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Online learning motivation for
Aviation English: Attitude, readiness,
and demographic factors
Laila Rochmawati*, Fatmawati Fatmawati, Meita Maharani Sukma, Imam Sonhaji

Politeknik Penerbangan Surabaya

Online learning is an ideal technological development that is created and improved
according to technology within the present educational context. The purpose of this study
was to find out motivation, attitude, and readiness, as well as demographic factors in
online learning, applied linguistics in the Civil Aviation Polytechnic of Surabaya cadets.
The instruments in this study were online learning motivation, online learning readiness
and online learning attitudes Likert scale questions cumulated using quantitative method
with multiple linear regression. This study utilized a group of 139 Diploma-3 Aeronau-
tical Communication Officer and Diploma-3 Air Traffic Controller cadets. Study results
mentioned that attitude to online learning, readiness of online learning, age, gender, and
education are all important predictors of the motivation for education. The results showed
that the level of education
and readiness of online learning were variables that have a considerable effect on moti-
vation. The outcomes of this research cope with students' online learning motivation
problems in Aviation English online learning.

Keywords: aviation English, attitude, online learning, readiness, motivation

INTRODUCTION

Online learning is a model of learning generated through electronic devices in digital for-
mat Panigrahi et al. (2018). The use of online learning in education includes the following steps
: 1) enhancement of learning quality through the use of online learning (use of communication
and ICT)Nanayakkara (2007).Online learning is an ideal technological development that is cre-
ated and improved according to technology within the present educational context Al-Rahmi
(2019). The non-learning environment accepts and applies technology so quickly at different
times. Many people still use apps or mobile devices in everyday and professional life to interact
with their colleagues. It is because the use of this interactive device has many benefits and can
be spent if necessary and costs. Besides an attractive form, it is also straightforward to operate,
but it doesn’t take long to learn by looking at someone who can already be used Wong et al.
(2020).

Students’ readiness to excel in online learning settings is also an essential element that the
Institute needs to pay attention to Prior (2016) Hung (2010). Online learning provides cadets
with the ability to learn anywhere and anytime. Cadets have greater flexibility about when and
how they carry out their learning activities An (2018). Some cadets cannot participate in con-
ventional learning programs due to external factors (including work, family commitment, cam-
pus proximity, and related policy involvement).
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Online learning can solve the limitations of conventional learn-
ing. Some of the skills required in learning with online media
include knowledge of technology, timemanagement and insti-
tutions, and online technology connections. Online learning
does not require a long time and process to quickly and easily
improve learning achievement Kolekar et al. (2018). The need
for the involvement of learning institutions in online learning
can increase the success of cadet learning outcomes. Learning
institutions need to provide various forms of standard criteria
for increasing graduation rates and learning efficiency, one of
which is online learning. Students aremore involved in the field
of education Lieharyani et al. (2019).

Motivation has been a crucial factor for students to suc-
ceed in online learning Titrek et al. (2018). Online classes bring
unique challenges for students, especially in terms of cadet
motivation, and is one of the factors that affect students’ abil-
ity to succeed academically in an online class Saeedi et al.
(2019); Suri (2016). In the COVID-19 pandemic, ineffective
online learning solutions may cause obstacles in achieving the
vision of higher education on online learning and the desired
learning performance. Practical outcomes in online learning
allow students to be motivated to be successful, so that cadets
must have the ability to interact with the learning environment
either internally or externally Kaftan and Freund (2019). Phys-
ical distance constraints when studying online require better
self-control to succeed.

Academic learning motivation requires complex solutions
and contains various types of motivation. The reason for this
is that every student has a unique incentive to be active in the
online learning environment Ilgaz and Gülbahar (2015). Aca-
demic encouragement is key to being an online student. By
providing a setting for students’ motivation and psychologi-
cal needs, theory of self-determination can provide insight into
motivative learning Titrek et al. (2018); Durksen et al. (2016).
The Academic Motivation Scale (AMS) evaluates online learn-
ing populations’ types of motivation. The students ’ motivation
in online environments has several causes.

One common issue with online learning is that there are
less online students than those who are expected to do so. Pre-
vious research has found that number and length of updates,
topics read by them and the actions of the user are significantly
predicted by the levels of students ’ motivation Durksen et al.
(2016); Çakır et al. (2019). Students’ enthusiasm is a signifi-
cant contributor to online learning. If universities do not dis-
cuss motivational questions, students may be affected by learn-
ing. One study identified five major impacts on student learn-
ing from the student’s incentive to learn online low. The out-
comes are commitment, perseverance, accomplishment, stu-
dent learning aspirations and class learning satisfaction Kaf-
tan and Freund (2019) Suri (2016). Teachers and curriculum
planners are concerned with the attitude of students towards
online learning and the application of technology online learn-
ing Çakır et al. (2019). Positive attitudes towards online learn-
ing are motivating and motivating on a scale can be calculated.
Attitude to online learning have been influenced by job, class

and previous exposure Prior (2016). Online learning prepared-
ness is a factor that directly influences student motivation Har-
rison (2017). When students do not possess the skills to excel
in online learning, an educational institution can not expect
adequate encouragement or good results Gay (2016).

Attitude to online learning, readiness of online learning,
and demographic factors are three types of potential factors
affecting cadet motivation in on-line learning Suri (2016).
Many students reject online learning solutions because they are
prejudicial to the inefficiency of learning. The interest of the
students in online learning is directly affected Parker (2018).
The nature of cadets as specific learners can also be a con-
cern because cadets often compare their demographic charac-
teristics with the ease with which they use educational tech-
nologies Ilgaz and Gülbahar (2015). The study have found that
demographics in their study are not the potential correlational
factor Kebritchi et al. (2017). In subjects such as lessons, sub-
jects or history, motivation was important for students.

The theory of self-determination is a general education
theory which explains motivation of cadets in different con-
texts, through the core needs of cadets. The approach to self-
determination offers two fundamental principles relating to the
education sector. The first idea is to define three psycholog-
ical requirements, such as autonomy, competence and com-
munication, for the universal cadet. The second definition of
self-determination theory is a structure to understand cadets’
motivation in education Yilmaz (2017). The system has inter-
nal motivations as well as the external. This theory provides a
means of evaluating themotivation of students in online learn-
ing. The self-determination principle serves as the foundation
for building AMS Titrek et al. (2018). The tool is made up of
questions groupedwithin the structure, based on variousmoti-
vating forms, given by the principle of self-determination.

Students who engage in online learning have different lev-
els of readiness and preparation (for example, online skills, self-
disconnect) that may affect their performance (degree, com-
pletion) Suri (2016). Institutional efforts may include provid-
ing students with resources to evaluate whether they are ready
to take courses and to offer online training advice Yilmaz
(2017). For instance, administrators or institutions can build
up their students’ readiness of online learning and create a sup-
port system for the success of their students. In addition to
online learning institutions supporting online students, teach-
ing efforts in promoting a cadet can include the creation of
instructors’ work to Wong et al. (2020).

Research can better inform this effort and overcome par-
ticular challenges that have emerged from the previous study.
Past research challenges include: 1) developing instruments
that are not precise; 2) not tested in full online higher edu-
cation; 3) not examining relations with student outcomes, or;
4) not clearing or replenishing relationships with student out-
comes. The instruments have been developed in previous tool
reviews to create a reliable, valid, and comprehensive tool in
student’s readiness Yilmaz (2017), which is to be repeated and
enhanced via inter agency research to identify vital factors
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affecting cadets’ success.
Online learning is central to online learning, as this pro-

vides insights into the needs of one’s people and best integrated
into online learning design Buzdar et al. (2016). Online learn-
ing is the subfield of learning science. Also, especially con-
cerned is the engagement of students in online learning envi-
ronments Bovermann et al. (2018). Online Learning Readi-
ness Scale (OLRS) has five dimensions: computer / web per-
formance, independent learning, student control, enthusiasm
for learning and online mandarin effectiveness Buzdar et al.
(2016). This research uses OLRS to test the readiness of online
learning as a potential indicator of the motivation to learn. The
results of the study provide insights on the readiness for online
learning and motivate them to learn online, and strengthen
the relation between online readiness for learning and moti-
vation for online learning Hung (2010); Yilmaz (2017). This
study tested the motivation of learning, readiness, and atti-
tude of online learning simultaneously. In contrast, previous
research tested it separately. The findings of this study have an
impact not only on cadets but also on the entire organization.
This research focuses on the learning of applied linguistics in
aviation because all of the basic knowledge of flight cadets is
English based.

METHODS

Quantitative research was used in these survey methods for
gathering the data from the cadets. The data needed for
research questions contained four sections of 64 question
items. Cadets were students in semi-military training colleges
who were required after completing their education to work
under the Ministry of Transportation. The participants com-
pleted the survey by accessing the survey through anonline site,
on the date specified for each selected class. Aviation Polytech-
nic cadets, includingDiploma-3 Aeronautical Communication
Officer and Diploma-3 Air Traffic Controller, form the pop-
ulation for this study. The sample was selected from the Avi-
ation English language-learning classes based on population
that have an online learning experience. The researchers were
collected the data from a single survey, including four individ-
ual sections.

