the students. Thus, they pointed out that they installed WhatsApp and
used it for learning reasons throughout the pandemic. For example:

So, it was easy to use WhatsApp. There is a notification feature, and most
importantly, the students communicated with their peers through WhatsApp.
It means the students opened WhatsApp all the time. Therefore, it was com-
municative, and students responded to WhatsApp messages fast compared
to using other platforms [during ERT]. (ST16F, July 24th, 2021)

Aside from what has already been said, the interview results revealed that the
school committees and teaching supervisors suggested participants (n = 10) use
WhatsApp for online teaching. For example, ST11M described his situation in
which the schools did not allow participants to use video conference platforms
and instead opted to use other low bandwidth platforms during ERT:
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If the student teacher would do synchronous activities through Zoom or
Google Meet, it could only be done for 15 minutes. Consequently, we could
only talk about limited points. Therefore, the school committee did not
approve of using them. After consulting the supervisor, we decided to use
WhatsApp as the only platform [for synchronous and asynchronous modes].
(ST11M, July 18th, 2021)

Furthermore, when the Indonesian government required that offline class-
room instruction be moved online, the student teachers were taught using
WhatsApp during this ERT before conducting their online practice teaching a
few months later. Participants (n = 5) reported being inspired by their instruc-
tors’ teaching via WhatsApp during the pandemic. For example, ST1M said,

“It [the instructors’ technology integration during ERT] certainly inspired me,
especially WhatsApp, which has a voice note feature, and my lecturers at col-
lege also used it to explain the teaching materials online.” In line with this claim,
ST5M explained his experience by saying, “... I often discussed with my lecturer
and my classmates in my microteaching class using the voice note feature [dur-
ing ERT]. That was how we kept maintaining our speaking skills online.”

Table 2. The reasons for employing WhatsApp

Participants  Excerpts

Themes Sub-themes (N) (N) Sample Excerpts
The reasons for ~ WhatsApp has features 7 11 “WhatsApp allows
implementing to support learning sending of messages,
WhatsApp calling, and other
peatures” (ST1M)
WhatsApp requires low 7 8 “... because they had an
internet bandwidth and issue with the internet
connectivity data package and not

all students had Wi-Fi
at home” (ST11M)

The student teachers 13 31 “Because the students
and students easily mostly used WhatsApp
used WhatsApp in their daily lives to
communicate” (ST2F)
Schools and 10 12 “So, after I talked a
supervisors suggested couple of times with
the student teachers my supervisor, I knew
use WhatsApp for that my supervisor
teaching during the employed WhatsApp”
pandemic (ST4AM)
The experience of being 5 7 “...I'was asked to create
taught by lecturers videos and upload
using technology them to YouTube or
inspired the student the WhatsApp group...”
teachers to use (ST14M)
WhatsApp for teaching
English
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The reasons for implementing YouTube in teaching English. During the
pandemic, participants were tasked with finding a method for disseminat-
ing internet resources to their pupils. They also considered several internet
resources that their students could easily access, and eventually chose YouTube.
Asreported in Table 3, the participants’ motivations for implementing YouTube
during the emergency remote teaching were diverse. Participants (n = 8) stated
that they frequently gave YouTube videos to their students since many clips
could be watched at home and could help the students understand the materi-
als that the participants taught. ST3F explained how she used YouTube for this
purpose, and said, “I employed YouTube if the students could not understand
the materials. For further explanation about the topic, I would find videos,
including the examples through sharing the links to students.” Additionally,
this participant stated that she did so since she was unable to explain it fully
in WhatsApp due to the length of the explanation that she would be required
to type if she used WhatsApp.

Participants (n = 6) also explained that they implemented YouTube since
there were many teaching materials on YouTube. For example, STSM men-
tioned that he had compiled his teaching materials using existing resources: “I
often found videos that matched the students’ learning, and I did not have to
create the materials by myself. Therefore, YouTube videos helped me and the
students.” In line with this reason, ST2F stated, “On YouTube, there are many
teaching videos and materials for teaching English that are appropriate for the
student’s learning.”

The interview data highlighted other reasons why participants used YouTube
to teach English. Participants (n = 8) stated that they used YouTube because it
was simple to use and became the popular one implemented by the students
during ERT. The students could also access and use YouTube easily:

YouTube is straightforward to access for continuous usage. My students
and I did not find many issues when employing this platform during ERT.
YouTube is also a convenient platform for my students’ learning. So, they
found themselves comfortable learning using YouTube during this pan-
demic. (ST10F, July 23rd, 2021)

Interestingly, the schools and supervisors also suggested that participants (n
= 5) use YouTube to support teaching the students online. For example, ST5M
stated, “Because it was a suggestion from the school committee, especially from
the supervisor...” Similarly, ST8M also echoed, “...YouTube had become the plat-
form approved by the school members to support the students’ online learning
and instructions at schools.”

The interview data also revealed that participants (n = 9) frequently used
YouTube to learn English during their studies. For example, ST7M explained
his experience when he learned English during ERT through using YouTube:

One of the college courses was about speaking skills, about developing speak-
ing skills by recording our speech, and we were asked to watch the videos
and find our mistakes and weaknesses. Then, we rerecorded our speaking
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performance again. Those activities therefore inspired me to develop my
students’ speaking skills. (ST7M, July 17th, 2021)

A majority of the participants (n = 12) also admitted that they were inspired to
use YouTube by their lecturers who taught using this tool. For example, ST9F
remembered how her lecturer provided speaking videos when teaching speech
during ERT, and it inspired her to use YouTube:

When my lecturer taught me, she wanted to play a video about English
speech, and she played a video of a native speaker of English. So, we could
notice how a native speaker of English from a specific country spoke. So, we
could easily absorb the contents from the video rather than watching our
lecturer, who was not a native speaker, deliver a speech in English. (ST9F,
July 19th, 2021)

Table 3. Reasons for implementing YouTube

Participants  Excerpts

Themes Sub-themes (N) (N) Sample Excerpts
The reasons for ~ YouTube helps to 8 10 “...sometimes, I gave
implementing understand the example videos about
YouTube materials easily introductions, for
example” (ST9F)
Ease to search for 6 19 “In teaching English,
various materials on there were many
YouTube materials on YouTube I
could give my students”
(ST2F)
The student teachers 8 12 “The students could
and students easily access WhatsApp and
access YouTube YouTube easily” (ST2F)
Schools and 5 6 “I was directed to use
supervisors suggested WhatsApp and YouTube
using YouTube for by my supervisor and
teaching advisor” (ST2F)
The experience of 9 10 “When I was in college, I
learning English using used new technologies
technology inspired like YouTube"” (ST4M)
them to use YouTube
The experience of 12 15 “When I enrolled in
being taught by some classes, the
lecturers using lecturers gave us
technology inspired assignments, and we
them to use YouTube had to upload them on

YouTube” (ST3F)

The considerations of not implementing other social media platforms.
Even though the participants implemented WhatsApp and YouTube to teach
English, this does not imply that they tried to use other social media platforms
for their online practice teaching. Table 4 highlighted why participants did
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not use other social media platforms, particularly Facebook and Instagram, to
teach English during ERT. A few participants (n = 2) stated that they did not use
those platforms because the pupils would lose focus during online learning if
they did. The students might search for other information rather than what
they needed for their learning since they studied at home and no-one watched
what the students did with their devices. For example, ST1M expressed his
concern and said, “On Instagram and Facebook, there is too much informa-
tion absorbed by the students, especially those that do not match students’
learning. Thus, if the students use those platforms [at home], they might not
focus on what they should learn.” On the other hand, several participants (n =
3) addressed their concerns that those social media platforms required more
bandwidth when loading the home feeds/posts than WhatsApp or YouTube. For
example, ST13F argued, “In my opinion, Instagram needs much more internet
bandwidth, which does not suit the students’ financial situations.”

Furthermore, other participants (n = 4) revealed that they did not know
how to teach speaking skills utilizing other social media sites, such as Facebook
and Instagram. ST6F, for example, stated that she liked to use platforms that
she was familiar with. She explained, “To be honest, I actually have never had
any experience teaching using those social media [Facebook or Instagram].
Accordingly, I only implemented technology tools [WhatsApp and YouTube]
that I knew how to use for teaching purposes.” Similarly, other participants also
expressed that they did not have any experience using Facebook or Instagram
to teach English and had only used WhatsApp and YouTube during ERT.