A collection of variables for this analysis will be discussed
in each section. The first segment consists of demographic
elements that allow participants to include basic information
about themselves and their status as cadets. The second part is
the segment online learning attitude, which tests the current
views of the participants about online learning and its solu-
tion. The second part consists of six questions, using a Likert-
type four-point scale. An updated version of the AMS con-
tains the third component. The validity of AMS needs to be
assessed against academic motivation. Test-recovery, confir-
matory factor tests, internal accuracy by Cronbach alpha, and
temporal stability were used to test the validity of this process.
The OLRS provides a tool for evaluating students’ readiness of

online learning — to test the validity of this device through a
confirmed factor analysis before the study begins online.

RESULTS AND DISCUSSION

This quantitative research uses survey methods to gather for
each cadet the data needed for research questions containing
four sections of 64 question items.Thefirst part contains demo-
graphic items with 12 question items, which requires partici-
pants to provide some primary data about themselves and their
status at the Surabaya Aviation Polytechnic. The second part
is the online learning attitudes section with six items, which
measures participants’ current views on online learning and
online learning solutions. The third part is the measurement
of the academic motivation scale (AMS) to measure academic
motivation. This instrument uses a 28 item Likert scale and
ensures the validity of this instrument through confirmatory
factor analysis, internal consistency through Cronbach alpha,
and temporal stability through test-retest correlationVallerand
et al. (1992). The fourth section contains measurements of the
Online Learning Readiness Scale (OLRS) to assess students’
readiness for online learning with 18 Likert scale items. OLRS
ensures this instrument’s validity through confirmatory factor
analysis and by having individuals with prior online learning
experiences review the instrument Hung (2010).

Cadets are students in semi-military training colleges who
are required after completing their education towork under the
Ministry of Transportation.The theoretical structure consider-
ations concentrate on the theory of self-determination regard-
ing the issue of motivation for online learning and the influ-
ence of three online learning constructs. The effect of build-
ing online learning includes the readiness for the cadets to
learn, attitudes and motivation. The seven variables included
the readiness of online learning, attitude to online learning,
rankings, years of service, age, gender and level of education.
Aviation Polytechnic cadets, who participated in online learn-
ing on English for Aviation material, were the study popu-
lation. Predictor variables are measured by means of survey
instruments that combine two devices.

The quality and reliability of the information obtained in
this study must, in theory, be assessed by quantitative analysis.
Many studies have used differentmeasures for the AMS and for
the OLRS. Using the OLRS portion of this method means that
the online learning experience was answered by the survey par-
ticipants. The online attitude learning component is the only
aspect of the data review that involves checking the validity and
reliability of this report. The results of the system for analyz-
ing data showed to classify the alpha of Cronbach (π = 0.87).
Therefore, there is high reliability in the overall reliability of
the online learning attitude segment. The online learning atti-
tude instruments adjust with the validity facing achievement in
mind. Multiple regression analysis includes three assumptions:
normality, homogeneity, and the absence of multicollinearity.
The first assumption test on multiple regressions is that vari-

Journal of English Educators Society | ojs.umsida.ac.id/index.php/jees
3

April 2021 | Volume 6 | Issue 1



Laila Rochmawati, Fatmawati Fatmawati, Meita Maharani Sukma, Imam Sonhaji Online learning motivation for aviation English: Attitude, readiness, and ...

ance or homoscedasticity are homogeneous. The dispersion is
helpful to monitor the homogeneity of the variance. Cutting
plots are rendered using regular predictive values on uniform
residues for the AMS variable score dependent; the outcome
scatter plot is shown in Figure 1. There was no violation of
the homogeneity principle based on the distance, as the points
seem to scatter uniformly along the zero lines instead of having
the funnel face outwards like scores distribution. The second
test for inference is normality dependent on the residue of the
normally distributed model. The standard waste histogram is
shown in the Figure 2, and the residue is in the shape but not
full of a bell curve. The normal cumulative distribution func-
tion found from the standard residue compared to the cumu-
lative distribution function expected Figure 3. Since the plot
tends to be only slightly deviating from the usual track, it is safe
to conclude that there is normality. Figure 1 depicts the result-
ing scatter plot. Based on the scatter, there does not appear to
violate the homogeneity assumption.Thepoints seem to spread
evenly around the zero lines instead of creating an outward-
facing funnel like a points’ distribution.

FIGURE 1 |Homogeneity of variance scatter plot

FIGURE 2 |Standard waste histogram

Figure 2 shows the PP Normal plot, which compares
the observed cumulative distribution function of the stan-
dard residue versus the normal distribution function’s expected
cumulative distribution function. Since the plots seem to devi-
ate very slightly from the normality line, it is appropriate to

assume normality exists. The second assumption test is nor-
mality based on normally distributed model residues. Figure 3
shows a histogram of the standard residue, and the residue is
somewhat in a bell curve but imperfectly.

FIGURE 3 |Normal cumulative distribution

The third test is the use of the multicollinearity test when
the forecast variable is closely related and affects its capacity
to communicate with the results variable. In particular this
means that multi-cholinearity checks, both of which appear in
the Table 1. Tolerance values are concerned where the value is
less than 0.1, when the value is greater than 0.1, the VIF value,
are important for tolerance and variance of the inflation factor
(VIF, for instance). All values are considerably higher than 0.1
and all VIF values are considerably lower than 10. It can rea-
sonably be assumed that multi-collinearity is no problem with
tolerance values and VIF as it is. The score coefficients on the
readiness of online learning
level and the education level are the key predictors of the AMS
ranking, based on the Table ?? standard coefficients.

This research applied regression analysis and assumption
testing, and this study contained three variables: online learn-
ing readiness (OLRS), online learning attitude, and academic
motivation scale (AMS). The description is listed in Table 1
until Table 4 for this analysis.Figure 4 until Figure 7 is a his-
togram that demonstrates how the values of the three different
variables contribute to the normal reference curve for each sur-
vey.

The output of Table 1 shows the number of measure-
ments (N), here the number of valid data for gender, educa-
tion level, age, motivation learning, online learning readiness,
online learning attitude is the same, namely 139 and no value
is lost. Figure 4 provides a visual picture of learning motiva-
tion, which explains how it is normally distributed, precisely
the distribution is in the middle position.
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TABLE 1 |Descriptive Statistics

Minimum Maximum Mean Std. Deviation
Gender 139 1.00 2.00 1.3813 .48746
Level Education 139 1.00 3.00 2.0000 .81650
Age 139 15.00 23.00 20.1223 1.23041
Motivation Learning 139 24.00 85.00 56.0504 11.70057
Readiness Online
Learning

139 25.00 69.00 52.0504 7.65688

Attitude Online Learning 139 8.00 24.00 15.7482 3.52649
Valid N (Listwise) 139

FIGURE 4 |Histogram motivation of learning

FIGURE 5 |Histogram readiness of online learning

Figure 5 explains about the readiness of online learning,
and the number of respondents is 139 with an average ques-
tionnaire value of 52.05.Figure 6 describes an online learn-
ing histogram’s attitude with an average questionnaire value of
15.75.

FIGURE 6 |Histogram attitude to online learning

FIGURE 7 |Histogram Motivation to Online Learning

Figure 7 is a histogram motivation for learning distributed
normally with an average questionnaire score of 2.76. Table 2
describes the linear regression test results showing the R-value,
which symbolizes the correlation coefficient value. In the table
above, the correlation value is 0.612. This value interpreted
that the relationship between the two research variables is in
a strong category. The value of the determination coefficient
obtained is 37.4%, in which the variables have a contribution
effect of 37.4% on Motivation Of Learning and 62.6% others
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TABLE 2 |Model Summary

Model Summaryb

Model R R Square Adjusted R Square Std. Error of The Estimate Durbin-Watson

1 .612a .374 .351 9.42957 1.633

A. Predictors: (Constant), Attitude to Online Learning, Age, Gender, Readiness of Online
Learning, Level of Education
B. Dependent Variable: Motivation of Learning

influenced by other factors.
Table 3 is used to determine the level of significance or lin-

earity of the regression. The criteria can be determined based
on the F test or the significance value test (Sig.). The easiest
way is with the Sig. Test, provided that the Sig. <0.05, then the
regression model is linear, and vice versa. Based on the third
table, the Sig value is obtained. = 0.000 whichmeans significant
criteria (< 0.05), thus the regression equation model based on
the research data is significant, meaning that the linear regres-
sion model meets the linearity criteria. Table 5 informs the
regression equation model obtained with the constant coeffi-
cients and variable coefficients in the Unstandardized Coeffi-
cients B. Based on this table, the regression equation model is
obtained: Y = 34.725 + 0.229 (X1); Y = 34,725 + 7,489 (X2); Y
= 34,725 + -1,147 (X3); Y = 34,725 + .588 (X4); Y = 34,725 +
-.186 (X5)

Results concerning demographic variables, including the
rank structure ofAviation Polytechnic cadets, showed inversely
proportional effects. The rank and increase of responsibilities
as aviation polytechnic cadets at the time the get promoted con-
firmed a person downgrade finding. Increased enthusiasm for
online learning exists only in cadets with more time and less
obligation. This finding explains the extension of the relation-
ship between educational level differences directly linked to
the ranking as the level of education is the first factor excluded
from the model and has effects that are inversely proportional
to the model rankings. The remaining age was an insignificant
indicator of online learning motivation to strengthen techni-
cal skills perceptions of diversity between generations Dün-
dar and Akçayir (2014). Previous research found no correla-
tion between the problems of online learning and the age of
schooling. Online learning also allows cadets to take responsi-
bility for their learning. Each cadet must enter the online class-
room on their initiative. Then they will find comments from
the instructor and other classmates. Therefore, intrinsic moti-
vation is necessary to complete online courses. The power of
energy in individual interests illustrates intrinsic motivation.