Although most of the participants in the interviews (n = 7) were teaching at
junior high school, they noted that their students rarely had their own social
media accounts. Instead, most of them still borrowed their parents’ devices. For
example, ST18M said, “I did not use social media like Instagram because my stu-
dent did not have their own smartphones and still used their parents’ devices.”
On the other hand, ST10F, who taught senior high school students, explained
that they already had their own devices. However, she argued that the students
were not using Facebook as she said, “Maybe Facebook will not be so familiar to
students and is not appropriate for their learning. Senior high school students
will not use Facebook since only older people use this social media.”

The supervisors’ suggestions also supported the participants’ decision not
to use other social media than WhatsApp and YouTube for teaching. A few
participants (n = 3) reported that their supervisors disapproved of utilizing
other social media, especially Facebook and Instagram, for learning, because
they thought these platforms were unsuitable for emergency remote teaching
that needed low bandwidth. For instance, ST4M said, “I had tried to implement
new things, like using social media for students’ learning. But after I discussed
the matter with my supervisor, she suggested not to use social media [specifi-
cally Facebook and Instagram] for teaching because they required high band-
width.” Similarly, ST18M expressed his situation and echoed, “There were sev-
eral requirements from my supervisor, and one of them was to use WhatsApp
and YouTube only and not other social media like Instagram or Facebook [to
facilitate online activities].”
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Table 4. The considerations of not implementing other social media platforms

Participants  Excerpts
Themes Sub-themes (N) (N) Sample Excerpts
The Students could 2 2 “In my opinion, if the
considerations not focus if using students also use social
of not social media media (Facebook or
implementing Instagram), they will not
other social focus on the learning
media platforms materials” (ST11M)
Social media needs 3 3 “In my opinion, Instagram
high internet needs much more internet
bandwidth bandwidth, which does not
suit the students’ financial
situations” (ST13F)
Student teachers 4 4 “I do not really know
and students did how to design learning
not know how to and instructions using
use social media Facebook or Instagram.
for teaching and That's why I did not use
learning purposes them for teaching” (ST5M)
The students did 7 7 “Most of the students are
not have social still using their parents’
media accounts to smartphones and accounts.
support learning Therefore, they might not
be able to use Facebook
or Instagram for learning”
(ST4Mm)
The supervisor did 3 3 “Because after I discussed

not allow the use
of social media for
teaching purposes

it with my supervisor, the
use of social media for
teaching was not approved
because it would burden
the students” (ST17F)

Discussion

The research question focused on the EFL preservice teachers’ reasons and
considerations to include numerous social media platforms into their teaching
practices during emergency remote teaching. The interview findings indicated
that participants adopted WhatsApp and YouTube due to their features and
most crucially, the preservice teachers’ and students’ familiarity and knowl-
edge of using them. Thus, it is unsurprising that they chose the platforms they
were familiar with when they were suddenly faced with fully online prac-
tice teaching during ERT. These participants’ reasons therefore echoed what
Tlimen Akyildiz and Celik (2021) found in their study that WhatsApp was cho-
sen because the students were familiar with it. In addition, these results also
showed that the participants’ rationales in using social media during ERT were
like those who integrated technology, even before the pandemic (e.g., Baz et al.,
2018; Park & Son, 2020). Moreover, these participants’ reasons seemed to be
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fundamental as integrating technology needs familiarity and the knowledge
of using the features of the tools otherwise technology disputes might happen
(Jie & Sunze, 2021). For example, Mer¢ (2015) in his research discovered that
EFL student teachers did not implement technology into their practice teach-
ing for several reasons, such as unfamiliarity with the technology and lack of
knowledge of teaching English using technology. As a result, it is indeed reason-
able that participants in this study seemed concerned about these aspects, as
familiarity with and awareness of the tools’ features are critical to the effective-
ness of technology integration in education, especially when performing ERT.

Additionally, the interview findings suggested that participants used
WhatsApp and YouTube due to their ability to function on low-bandwidth inter-
net during ERT, and they were unwilling to incorporate alternative platforms,
particularly Instagram, due to their high bandwidth requirements. These find-
ings therefore supported results from Coman et al’s (2020) and Ferdiansyah
et al’s (2020) studies where they found that the internet became a vital issue
during ERT and eventually implemented the platforms that required low band-
width to operate. Accessibility seems to be a critical issue that affected technol-
ogy integration even before the pandemic (e.g., Buabeng-Andoh, 2012; Hockly,
2014; Jones, 2004; Lawrence & Tar, 2018). As a result, it is indeed unsurprising
that the study’s participants would consider internet connectivity and acces-
sibility while integrating social media for their students during ERT.