The study results indicate that online learning attitude rat-
ings, readiness scale scales of online learning, age, gender, and
level of education showed significant predictor results for AMS
ratings. The educational level and the ability to learn online are

essential variables in AMS. The ability to get academic encour-
agement online as a significant factor in the online world is
linked to the outcome of the study Suri (2016). In this analy-
sis, constructing an age is inconsistent with others who find no
connection between problems of age and online learning. The
findings of this study, however, show that there is a negative
correlation of age perceptions with technical skills (CIGDEM,
2014) Buzdar et al. (2016).

No previous studies have reported that a significant indi-
cator of academic motivation is the education level. Gender
is not a significant indicator because there was no associa-
tion between gender and online learning difficulties, which is
consistent with the findings of Suri (2016). However, no ear-
lier studies indicate years of service or schooling as a possi-
ble academic motivation indicator. Academic motivation pre-
dicts readiness and graduation levels in online learning. The
study findings support the results of negative attitudes that
harm cadets in online environments. Cadets have no positive
attitude about online learning English for Aviation Polytechnic
due to the high level of difficulty in understanding and using
online learning programs without having appropriate guide-
lines. If student accessibility is made easy for online learning,
cadets’ attitudes to online learning may develop according to
their use Durksen et al. (2016).

This research recommends improving the interaction
between students and learning materials, students and instruc-
tors, and online learning between students.This research shows
that online courses are more rigorous, that cadets need to read
and work than expected Phillips et al. (2015). Other character-
istics of online courses are that the students have to be more
responsible for their learning, take the initiative to enter online
classes, and perform tasks rather than sitting in classrooms and
listening to teachers. This research also demonstrates that stu-
dents usually do not miss teacher interactions and do not lack
teacher feedback. The results of this study show that students
receivemoremeaningful information and learnmore than they
expect in online courses.

Journal of English Educators Society | ojs.umsida.ac.id/index.php/jees
6

April 2021 | Volume 6 | Issue 1



Laila Rochmawati, Fatmawati Fatmawati, Meita Maharani Sukma, Imam Sonhaji Online learning motivation for aviation English: Attitude, readiness, and ...

TABLE 3 | Anova

Anovaa

Model Sum of Squares Df Mean Square F Sig.

1
Regres-
sion

7066.719 5 1413.344 15.895 .000b

Residual 11825.929 133 88.917
Total 18892.647 138

A. Dependent Variable: Motivation Of Learning
B. Predictors: (Constant), Attitude to Online Learning, Age, Gen-
der, Readiness of Online Learning, Level of Education

TABLE 4 |Regression Model Coefficients

Coefficientsa

Model Unstandardized Coeffi-
cients

Standardized
Coeffi-
cients

T Sig. Collinearity Statistics

Std. Error Beta Tolerance VIF

1

(Constant) 34.725 16.501 2.104 .037
Gender 1.265 1.683 .053 .752 .454 .957 1.045
Level Educa-
tion

7.489 1.264 .523 5.926 .000 .605 1.653

Age -1.147 .836 -.121 -1.372 .172 .609 1.642
Readiness
Online Learn-
ing

.588 .115 .385 5.112 .000 .830 1.205

Attitude
Online Learn-
ing

-.186 .248 -.056 -.751 .454 .841 1.189

A. Dependent Variable: Motivation of Learning

CONCLUSION

Results of the present research show that grade level and readi-
ness of online learning are significant contributors to motiva-
tion for cadets to learn online. The findings can be clarified by
correlating variations in education levels with the ranking in
particular since the education level is the first factor excluded
from the model, with findings inverse to the ranking of the
model. The rest of the age as a predictive measure of on-line
learning motivation increases the contrast between expecta-
tions of technical skills. Second, the research shows that readi-
ness of online learning is important for influencing the moti-
vation of cadet learning online. Training in an online learn-
ing environment is important. Educational institutions need to
prioritize online learning experiences before learning to deal
more efficiently with the problem of on-line learning moti-
vation. An unexpected finding from the results of this study
is that readiness for online learning does not occur as the
most expected significant predictor. The contribution of this
research is key to enhancing online learning output for cadets

in addressing the online learning motivation issue, while edu-
cational institutions may use online learning as the most suc-
cessful learning platform.

The results of this work will help educational institutions
determine the best approaches for learning to efficiently meet
the learning needs of cadets. Inability to resolve this problem
will hamper cadet development, because they are unable to
adapt to up-to-date online learning for training and education.
The results of this study should be expanded in the future, not
only in the sense of mixed learning, by extending this research
approach to a broader representation.

This research purpose is in education, which is specialized
in semi-military inclusive work, not in commercial organi-
zations. Potential researchers must explicitly investigate AMS
and OLRS without using online learning behavior, or age, to
evaluate the motivation of online learning. The recommenda-
tion for further research is to add cognitive and meta cogni-
tive learning strategy variables.The addition of this variable can
improve the learning outcomes of cadets.
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INTRODUCTION

With the outbreak of COVID 19 in the world, teachers/lecturers often wonder whether they
would teach the sameway again, or theywould teach differently. Changing theway of teaching is
undoubtedly the only option for teachers/lecturers.Thepandemic ofCOVID19has forced them
to spend most of the time at home, to work, to learn, yet at the same time, to stay productive.
The uncertainty of when the pandemic will end has forced teachers around the world to make
the most use of digital technology to teach and accomplish the learning objectives.

This is the point where the integrated/mixed learning model (blended learning) becomes
the apple of the eye of everyone’s favor in the educational setting because it reaches far and
beyond. Yet, many teachers/lecturers are not aware that before the pandemic, the blended learn-
ing instruction has come into the classroom in a smaller portion. Blended learning is also
sometimes referred to as the hybrid course Allen et al. (2007); Graham (2006) which means
mixed learning.There is no standard term to define blended learning. However, Graham (2006)
defines blended learning as follows, ”systems combine face -to-face instruction with computer-
mediated instruction”. Thus, blended learning is the merging of two very different learning
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models, namely the traditional face-to-face model, and mod-
ern technology-based learning model. Therefore, broadly
speaking, blended learning can be interpreted as a learning
method that combines conventional face-to-face learning and
electronic / internet-based learning Allen et al. (2007); Idris
(2018) With the rapid development of technology today, Gra-
ham (2006) estimates that in the future, the use of digital tech-
nology in learning will be increasingly inseparable. Further-
more, he explained three reasons why blended learning was
popular in the community. The first is because this model
improves the quality of learning, the second is because of its
easy access and high flexibility, and the third is because it is
economical in terms of financing.

The learning model of blended learning has been going
on for a long time, especially since the development of infor-
mation technology systems Idris (2018). This makes all learn-
ing resources accessible online / offline. The blended learn-
ing model allows teachers and students to do distance learning
through video conferencing so that distance, space and time are
no longer a problem. Fully online and integrated learning (that
is, which combines elements of an online class and face-to-
face) has grown very rapidly inWestern society for a long time.
Educational providers there believe that integrated learning is
as promising as online learning Allen et al. (2007). Techni-
cally, face-to-face learning can be carried out online and offline.
Offline face-to-face learning is conventional face-to-face learn-
ing that is usually done in the classroom. While online face-to-
face learning is the one that can be carried out remotely online
using available applications, such as zoom and Google Meet.

Every educational institution suffers from the COVID 19
outbreaks. The pandemic forced the teaching and learning sys-
tem in the institution to be adaptable to the situation. At the
beginning of the semester, the teaching and learning process
was done in a face to face interaction. However, three months
later, the Indonesian government issued a policy of stay home,
a study from home, and work from home order. As the learn-
ing must continue, the institution distributed a policy that all
teaching and learning process must be conducted online until
the end of the semester. The teaching and learning which was
conducted in a conventional face to face interaction, in the
beginning, was combined and blended with online learning.
This paper aims to describe the implementation of blended
learning during the COVID 19 pandemic in the teaching of the
essay writing class. Specifically, this paper discusses the steps
of reading to write activity in writing a process essay and to
describe the students’ feelings during the implementation of a
blended learning model.

Blended Learning
The rapid development of digital technology has influenced
the world of education and teaching innovation. Currently,
teaching-learning innovation has unwittingly refocused on
how educators deliver the material and how students learn at
school Tandoh et al. (2013). The most common approach in

integrated education involves face-to-face learning with web-
based learning Tandoh et al. (2013). However, some people
often wonder about the difference between hybrid-learning, e-
learning, and web-facilitated learning. Allen et al. (2007) men-
tion that the terms blended-learning and hybrid-learning are
two terms that refer to the same thing. In the research, Allen
distinguished the term based on the table below.

Although it is not clear how Allen et al. (2007) define
each estimate percentage, Table 1 gives better guidelines on
how web-based learning is differentiated. Table 1 explains that
learning is referred to as online learning if 80 percent of the
learning content is delivered online and carried out without
face to face at all.While the term integrated learning or blended
learning applies to learning that has 30-70 percentage of being
done online, with the rest is conducted conventionally. Gra-
ham (2006) estimates that in the future, learning with blended
learning methods will be increasingly in demand. This is due
to the rapid development of digital technology that affects the
way humans communicate.

FIGURE 1 | The process of merging traditional face-to-face learning and
web-based learning Graham (2006)

Figure 1 explains that in the past, learning only uses face-
to-face instruction in the classroom. And, nowadays, digital
technology has begun to influence learning instruction. In
the future, Graham (2006) predicts that the learning process
will utilize more digital technology with a blended learning
method, which results in a fewer conventional face-to -face
methods in the process. However, he confesses that the combi-
nation of these two methods will give a better outcome as they
complement each other.

Osguthorpe and Graham (2003) mentions six reasons why
blended learning is increasingly popular in education. The rea-
sons are 1) it has pedagogical richness; 2) it gives broad access
to knowledge; 3) it is easy for social interaction online; 4) it has
personal agency, 5) it provides many benefits but with mini-
mal cost (cost-effectiveness), and 5) it is easy to revise if there
are errors (ease of revision). Furthermore, Graham (2006) also
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TABLE 1 |Web-Based Teaching Model Allen et al. (2007)

Web-based teaching percentage Model Description
0% Traditional 1. Learning without using online facilities

2. Conventional face-to-face learning

-29% Web-facilitated 1. The utilization of the Web in the
learning process is to help improve the
mastery of material that is not met in the
face-to-face process (providing additional
material through web-based technology)
2. It is utilized more for tasks submission

0-79% Blended/hybrid 1. The learning process uses a combination
of Web-based technology and face-to-face
instruction

2. The portion of online learning is greater
than face to face
3. In the learning process, the interaction
(discussion forums) is mostly done online

0 - 100% Online/ 1. All learning are through online
e-learning 2. There is no face-to-face learning

revealed threemain reasons why blended learning is beneficial.
The reasons are 1) to improve the quality of learning; 2) to pro-
vide easy access to education regardless of distance, time and
space, flexible in its implementation (increased access and flex-
ibility); and 3) to enable to reach a broad and large audience in
a short time, yet, it is economical (cost-effectiveness).

The use of blended learning is not something new in
the educational context. Literature studies reveal that blended
learning is widely used not only for learning receptive language
skills (reading, listening) and productive (speaking and writ-
ing), but also for teaching language components, such as gram-
mar and spelling. Mabuan and Ebron (2017) explored the use
of e-mail for teachingwritingwith a blended learning approach
in the context of English as a second language, in Manila. The
results of his research show that e-mail is very useful in help-
ing improve the students’ ability to write English. The result
also shows that the use of emails gives the students the oppor-
tunity to collaborate and interact with peers, increase positive
attitudes and confidence in writing English, as well as increase
learning independence.

Furthermore, Mccall (2017) investigates the use of Face-
book, to improve students’ ability to read and write through
classroom action research designs. In his research, the teacher
created a micro blog on Facebook and held classes online with
all his students.The teacher posts pictures and readingmaterial
for students, to read, comment on, and write summaries. Stu-
dents wrote a summary of the micro blog in the classroom by
using a laptop or other smart phone and allowed to complete

themicro blog assignment at home if they have not been able to
complete it in class.The results of his research show that the use
of the Facebook application can improve the students’ ability to
write, especially in terms of sentence complexity. To get maxi-
mum results, scaffolding was given to the students. The results
of research also show that the students give positive responses
to the use of Facebook for learning to read and write.

Rahman and M (2018) investigates the effectiveness of
the implementation of blended learning and compares it with
conventional face-to-face methods. In the experimental class,
the students use the blended learning method. The students
receive feedback frompeers and teachers through socialmedia,
complete assignments outside the classroom, and submit them
through an application. Meanwhile, the control class uses con-
ventional face-to-facemethods.The students do not getmutual
interaction, between peers and from the teacher. Learning in
the classroom also does not vary, because all are centered on
the teacher. The results of his study showed that students who
learned by using blended learning methods had better writing
performance than students in the control group. In addition,
this study also revealed that 88% of students in the experimen-
tal class had the basic ability to operate computers indepen-
dently and 76% of them have better internet skills. This is all
because these studentsmust participate in e-forumdiscussions,
e-mails, and the use of other websites.

Similarly, in Indonesia, the use of Blended Learning is not
something new either. Purnawarman et al. (2016) conducted
a case study research for teaching writing with Edmodo and
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Genre-Based Approach through the Blended Learning model
for grade 11 high school students in Cimahi, West Java. The
use of Edmodo in the blended learning setting makes learning
ismore interactive andmakes writing activitiesmoremeaning-
ful.

Blended learning has also been applied in Islamic board-
ing schools in Indonesia, especially in Probolinggo, East
Java. Through a qualitative approach, Hayati and Wijaya
(2018) investigates how blended learning was implemented to
improve the students’ receptive skills in the Islamic boarding
school. The results of their research revealed that there were
6 steps taken by the Islamic Boarding school to implement
the blended learning method. Specifically, the stages of imple-
menting Blended learning as a quote from Hayati and Wijaya
(2018) are as follows. First, determining instructional materi-
als. This step is in the form of (a) how the teaching material
will be presented, (b) which teaching material is compulsory
and which is recommended, (c) how the students can access
the material, (d) what supporting factors are needed (software,
group/ individual work). The next step is (2) determining the
blended learning model that will be used. This relates to when
the face-to-face meeting is held, for example at the beginning
of the meeting only, or at the end of the meeting only, or just in
themiddle of themeeting, or determining howmany times the
classes will be held in face to face, and its frequency. As there
is no standard conducting a blended learning format, each
teacher can choose their own format that is unique and dif-
ferent from other teachers. The third step (3) determines how
the online learning format will be implemented. For example,
determining what applications/hosting will be used for online
learning, such as Google, Yahoo, Telegram, etc.

The fourth step is determining the evaluation of the
blended learning design. The teacher evaluates the implemen-
tation of online learning and asks students for input whether
the application/host being used is functioning properly, or
whether they have problems with signal or bandwidth. This
evaluation needs to be done to find out whether online learning
eases students and not causing problems. The next step (5) is
the implementation of blended learning properly. In this step,
the teacher informs the learning objectives, and the material
that will be used, as well as how and where to download the
material online. And the last step is (6) preparing the evalua-
tion criteria for the implementation of blended learning. The
teacher prepares assessment criteria to see whether the learn-
ing system is effective ( the content delivery, the format, inter-
est, easiness, and cost-financing).

The research questions are described as follows.

1. How was the implementation of blended learning model
for teaching Process Essay during the pandemic of COVID 19?

2. What are the students’ perceptions during the imple-
mentation of blended-learning model during the pandemic of
COVID 19?

METHODS

This study uses a qualitative approach focusing on case study
design. The design is considered appropriate because the main
goal of this research is to explore and describe the existing
phenomenon of a particular subject in relation to the teaching
of literacy skills during the pandemic of COVID 19. Creswell
(2012) states that the ‘case’ can be a program, events, or activi-
ties which has a uniqueness in its implementation.The subjects
of the study were the fourth-semester students of English Edu-
cation Study Program in the academic year 2019-2020, Fac-
ulty of Pedagogy and Psychology, Universitas PGRI Wirane-
gara, East Java, Indonesia. To collect the data, the researchers
used interviews, and documentation of personal chats, stu-
dents’ essays, lecturer’s teaching reports, and a list of essays
published in the YouTube platform. The data was collected in
three months from April to June 2020. The researchers ana-
lyzed the data qualitatively sincemost of themwere in the form
of words, phrases, and sentences or non-numerical data.