The interview findings also suggested that requests from schools and teach-
ing supervisors influenced the selection of social media platforms during ERT.
Numerous studies have revealed that supervisors frequently instructed pre-
service teachers completing a teaching practicum to follow their own teaching
styles (e.g., Salinas & Ayala, 2018; Zhu et al., 2020). Interestingly, this study’s
findings indicated that supervisors required preservice teachers to use the
same digital tools as the supervisors during ERT. The supervisors also restricted
preservice teachers’ use of technology tools, such as Facebook and Instagram.
This is logical, given that preservice teachers engaged in practice teaching are
frequently regarded as new individuals unfamiliar with the codes, standards,
and rules already established in schools (Sabar, 2004). Therefore, some issues
might be inherent during the preservice teachers’ practice teaching (Haim
& Amdur, 2016), including selecting which platforms to use in teaching. The
findings also indicated that most of the participants taught junior high school
students who did not have social media accounts or personal gadgets (Timen
Akyildiz & Celik, 2021), and the participants did not know how to teach using
those platforms. Thus, these concerns aggravated the decision not to imple-
ment those platforms in teaching English during ERT.

The study’s participants also pointed out that they selected the aforemen-
tioned tools because their learning experiences inspired them. Thus, the find-
ings support Thomas et al’s (2013) as well as Batane and Ngwako’s (2017)
claims that preservice teachers’ college years will determine their future tech-
nology integration. Unfortunately, their experiences were mainly limited to
WhatsApp and YouTube implementation, as participants frequently admitted
to having no prior experience with Facebook or Instagram. As other studies
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have demonstrated (e.g., Avila, 2021; Lin & Hwang, 2018; Sun & Yang, 2015), the
participants appeared unable to perceive the possible benefits of integrating
Facebook and Instagram, meaning that they were not used frequently to teach
English. It is possible that their instructor was unable to provide assistance
with regards to a technological solution — particularly one involving Facebook
and Instagram — when they were suddenly required to convert offline instruc-
tion to online. These experiences almost certainly influenced the participants’
choice of social media platforms for ELT purposes during ERT.

As a result of the discussion above, this paper suggests three implications
that might broaden technology integration of EFL preservice teachers, espe-
cially considering the impact of the COVID-19 pandemic. To begin with, this
study recommends that EFL preservice instructors identify viable social media
implementations for ELT purposes with the assistance of TEPs. According to
the findings of this study, participants primarily used WhatsApp and YouTube
to teach English, influenced by their own TEP. Thus, TEPs should also teach the
following preservice teachers how to incorporate other popular and potential
social media platforms into their classroom instruction. For example, several
studies have reported that Facebook has been implemented for ELT purposes,
and its implementation was linked to better English performance (e.g., Lin &
Hwang, 2018; Sun & Yang, 2015). Thus, other social media platforms could also
be potential options if preservice teachers know how to use them. However,
depending on the form of social media, it is also important to note that students
be aware of how their personal data is being collected and that this might be
used for commercial gain. Thus, it is suggested that teachers carefully read the
terms and conditions to make sure that the students’ rights will be protected
before implementing such tools. The findings also suggested that the more
preservice teachers are familiar with various aspects of technology deploy-
ment, the more alternatives they will have when performing online practice
teaching. TEPs should also provide specific teaching scenarios utilizing those
social media platforms for ELT purposes to the preservice teachers in future.
Accordingly, future preservice teachers will be well prepared to conduct similar
practice teaching during a pandemic such as COVID-19. The more knowledge
and experience they have, the more they will embrace the use of technology in
their teaching (Kusuma, 2021). Because the participants appeared to provide a
lot of video materials, this study suggests that EFL preservice teachers and TEPs
should be able to identify specific, trustworthy ELT channels on YouTube, as not
all channels provide high-quality teaching materials. Inappropriate sources
may result in an ineffective development of the English language. As revealed
in this study, schools and supervisors also influenced participants’ choices of
social media platforms; thus, this study suggests that TEPs should reach an
agreement with partner schools to increase student teachers’ flexibility in plan-
ning activities and selecting digital tools for their teaching practicum. Teaching
practicum is a means of efficiently practicing teaching skills (Altalhab et al,
2021) and preservice teachers need more flexibility to apply the knowledge
they obtain from TEPs in their practice teaching to develop professionalism
and deepen identity as teachers (Altalhab et al,, 2021; Safari, 2020).
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Conclusion