The researchers also used data codification to separate the
data based on the intended category, namely the draft, the
revision, the chats. The students’ writing was coded by using
their name initials, batch, group, and part of sub-analysis. The
process of data analysis follows Miles and Huberman (1994)
model, namely data collection, data display, data reduction,
and conclusion drawing. After the data were collected, they
were displayed in the form of narratives, dialogues, chats,
excerpts of the students’ writing, and observation of students’
You Tube videos. Only the data which were relevant to the pur-
poses of the study were taken, and the irrelevant ones were
omitted. The selected data were categorized and coded based
on its classification. Each of these steps was done in a cyclic
process.

RESULTS AND DISCUSSION

The Implementation of Blended Learning
Reading Section
During the COVID 19 pandemic today, the use of blended
learning is one the most recommended alternative. Due to the
limited chance tomeet face to face in the classroomand the lack
of opportunity to conduct learning, as usual, the use of digital
technology is the only choice to enable the learning process to
continue. The following is a description of the implementation
of blended learning for reading to write activity to create a pro-
cess essay.

• Type: Process Essay
• Theme: Environmental Protection (Recycling, Reuse,

Reduce)
• Learning objectives:

1. Identify the structure of the process essay
2. Analyzing the model text
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3. Identify the implicit and explicit information from the text
4. Identify the steps to make something
5. Identify the language used to make a process essay
6. Identify the vocabulary
7. Practice in using the vocabulary to make sentences that

show a process

As usual, in the pre-activity, the lecturer delivered the learn-
ing objectives and checked the students’ attendance list. The
lecturer used Google application to check that all the students
were present. The students’ attendance was also recorded in
Telegram Bot and from the screenshot of the Google applica-
tion. For the warming up, the lecturer discussed the unused
items around their home (plastics, cans, bottle, etc) and asked
them whether those items can be reused and recycled. After
the discussion, the students analyzed a model of process essay
through Telegram application. The students had 5 minutes to
scan the text and read silently and to find out the characteris-
tics of a process essay in terms of its structure, vocabulary, and
language.

After silent reading, there was a discussion about the read-
ing text through the Telegram application. The discussion was
about the specific information of the text, such as how the
writer opens the essay, identifying the most important step,
giving reasons why one step is more important than the other,
mentioning the materials used, and stating how the writer
writes the conclusion of the process essay. If the students had
successfully answered the questions, the lecturer gave appre-
ciation in the form of positive feedback (word/ phrases), and
emoticons which show supports, for example very good, good
job, perfect, well done, awesome, and so forth. Giving positive
feedback is very important because it shows that students’ par-
ticipation and hard work are valued and appreciated by lec-
turers. Research has proven that providing positive feedback
can increase the students’ motivation and enthusiasm in learn-
ing Yingwen and Jian (2016). Positive feedback are also able to
createmore open and relaxed interactions between the lecturer
and the students

The discussion also talked about other unused items found
around their homes that can be recycled and reused for a dif-
ferent purpose. They were asked to name the vocabulary rele-
vant to those items and the phrases used to indicate the pro-
cess, such as first, second, third, next, then, finally. Then, the
students made three sentences that indicated a process from
the vocabulary mentioned earlier and posted for everyone to
see in the Telegram application. Peers gave feedback in terms
of the language and content. Based on the data, it can be con-
cluded that the reading activity presented by the lecturer uses
the skimming and scanning technique. Research in FL setting,
especially in the Indonesian context, has shown that scanning
and skimming techniques are beneficial to help comprehen-
sion Asmawati (2015), Basuki (2018), Fauzi (2018), Insiyah
(2019). Skimming is to read quickly the reading material to get
its general main idea, while scanning is to locate specific infor-
mation related to the purpose of the reading activity Harmer

(2001).
The reading activity applied in this online classroom is

silent reading. Hiebert et al. (2012) state that silent reading is
more beneficial for the students if they are under an appropri-
ate condition (tolerable difficulty level of a reading text). Fur-
thermore, based on the research conducted by Liu and Wang
(2015), for intermediate grade level, individual silent reading
is more beneficial for the students.

Writing Section
The writing section is mostly done in an outside classroom
schedule. The students sent their work to the lecturer through
private telegram or WhatsApp connection to present their
draft. But, before they wrote their draft, they shared their plan
of what to write in their essay.The students proposed an idea of
how to make something from an unused item. The plan would
be developed into an essay.

• Type: Process Essay
• Theme: Environmental Protection (Recycling, Reuse,

Reduce)
• Learning objectives:

1. Planning the essay
2. Drafting a Process essay
3. Revising the draft
4. Redrafting the essay
5. Publishing

Aftermaking the list proposal of the recycled items, the stu-
dents made the initial draft for the process essay. This activity
was conducted outside the classroom hour. It means that the
students sent their draft in the form of MS Word format indi-
vidually to the lecturer to be given feedback.

FIGURE 2 | The lecturer's feedback

Some students revised the draft several times, depending
on the writing problems. The lecturer assisted every student

Journal of English Educators Society | ojs.umsida.ac.id/index.php/jees
13

April 2021 | Volume 6 | Issue 1



Lestari Setyowati, Sony Sukmawan, Ana Aksana El-Sulukkiyah Learning from home during pandemic: A blended learning for reading to write activity...

TABLE 2 |Students' Proposal

Class A Class B
1. Phone holder from card board
2. Frame from box
3. pencil case from a tin
4. flower vase from newspaper
5. Make a tissue box from old newspapers
6. Make a pencil box from used cardboard
7. Frame ice cream sticks
8. Simple Chandelier card board
9. Make pencil case from bottle 10. Piggy Bank from unused
bottle
11. Table from ecobric 12. Flower vase from unused bottle
13. Bros fabric
14. Frame from CD 15. Drawer from card board
16. Net Pot hydroponic from unused bottle
17. Frame from card board
18. Pencil case from unused bottle

1. Recycling Styrofoam for memo board
2. Tissue place from card board
3. Pencil case from unused tin
4. Flowers from plastic bags and unused papers
5. Bros from fabric
6. Doormat from unused fabric
7. Glasses from bottle and CD
8. Pencil case from card board
9. Eggs place souvenir from unused papers
10. Accessories from drinking glasses
11. Stationary box from CD and unused card board
12. shopping bag from unused fabric and unused plastic
13. Piggy bank from cigarette tin
14. Wall accessories from drinking glasses 15. Waste bin
from card board
16. Piggy bank from card board

and checked their draft. Giving feedback to the students’ writ-
ing is not an easy task because it needs time, energy, and
commitment to read the students’ composition. But, it is the
teacher/lecturer’s responsibility to devote some time to check,
give comments, and give suggestions to the initial draft in the
writing process Barreto (2011). Moreover, the students who
follow the teacher/lecturer’s feedback have more opportunities
to have better writing quality Barreto (2011).

After being given feedback, the students revised their draft
and sent back to the lecture for the final comment. For the stu-
dents who were ready for publication, the lecturer asked the
students to proofread their writing by utilizing thewriting tools
application provided on the internet. The students were asked
to check their composition by using Grammarly online free
application to deal with the language. To ensure originality,
the lecturer asked the students to send the plagiarism report
by using plagiarism check online for a free application, such as
Smallseotools, Plagiarism, and Duplichecker.

After the students checked the language problems and orig-
inality, they published their work on their YouTube channel.
Every work published on YouTube must include the hash tags
of the students’ institution/ faculty/ department. This is to give
a sense of belonging and pride for the students’ achievement.

FIGURE 3 |Grammarly check

FIGURE 4 |Student's publication in YouTube Channel

Each student was to press the like and subscribe button
on another friend’s YouTube channel. They were also to give
opinions and responses in the comment sections. In general,
the stages of learning to write by using the blended learning
method can be seen in Table 1.

The learning stages can change based on the students’
needs. The COVID 19 pandemic has forced the lecturers to
be adaptable to change, while at the same time to become
innovative and creative in utilizing digital technology. Table 1
shows the learning stages which employ the writing as a pro-
cess approach. Flower and Hayes (1981) and Hayes and Flower
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TABLE 3 | Teaching Scenario (Reading to write Activity for Process Essay)

Stage Activities Applications
Pre-
activity

1. Descriptions of learning objectives Face to face online

2. Making sure that all students are ready for (Google meet)
the class Telegram

Whilst 1. Discussing the topic for background knowledge 1. Google Meet
Activity knowledge

2. Analyzing the model text 2. Telegram (silent reading)
3. Practicing the vocabulary and phrases 3. Telegram

used for process essay 4. Telegram and Whatsapp
4. Planning the essay Group
5. Making a draft based on the topic of 5. Telegram and Whatsapp

interest individually Group
6. Revising the draft after being given 6. Telegram and Whatsapp

feedback Group
7. Redrafting 7. Telegram and Whatsapp

Group
Post Publishing Personal You Tube channel
Activity

(1980) state that there are three main cognitive processes in
writing, namely planning (generating ideas, organizing, and
goal-setting), translating (composing), and reviewing (check-
ing and correcting). Similarly, Sharp (2016) states that every
piece of writing product undergoes several different processes,
before it finally comes to the final draft and is ready for publi-
cation. The reading to write activity presented by the lecturer
employs the writing as a process approach. This can be seen
from the students’ activity in producing the final draft. They
followed several steps before their composition is finally sub-
mitted or published.