From the findings, this study revealed that the EFL preservice teachers had var-
ious reasons and also concerns regarding implementing several social media
platforms during ERT. The participants mostly implemented WhatsApp and
YouTube due to their features, easy access, schools and supervisors’ requests,
and participants’ learning experiences. Conversely, the participants rarely
tried to use other platforms, such as Facebook and Instagram, because of con-
cerns that the students might not focus on learning, the platforms requiring
high internet bandwidth, the participants not knowing how to use them for
teaching, the students’ lack of social media accounts, and supervisors limiting
the use of social media for teaching.

Future research should further explore the EFL preservice teachers’ imple-
mentation of social media in teaching practicum as research about this topic
is scarce. Moreover, this study has several shortcomings that future studies
should cover. This study did not explore precisely how social media were imple-
mented to teach English. Therefore, it is necessary to investigate the methods
used by inexperienced preservice teachers to implement social media for ELT.
This study also did not explore the other logistical, emotional, and personal
issues the preservice teachers faced when implementing social media for fully
online teaching during emergency remote teaching. Therefore, future studies
should address these limitations to deepen our understanding of TEPs and EFL
preservice teachers’ technology integration.

References

Akayoglu, S., Satar, H. M., Dikilitas, K., Cirit, N. C., & Korkmazgil, S. (2020).
Digital literacy practices of Turkish pre-service EFL teachers. Australasian
Journal of Educational Technology, 36(1), 85-97.
https://doi.org/https://doi.org/10.14742/ajet.4711

Altalhab, S., Alsuhaibani, Y., & Gillies, D. (2021). The reflective diary
experiences of EFL pre-service teachers. Reflective Practice, 22(2), 173-186.
https://doi.org/10.1080/14623943.2020.1865903

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

Arno-Macia, E. (2012). The role of technology in teaching languages for
specific purposes courses. Modern Language Journal, 96(1), 89-104.
https://doi.org/10.1111/j.1540-4781.2012.01299.x

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

Avila, J. A. (2021). MultimediaResponse: Instagram as a reading activity in a
university English class. Journal of Adolescent and Adult Literacy, 64(5),
531-541. https://doi.org/10.1002/jaal.1128

]

The

JALT CALL
Journal
vol. 18 no.2

Bbuiyoeal aonoeud auljuo burnp Abojouydal buisn o) suoseay :ewnsny

280



Basilaia, G., & Kvavadze, D. (2020). Transition to online education in schools
during a SARS-CoV-2 coronavirus (COVID-19) pandemic in Georgia.
Pedagogical Research, 5(4), 1-9. https://doi.org/10.29333/pr/7937

Batane, T., & Ngwako, A. (2017). Technology use by pre-service teachers
during teaching practice: Are new teachers embracing technology
right away in their first teaching experience? Australasian Journal of
Educational Technology, 33(1), 48-61. https://doi.org/10.14742/ajet.2299

Baz, H. E., Balgikanly, C., & Cephe, P. T. (2018). Introducing an innovative
technology integration model: Echoes from EFL pre-service teachers.
Education and Information Technologies, 23(5), 2179-2200.
https://doi.org/10.1007/s10639-018-9711-9

Bilotserkovets, M., Fomenko, T., Gubina, O., Klochkova, T., Lytvynko, O.,
Boichenko, M., & Lazareva, O. (2021). Fostering media literacy skills in
the EFL virtual classroom: A case study in the COVID-19 lockdown period.
International Journal of Learning, Teaching and Educational Research,
20(2), 251-269. https://doi.org/10.26803/ijlter.20.2.14

Boonmoh, A., Jumpakate, T., & Karpklon, S. (2022). A close look at the use
of technology by Thai teachers in secondary EFL classrooms. Computer
Assisted Language Learning Electronic Journal (CALL-EJ), 23(1), 78-107.