The Students' Opinion
The researchers interviewed the students to find out their feel-
ings and opinion of having an online class. A month after
the ‘learn from home’ and ‘work from home’ orders were
announced by the government, the researchers interviewed the
students.

Researcher: How would you like about having a class like
this?

I don’t like it. Full of surprises. I meanwe need
some explanation about the topic of the unit
before we get into the questions. In this situa-
tion, we need something real, something that
can open our minds, because the online class
has many distractions.

Ad/2018A/Ch

A month later, the same student was interviewed by the
researcher. He has a different opinion about having an online
class.

The researcher: How would you like to have an online class
for writing? Is it better to have it in the classroom (face to face)
or at home (online)?

I prefer to do it at home. I can listen to music.
(Ad/2018A/Ch)

The same case also happens to his friends. They share the same
opinions and attitudes after a few months of remote learning.

By and by, I enjoy online class rather than
offline class

(Af/2018A/Ch)

I get used to it
(Els/ 2018B/Ch)

I think I understand the material well even
though we don’t have the face to face meeting.

(Silf/2018A/Ch)

The students also said that the assignment given by the lecturer
made the students learned not only about the materials, but
also digital technology.

Now, I can edit a video.
(Sel/2018A/ch)
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I learn how to edit a video, even though the
result is not like a professional one

(Em/2018B/ch)

Finally, my YouTube Channel has some con-
tent

(Naf/201B/Ch)

However, there were some problems during the process of the
remote learning. The problems were the signal and the quota.

I understand the lesson, even though signal
becomes my problem sometimes

(Put/2018A/ch)

But in my region, the signal is really hard
(Els/ 2018A/ch)

In my region, I have a problem with the signal
(suc/2018B/ch)

Overall, students feel positive about the use of online learning.
The data shows that they learned a lot. Even though some of
them feel reluctant and uneasy in the beginning. Yet, they get
used to it, and perhaps even, enjoy it.

The positive perception in this study is similar to a study
conducted byMahalli et al. (2020).Their finding shows that the
students who experienced blended learning experienced sat-
isfaction felt confident with the use of technology, and were
attentive during learning. Research conducted by Rodriguez
et al. (2008) has shown that students who have hybrid learn-
ing experience perceived comfort as having a strong motive in
learning and having a good quality of online course. As stated
by Dahlia et al. (2020) and Salas-Rueda (2020), blended learn-
ing is one of the possible alternatives to having a better quality
teaching and learning process in the 21st century, and should
be part of any educational program in the future Altay and
Altay (2019).

The signal and quota are the problems faced by the students
in Indonesia. Not many Indonesian students live in an area
where the internet connection is fast and stable. Arizona et al.
(2020) state that the teaching problems faced during the pan-
demic are the quota and the lack of practical knowledge from
the educators and students in terms of how to make the best
use of the technology for the teaching and learning process.
Thus, to solve this problem, they suggest that teachers should
get themselves acquainted with the provided free online appli-
cation for teaching and learning. The solution of the quota and
internet connection problems requires collaboration by many
parties, among them, are the family, the institution, the service
provider, and the government.

CONCLUSION

The pandemic of COVID 19 has shaped the way the teach-
ers/lecturers teach nowadays. The stay home orders forced the
educators to shift from the conventional face to face meet-
ing to technology-based instruction. Based on the data, the
researchers draw a conclusion that the teaching and learning
process in the blended learning setting still follows the typ-
ical stages of teaching, namely the pre-activity, whilst activ-
ity, and post-activity. Each of these stages varies according to
the skill being taught. The reading activity reported in this
study employed the silent reading activity, and skimming and
scanning technique, while the writing activity used the pro-
cess approach, namely planning, drafting, revising, and pub-
lishing. The technologies used in the blended learning model
are Telegram, WhatsApp, Google Meet, YouTube, Grammarly,
and Plagiarism Checker online application. Even though the
students felt discouraged in the beginning, they felt positive
about the hybridmodel.They hadmore knowledge, not only in
terms of the materials and language skills but also in the oper-
ation of the technology.

Blended learning gives three important messages. Firstly,
it is impossible to memorize all of the available knowledge. So,
education is no longer about howmany facts can bememorized
and not about how perfect the learners perform in a test. But
education is more about how to apply the knowledge in real
life and how to get valid and reliable information. Secondly,
blended learning shows that the class is not the only place to
learn. Learning is an endless process that can take place every-
where, anytime, and with anyone. Knowledge is not a fixed and
rigid fact, but knowledge is one thing that is always changing,
evolving, and adapting. And thirdly, a blended learning model
implies that the teacher does not have all answers to all prob-
lems. In this learning model, the teacher acts as a guide, moti-
vator, and moderator and is no longer the only source of infor-
mation for the students. Every teacher dream that their stu-
dents will continue learning even if they have finished their
formal education. In sum, blended learning gives opportuni-
ties for the students to keep on searching for knowledge and
improve their self-quality, and be ready to plunge into real life.
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Many studies on the Automated Writing Evaluation (AWE) Program predominantly 

focused on the outcomes of the students writing and the comparison between AWE 

programs. However, studies investigating the students' perception on combining an 

AWE program and teacher feedback are still insufficient. This study examined the 

students' perception on the use of Grammarly and teacher feedback on their 

writing. It also sought to know whether the students' English proficiency level 

influences their perception. The participants included 26 undergraduate students of 

the Faculty of Law who were taking an English for Specific Purpose (ESP) writing 

course when the data were collected. The data were the students' responses to the 

questionnaire and their TOEFL scores. The result of the analysis showed that the 

students perceived the use of Grammarly and teacher feedback positively. 

Furthermore, the students' perception on the use of Grammarly and teacher 

feedback was not influenced by their English proficiency level. Students of high and 

low English proficiency levels gave positive responses to the use of Grammarly and 

teacher feedback. 
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INTRODUCTION 

Automated writing evaluation (AWE) program that is generally known as computer-

generated feedback has seized increased attention in writing research in recent years. The 

advances of the program which employed sophisticated language processing technologies 

provide real-time holistic scoring and corrective feedback. Moreover, it uses an artificial 

intelligence developed by computational linguistics to rate and to score the writing submitted 

to the program (Ferster et al., 2012; Wilson, 2016; Wilson & Andrada, 2016) by analyzing 

the writing on lexical, syntactic, discourse and grammar levels (Chen & Cheng, 2008). 

Therefore, the users can preview the evaluation result by looking at the feedback and 

correction given by the system and can start to revise the writing based on the evaluation 

given by the system (Chen & Cheng, 2008; Ferster et al., 2012) and save their time in 

checking and evaluating the writings (O’neill & Russel, 2019; Chou et al., 2016; Cotos, 

2011; Roscoe et al. (2017). The AWE program is regarded as a great instrument to assist the 

users to evaluate the writing since it accommodates the diagnostic feature. 

Besides its satisfactory features, plenty of AWE programs also lead the users to 

dissatisfaction. Some research studies investigated some AWE programs by its benefits and 

drawbacks. Intelligent Academic Discourse Evaluator equips obvious feedback for the users 

and leads them to focus on revising the writing Cotos (2011). 
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Criterion which is one of the successful AWE programs 

provides the users with feedback clarity, but the scoring 

system can be deceived by omitting the error for longer essay 

writing (Ebyary & Windeatt, 2010; Wang, 2013). ETIPS 

solely produces inaccurate score measurement in evaluating 

the writing which confuses Scharber, Dexter & Riedel 

(2008). Pigai occasionally presents vague and unhelpful 

feedback regarding the content of writing (Zhang, 2020). 

Writing Roadmap TM 2.0 program can improve writing 

proficiency, and at the same time fails to provide 

comprehensive feedback and suggestion in evaluating the 

idea, content, and writing organization Wang & Wang 

(2012). Therefore, knowing the benefits and the drawbacks 

of AWE programs is important in deciding the appropriate 

AWE program to be used for evaluating writing.  