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology.
Qualitative Research in Psychology, 3(2), 77-101.
https://doi.org/10.1191/1478088706qp0630a

Buabeng-Andoh, C. (2012). Factors influencing teachers’ adoption and
integration of information and communication technology into teaching:
A review of the literature. International Journal of Education and
Development Using Information and Communication Technology (IJEDICT),
8(1), 136-155.

Burden, K., Kearney, M., Schuck, S., & Hall, T. (2019). Investigating the use
of innovative mobile pedagogies for school-aged students: A systematic
literature review. Computers and Education, 138, 83-100.
https://doi.org/10.1016/j.compedu.2019.04.008

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

Coman, C, Tiruy, L. G., Mesesan-Schmitz, L., Stanciu, C., & Bularca, M. C. (2020).

Online teaching and learning in higher education during the coronavirus
pandemic: Students’ perspective. Sustainability (Switzerland), 12(24), 1-22.
https://doi.org/10.3390/su122410367

Creswell, J. W., & Poth, C. N. (2018). Qualitative inquiry & research design:
Choosing among five approaches (4th ed.). Sage Publications, Inc.

Crompton, H. (2014). A historical overview of mobile learning: Toward
learner-centered education. In Z. L. Berge & L. Y. Muilenburg (Eds.),
Handbook of mobile learning (pp. 3-14). Routledge.
https://doi.org/https://doi.org/10.4324/9780203118764.ch1

Daniel, S.J. (2020). Education and the COVID-19 pandemic. Prospects, 1-6.
https://doi.org/10.1007/s11125-020-09464-3

]

The

JALT CALL
Journal
vol. 18 no.2

Bbuiyoeal aonoeud auljuo burnp Abojouydal buisn o) suoseay :ewnsny

281



Durak, H. Y. (2019). Modeling of relations between K-12 teachers’ TPACK
levels and their technology integration self-efficacy, technology literacy
levels, attitudes toward technology and usage objectives of social
networks. Interactive Learning Environments, 1-27.
https://doi.org/10.1080/10494820.2019.1619591

Fathi, J., & Ebadi, S. (2020). Exploring EFL pre-service teachers’ adoption of
technology in a CALL program: obstacles, motivators, and maintenance.
Education and Information Technologies, 25, 3897-3917.
https://doi.org/10.1007/s10639-020-10146-y

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

Gerber, H. R., & Leong, P. (2021). Education in times of crises: The dilemmas
of digital teaching and learning in primary and secondary schools during
the COVID-19 pandemic. Educational Media International, 1-3.
https://doi.org/10.1080/09523987.2021.1930480

Ghorbani, N., & Ebadj, S. (2019). Exploring learners’ grammatical
development in mobile assisted language learning. Cogent Education, 6(1),
1-14. https://doi.org/10.1080/2331186X.2019.1704599

Habibi, A., Yusop, F. D., & Razak, R. A. (2020). The role of TPACK in affecting
pre-service language teachers’ ICT integration during teaching practices:
Indonesian context. Education and Information Technologies, 25(3), 1929-
1949. https://doi.org/10.1007/s10639-019-10040-2

Haim, O., & Amdur, L. (2016). Teacher perspectives on their alternative fast-
track induction. Teaching Education, 27(4), 343-370.
https://doi.org/10.1080/10476210.2016.1145204

Hockly, N. (2014). Digital technologies in low-resource ELT contexts. ELT
Journal, 68(1), 79-84. https://doi.org/10.1093/elt/cct063

Hofer, M., & Grandgenett, N. (2012). TPACK development in teacher
education: A longitudinal study of preservice teachers in a secondary
M.A.Ed. program. Journal of Research on Technology in Education, 45(1),
83-106. https://doi.org/10.1080/15391523.2012.10782598

Hsu, L. (2016). Examining EFL teachers’ technological pedagogical content
knowledge and the adoption of mobile-assisted language learning: a
partial least square approach. Computer Assisted Language Learning,
29(8), 1287-1297. https://doi.org/10.1080/09588221.2016.1278024

Incik, E., & Akay, C. (2017). A comprehensive analysis on technopedagogical
education competency and technology perception of pre-service teachers:
Relation, levels and views. Contemporary Educational Technology, 8(3),
232-248. https://doi.org/https://doi.org/10.30935/cedtech/6198

Jie, Z., & Sunze, Y. (2021). Investigating pedagogical challenges of mobile
technology to English teaching. Interactive Learning Environments, 1-14.
Advance online publication.
https://doi.org/10.1080/10494820.2021.1903933

]

The

JALT CALL
Journal
vol. 18 no.2

Bbuiyoeal aonoeud auljuo burnp Abojouydal buisn o) suoseay :ewnsny

282



Jones, A. (2004). A review of the research literature on barriers to the update of
ICT by teachers. Becta.

Joo, Y. ., Park, S., & Lim, E. (2018). Factors influencing preservice teachers’
intention to use technology: TPACK, teacher self-efficacy, and technology
acceptance model. Source: Journal of Educational Technology & Society,
21(3), 48-59. Retrieved from
https://www.jstor.org/stable/26458506?seq=1#metadata_info_tab_contents

Kern, R. (2006). Perspectives on technology in learning and teaching
languages. TESOL Quarterly, 40(1), 183-210.
https://doi.org/10.2307/40264516

Koehler, M. J., & Mishra, P. (2005). What happens when teachers design
educational technology? The development of technological pedagogical
content knowledge. Journal of Educational Computing Research, 32(2),
131-152. https://doi.org/https://doi.org/10.2190/0ew7-01wb-bkhl-qdyv

Koehler, M. J., & Mishra, P. (2009). What is technological pedagogical content
knowledge? Contemporary Issues in Technology and Teacher Education,
9(1), 60-70. https://doi.org/https://doi.org/10.1177%2F002205741319300303

Kusuma, I. P. I. (2021). TPACK-related programs for pre-service English
teachers: An in-depth analysis on efforts and issues of ICT integration.
Cakrawala Pendidikan, 40(1), 183-195.

Kusuma, I. P. I. (2022). EFL teachers’ online teaching in rural schools during
the COVID-19 pandemic : Stories from Indonesia. Studies in English
Language and Education, 9(1), 203-221.

Kusuma, I. P. I., Mahayanti, N. W. S., Adnyani, N. L. D., & Budiarta, L. G. R.
(2021). Incorporating e-portfolios with flipped classrooms: An in-depth
analysis of students’ speaking performance and learning engagement. The
JALT CALL Journal, 17(2), 93-111.
https://doi.org/10.29140/jaltcall.vl7n2.378

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

Lawrence, J. E., & Tar, U. A. (2018). Factors that influence teachers’ adoption
and integration of ICT in teaching/learning process. Educational Media
International, 55(1), 79-105. https://doi.org/10.1080/09523987.2018.1439712

Lin, C.-J., & Hwang, G.-J. (2018). A learning analytics approach to investigating
factors affecting EFL students ’ oral performance in a flipped classroom.
Educational Technology & Society, 21(2), 205-219. Retrieved from
https://www.jstor.org/stable/26388398?seq=1#metadata_info_tab_contents

Merriam, S. B., & Tisdell, E. J. (2016). Qualitative research: A guide to design
and implementation (4th ed.). Jossey-Bass.

Mertens, D. M. (2015). Research and evaluation in education and psychology
(4th ed.). Sage Publications, Inc.

]

The

JALT CALL
Journal
vol. 18 no.2

Bbuiyoeal aonoeud auljuo burnp Abojouydal buisn o) suoseay :ewnsny

283



knowledge: A framework for teacher knowledge. Teachers College Record,
108(6), 1017-1054. e
https://doi.org/https://doi.org/10.1111/j.1467-9620.2006.00684.x JALT CALL

Murphy, M. P. A. (2020). COVID-19 and emergency elearning: Consequences Vo ournal
of the securitization of higher education for post-pandemic pedagogy.
Contemporary Security Policy, 41(3), 492-505.
https://doi.org/10.1080/13523260.2020.1761749

Nisiforou, E. A., Kosmas, P., & Vrasidas, C. (2021). Emergency remote teaching
during COVID-19 pandemic: lessons learned from Cyprus. Educational
Media International, 48(2), 215-221.
https://doi.org/10.1080/09523987.2021.1930484

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

Ockey, G. J. (2021). An overview of COVID-19’s impact on English language
university admissions and placement tests. Language Assessment
Quarterly, 18(1), 1-5. https://doi.org/10.1080/15434303.2020.1866576