From many available AWE programs, Grammarly is one 

of the most popular AWE programs which can be 

implemented in the writing class. Grammarly has been 

claimed as an easy tool that can help students and academies 

deal with their writing by checking the spelling, grammar, 

and punctuation errors. It also provides comprehensive and 

useful feedback including correction and suggestion to make 

the writing clearer, more precise, more effective, more 

readable, mistake-free, and impactful with a high rate of 

accuracy and evaluation speed (Grammarly, 2020). Daniels 

and Leslie (2013) argue that Grammarly is not only able to 

identify punctuation (such as missing spaces after periods) 

and the spelling mistakes, including the proper noun and 

provided several alternative possibilities for the misspelled 

words, but also identify fragments and offer advice on verb 

form, although often no suggested corrections are presented, 

and explanations were complex. Thus, Grammarly is 

effective to assist the teacher and students in correcting the 

writing. In addition, the program could help students reduce 

the errors of writing Qassemzadeh & Soleimani (2016), 

improve writing quality, improve writing confidence, and 

promote independent proofreading O’Neill & Russel (2019). 

 Considering the benefits and drawbacks of the feedback 

provided by the AWE program and the teacher, combining 

these two kinds of feedback providers will produce the 

feedback that is truly helpful for both the teacher and the 

students. Moreover, teacher feedback cannot be neglected 

when the AWE program is used (Grimes & Warschauer, 

2010; Qiang, 2014; Ware, 2018). The AWE Programs cannot 

merely replace teacher feedback since the students still need 

help from the teacher to enrich the content of their writing 

(Chen & Cheng, 2008; Zhang, 2020). The program is also 

limited to the semantic analysis of the language (Zupanc & 

Bosnic, 2015). Therefore, writing practices will not be 

effective if the teacher feedback is neglected. 

Germane to studies on AWE programs, the previous 

studies focused mainly on the outcomes or scores of the 

students’ writing (Qassemzadeh & Soleimani, 2016; 

Karyuatry et al., 2018; Yulianti & Reni, 2018; Wang & Li, 

2019), the comparison between AWE feedback and other 

types of feedback Liu & Kunnan (2016), and the validity of 

AWE as a scoring system (Wang & Brown, 2007; Chapelle  

et al., 2015). In addition, the extant studies were also mainly 

conducted particularly at intermediate-above level Chen & 

Cheng (2008) or at low-proficiency level Huang & Renandya 

(2018). In contrast, the present study offers essential issues of 

difference. Firstly, Grammarly is combined with the teacher 

feedback in providing feedback for the students’ writing, 
while the previous studies investigated the use of feedback 

from AWE programs in isolation. Secondly, this study 

examined the students’ perception on the use of Grammarly 
and teacher feedback to know whether the students take the 

benefits of the combination or not. The studies which focused 

on the effectiveness of AWE recomended researchers to find 

out more about the students’ perspective on the 
implementation of different AWE programs Cotos (2011); 

Hegelheimer et al. (2015). Lastly, this study, which uses 

Grammarly and teacher feedback at both high and low 

language proficiency levels, also investigates whether the two 

feedback strategies benefit particular students based on the 

language level. 

By reference to the previous research studies and issues of 

AWE programs, the objective of this study is to examine the 

students’ perception on the use of Grammarly and teacher 
feedback in the teaching and learning process. Moreover, this 

study investigates the use of the combined feedback in an ESP 

writing course. This study enlarges the contribution of the 

research regarding the use of the AWE program in different 

subjects and settings. Thus, the research questions are 

formulated as follows: 

 

1. How do EFL students perceive the use of the 

combination of Grammarly and teacher feedback to 

their writing?  

2. Is there any difference in the EFL students’ perception 
on the use of the combination of Grammarly and 

teacher feedback across proficiency levels? 

 

 

METHODS 

This study was a survey on the EFL students’ perception of 
the use of the combination of Grammarly and teacher 

feedback in the English for a Specific Purpose (ESP) Writing 

course. It involved 26 undergraduate students who took ESP 

Writing course offered in the second semester at the Faculty 

of Law of one of the reputable private universities in Malang 

City, East Java, Indonesia. 

In a series of four sessions in the ESP Writing course, the 

students were taught how to write a cause-effect paragraph. 

In these four sessions, the combination of Grammarly and 

teacher feedback was used to help students write cause-effect 

paragraphs. The steps in the implementation of the strategy 

are explained in Table 1. 
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TABLE 1 | The activities in using the combination of Grammarly and teacher feedback 

Meeting Activities 

Meeting 1 The students were introduced to Grammarly and was trained to use it to check errors in a 

model ofcause-effect paragraph. 

Meeting 2 (1) The students were asked to work in pair to write a cause-effect paragraph about“flood.” 

(2) The pairs were asked to give a reciprocal feedback 

(3)  Grammarly was then used to check the students’ paragraph after a reciprocal feedback 

activity. 

(4) The students revised the draft based on feedback from Grammarly. 

(5) The draft of the paragraph was submitted and given teacher feedback. 

(6)  The students revised the draft based on the teacher feedback. 

(7)  The students submitted their paragraphs to the teacher. 

Meeting 3 (1)The students were asked to write a cause-effect paragraph individually about ” the positive 

effect of the Internet.” 

(2) Grammarly was used to check the students’ paragraph. 
(5) The students revised the draft based on feedback from Grammarly. 

(4)The draft of the paragraph was submitted and given teacher feedback. 

(5) The students revised the draft based on the teacher feedback. 

(6)The students submitted the paragraphs to the teacher. 

Meeting 4 (1) The students were asked to work individually to write a cause-effect paragraph about “the 

danger of smoking.” 

(2) The draft of the paragraph was submitted and given teacher feedback. 

(3) The students revised the draft based on the teacher feedback. 

(4) Grammarly was then used to check the students’ paragraph. 
(5) The students revised the draft based on feedback from Grammarly. 

(6) The students submitted their paragraphs to the teacher. 

(7) Students were given a questionnaire and asked to respond to the questions. 

Based on the planning of the implementation of the 

strategy, in the first meeting, the students were taught about 

the structure and linguistic features of a cause-effect 

paragraph with a model text. In the second meeting, the 

students were directed to construct a cause-effect paragraph 

about “flood” with their classmates in pairs. After the 

students had finished in making the cause-effect paragraphs, 

they were asked to give comments on the works of 

classmates from different pairs. In the third meeting, the 

students were asked to make a cause-effect paragraph 

individually on the topic of “The positive effect of the 

Internet”. In the last meeting, the teacher assigned the 
students to write a cause-effect paragraph about “the danger 
of smoking.” At the end of this meeting, the students were 
also asked to give their responses to the questionnaire. Thus, 

in this study, the students were assigned to make a piece of 

cause-effect paragraph in pairs and a couple of cause-effect 

paragraphs individually with different topics. It aimed to 

cover the materials that should be discussed such as floods, 

internet, and smoking. 

Dealing with the use of Grammarly and teacher feedback, 

the teacher directed it exclusively during the second until the 

fourth meeting. One reason was that the composing process 

happened at these last three meetings. Besides, the students 

were asked to access Grammarly using either their laptops or 

smartphones, whichever felt easier for the students. It could 

be seen from Table 1 that the Grammarly was used from the 

first to the fourth meetings. During the first meeting, the 

program was used as a practice for the students to learn the 

correct use of grammar, mechanics, or vocabulary choice in a  

 

descriptive text. It was also intended to make sure that the 

students had enough experience in using the program. In the 

second meeting until the fourth meeting, the program was 

used to give feedback and correct the students’ errors in 
grammar, mechanics, or vocabulary. In the third meeting, the 

first individual cause-effect paragraph was produced with the 

use of Grammarly before the teacher feedback. Nonetheless, 

in the fourth meeting, the students were asked to use 

Grammarly after the teacher feedback and before the final 

submission only. It was done to reflect the students’ progress 
after using the program several times. 

Data of the students’ perception were collected by using a 
questionnaire. The questionnaire consisted of 16 statements 

constructed in the form of Likert scales with four options: 

strongly agree, agree, disagree, and strongly disagree. Four 

options were used to pose a specific tendency so that the 

students’ responses could be identified clearly. The 16 

statements were intended to know the students’ perception on 

four aspects: the practicality of Grammarly use (3 statements), 

the Grammarly feedback (6 statements), the teacher feedback 

(4 statements), and the combination of Grammarly and 

teacher feedback (3 statements). 

Data were analysis on the basis of the students’ responses 
to each of the statements. The descriptive statistics were used 

to see the frequency and percentage of the students; responses 

which are categorized into positive or agree including 

“strongly agree” and “agree” responses and negative or 
disagree including “disagre” and “strongly disagree” 
responses. 
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Data of the students’ English proficiency levels were 
collected from the students’ scores of Test of English as a 

Foreign Language (TOEFL) that was administered at the 

end of the first semester by the Language Center.Based on 

the TOEFL scores, the students were classified into two 

groups: those who had high English proficiency and those 

who had low English proficiency.  The high English 

proficiency group consisted of 9 students who got TOEFL 

scoresof450 or above. On the other hand, the low English 

proficiency group consisted of 19 students whose TOEFL 

scores were below 450. 