Park, M., & Son, J. B. (2020). Pre-service EFL teachers’ readiness in computer-
assisted language learning and teaching. Asia Pacific Journal of Education,
42(2) 1-15. https://doi.org/10.1080/02188791.2020.1815649

Sabar, N. (2004). From heaven to reality through crisis: Novice teachers as
migrants. Teaching and Teacher Education, 20(2), 145-161.
https://doi.org/10.1016/j.tate.2003.09.007

Safari, P. (2020). Iranian ELT student teachers’ portrayal of their identities as
an English language teacher: Drawings speak louder than words. Journal
of Language, Identity and Education, 19(2), 125-141.
https://doi.org/10.1080/15348458.2019.1650279

Salinas, D., & Ayala, M. (2018). EFL student-teachers’ identity construction:
A case study in Chile. HOW, 25(1), 33-49. https://doi.org/10.19183/
how.25.1.380

Sun, Y. C, & Yang, F. Y. (2015). I help, therefore, I learn: service learning on
Web 2.0 in an EFL speaking class. Computer Assisted Language Learning,
28(3), 202-219. https://doi.org/10.1080/09588221.2013.818555

Tarighat, S., & Khodabakhsh, S. (2016). Mobile-assisted language assessment:
Assessing speaking. Computers in Human Behavior, 64, 409-413.
https://doi.org/10.1016/j.chb.2016.07.014

Thomas, T., Herring, M., Redmond, P., & Smaldino, S. (2013). Leading change
and innovation in teacher preparation: A blueprint for developing TPACK
ready teacher candidates. TechTrends, 57(5), 55-63.

Thompson, P. (2013). The digital natives as learners: Technology use patterns
and approaches to learning. Computers and Education, 65, 12-33.
https://doi.org/10.1016/j.compedu.2012.12.022

Mishra, P., & Koehler, M. J. (2006). Technological pedagogical content I

Bbuiyoeal aonoeud auljuo burnp Abojouydal buisn o) suoseay :ewnsny

284



Tiumen Akyildiz, S., & Celik, V. (2021). Using WhatsApp to support EFL
reading comprehension skills with Turkish early secondary learners.
Language Learning Journal, 1-17.
https://doi.org/10.1080/09571736.2020.1865433

Viner, R. M., Russell, S. J., Croker, H., Packer, J., Ward, J., Stansfield, C., Mytton,
0., Bonell, C., & Booy, R. (2020). School closure and management practices
during coronavirus outbreaks including COVID-19: A rapid systematic
review. The Lancet Child: and Adolescent Health, 4(5), 397-404.
https://doi.org/10.1016/S2352-4642(20)30095-X

Yi, Y, & Jang, J. (2020). Envisioning possibilities amid the COVID-19 pandemic:
Implications from English language teaching in South Korea. TESOL
Journal, 11(e543), 1-5. https://doi.org/10.1002/tesj.543

Yiksel, G., & Kavanoz, S. (2011). In search of pre-service EFL certificate
teachers’ attitudes towards technology. Procedia Computer Science, 3,
666-671. https://doi.org/10.1016/j.procs.2010.12.111

Zhu, G., Rice, M., Li, G., & Zhu, J. (2020). EFL student teachers’ professional
identity construction: A study of student-generated metaphors before and
after student teaching. Journal of Language, Identity and Education, 1-16.
https://doi.org/10.1080/15348458.2020.1777872

Zyad, H. (2016). Pre-service training and ICT implementation in the
classroom: ELT teachers’ perceptions. International Journal of Education
and Development Using Information and Comumunication Technology
(IJEDICT), 12(3), 4-18. Retrieved from
https://files.eric.ed.gov/fulltext/E]1124885.pdf

Appendix A

Interview questions

1. When did you do your online teaching practicum and for how long?

2. Where did you conduct your practice teaching?

3. Which grades did you teach?

4. Did you have any experience of teaching using technology before con-
ducting teaching practicum?

5. What kind of social media platforms did you implement in your practice
teaching?

6. What kind of social media platforms did not you implement in your prac-
tice teaching?

7. In my record, you mostly implemented WhatsApp and YouTube. Why did
you mostly use WhatsApp? Why Did you mostly use YouTube?

8. Why did you implement very few social media in your teaching? Did
you know how to implement other social media for teaching, such as
Facebook, Instagram, or other social media platforms?

]
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