The students’ responses to the questionaire were 
counted andcompared  across the two groups to see whether 

the students’ English proficiency level affected the their  

 

 

 

responses to the use of the combination of Grammarly and 

teacher feedback. 

 
RESULTS AND DISCUSSION 

The results of the study include the students’ perception on 
the use of the combination of Grammarly and teacher 

feedback and their perception on the use of Grammarly and 

teacher feedback across English proficiency levels. 

The Students’ Perception on the Combination of 

Grammarly and Teacher Feedback 

The students’ perception on the practicality of Grammarly 

use is shown in Table 2. 

TABLE 2 | Students’ perception on the practicality of Grammarly use 

No Statements 
Agree Disagree 

f % f % 

1 Grammarly was easy to use. 28 100 - - 

2 I did not need a technical person to help me use the Grammarly 25 89 3 11 

3 The various functions in this system were well integrated 26 93 2 7 

 Average 26 93 2 7 

 

As displayed in Table 2, all the students agreed that 

Grammarly was easy to use. Moreover, most of the students 

(89%) did not need technical assistance from another 

person to use Grammarly and only a few students (11%) 

needed assistance to use Grammarly. More importantly, the 

majority of the students (93%) thought that the various 

functions in Grammarly were well-integrated. At average, 

the majority of the students (93%) considered that 

Grammarly was a program which is practical to use. The 

students’ perception on the feedback provided by 

Grammarly is exhibited in Table 3. 

 

TABLE 3 | Students’ perception on the Grammarly feedback 

No Statements 
Agree Disagree 

f % f % 

1 Grammarly provided understandable feedback 22 78 4 14 

2 Grammarly gave detailed feedback 26 93 2 7 

3 Grammarly did not give misleading feedback in this system 19 68 9 32 

4 Grammarly has helped me to save time in revising my writing 27 96 1 3 

5 Grammarly has helped me improve my writing 28 100 - - 

6 
Grammarly has helped me improve my confidence in submitting my 

work 
28 100 - - 

 Average 26 93 3 11 

 
Table 3 shows that many of the students (78%) thought 

that Grammarly's feedback was understandable. Only a few 

students (14%) thought that the feedback was not 

understandable. Then, the majority of the students (93%) 

responded that Grammarly gave detailed feedback. Next, 

although some students (32%) confirmed that the program 

gave misleading feedback, many students (68%) responded 

in the opposite way. Regarding the feedback efficiency, 

almost all of the students (96%) could save their time in 

revising their writing by using Grammarly as it provided 

real-time feedback. Besides, all of the students agreed that 

Grammarly helped them improve their writing quality and 

their confidence in submitting their writing to the teacher. 

All in all, the feedback from Grammarly obtained positive  

 

responses from the majority of the students (93%). The 

students’ perceptionon the teacher feedback is shown in 

Table 4. 

Table 4 displays that all of the students (100%) 

considered that the teacher feedback was understandable. 

All of them also confirmed that the teacher feedback helped 

them to revise their content and organize their writing 

better. They also agreed that the teacher feedback improved 

their writing. In summary, all ofthe students responded 

positively to the role of teacher feedback in the process of 

writing. 
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TABLE 4 | Students’ perception on the teacher feedback 

 

  

No Statements 
Agree Disagree 

f % f % 

1 The teacher feedback was understandable 28 100 - - 

2 Teacher feedback helped me to revise my writing content better 28 100 - - 

3 Teacher feedback helped me to organize my writing better 28 100 - - 

4 Teacher feedback helped me improve my writing 28 100 - - 

 Average 28 100 - - 

TABLE 5 | Students’ perception on the combination of Grammarly and teacher feedback 

No Statements 
Agree Disagree 

f % f % 

1 Teacher feedback added the feedback from Grammarly 28 100 - - 

2 
The combination of Grammarly and teacher feedback is needed to 

help me improve my writing skill 
28 100 - - 

3 
The combination of Grammarly and teacher feedback is needed to 

help me improve my writing confidence 
28 100 - - 

 Average 28 100   

 

The students’ perception of the combination of Grammarly 
and teacher feedback is depicted in Table 5. 

As Table 5 shows, all of the students (100%) stated that 

the teacher feedback helped them to revise errors which was 

unnoticed by the program. Moreover, all of the students 

agreed that the combination of Grammarly and teacher 

feedback was needed to improve their writing skill and their 

writing confidence. Briefly stated, the feedback from 

Grammarly and the teacher could complement each other 

and enhance the students’ writing quality. 
 

Students’ Perception of the Combination of Grammarly 

and Teacher Feedback across English Proficiency 

Levels 

The comparison of the perception of the high and low 

English proficiency student can be seen in Table 6. 

As Table 6 shows, in terms of practicality of Grammarly 

use, both groups, in general, shared the same positive 

responses. However, a few students from the low English 

proficiency group responded negatively. More specifically, 

they needed help in using Grammarly (16%) and 

thoughtthatthefeaturesofGrammarly were not well-

integrated (10%). 

Dealing with the Grammarly feedback, there were 4 

students (21%) from the low English proficiency group 

who stated that Grammarly did not provide understandable 

feedback. Besides, 2 students (10%), who were alsofrom 

the low language proficiency level group, perceived that 

Grammarly gave undetailed feedback. Furthermore, there 

were 4 students (44%) and 5 students (26%) from the high 

and low English proficiency groups, respectively, who 

agreed that Grammarly gave misleading feedback. 

However, almost all students from both groups agreed that 

Grammarly revised their writing efficiently.  

In terms of teacher feedback and the combination of two 

types of feedback, all of the students from both groups 

perceived positively. In other words, the English  

 

proficiency level did not influence the students' perception 

of both aspects. To sum up, although some aspects of the 

questionnaire obtained negative responses from the low 

English proficiency group, both groups perceived positively 

in almost all aspects. Overall, the data showed that the 

majority of the students from the two English proficiency 

levels (97% from high and 94% from low English 

proficiency groups), responded positively to the two types 

of feedback provision. Based on the finding, it can be 

inferred that the English proficiency level did not influence 

the students’ perception on the use of Grammarly and 

Teacher feedback in the ESP writing course. 

The first research question focused on the overall 

(positive and negative) perceptions of the EFL students. In 

reference to the data gathered from the questionnaire, the 

students responded positively to the use of Grammarlyand 

teacher feedback. The students' positive responses could be 

seen in many aspects. The majority of the students 

confirmed that Grammarly was a user-friendly program and 

it is easy in its use. This is supported by the features of 

Grammarly which were well integrated. This result is in 

line with the result of previous study which 

showedthatcommonly automated writing evaluation (AWE) 

programswere easy to access be it inside and outside the 

classroms (Ariyanto at al. 2019). 

The Grammarly feedback, in general, led the majority of 

the students to give their positive responses. The program 

assisted the students to revise their writing by providing 

detailed and understandable feedback especially in terms of 

grammar, vocabulary, and spelling (Warschauer & Grimes, 

2008; Wilson & Czik, 2016). In this way, the students could 

fix the errors and learn from the errors they made through 

the explanation given by the program as well Arianto at al. 

(2019). Aligning with the findings of Warschauer & Grimes 

(2008) and Wilson & Czik (2016), the students could save 

their time in the revision process because the real-time 

feedback was provided by the program. Thus, it could also 

help the teacher to reduce their  
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workload in revising the students’ work so that the teacher 

could focus more on helping students to revise the content 

and organization of writing (Wilson & Czik, 2016). 

Meanwhile, the program not only boosted the students' 

confidence but also improved the students’ writing 

outcomes (Wilson & Czik, 2016). However, the misleading 

feedback found in the program should be noted by the 

teacher since nine students stated that Grammarly 

sometimes gave misleading feedback. This finding is in line 

with previous studies conducted by Crusan (2015) and 

Nova and Lukmana (2018) that there were sometimes 

undetected or misleading errors in AWE programs. 

Concerning the teacher feedback and the combination of 

both feedback strategies, all of the students perceived 

positively. The students stated that the teacher feedback  

 

 

 

helped them to revise their content and organization better  

in which they did not completely get the feedback from 

Grammarly (Tai et al., 2015). In addition, the undetected 

errors by Grammarly feedback were also accommodated by 

the teacher (Zhang, 2020). The Integration of teacher 

feedback may diminish the faults and inefficiency of the 

AWE programs (Mohsen & Alshahrani, 2019). Therefore, 

all the students confirmed that the combination of 

Grammarly and teacher feedback was the perfect feedback 

strategy which assisted them to produce better writing and 

improve their writing confidence. Concerning this finding, 

the studies investigated by Zhang (2020), Ariyanto et al. 

(2019), Lu et al. (2015) showed that the AWE advantages 

can be fully realized when it works in tandem with teacher 

feedback.  

 

 
TABLE 6 | Students’ perceptionon the combination of Grammarly and teacher feedback across English proficiency levels

No Statements 

High English Proficiency Low English Proficiency 

Agree Disagree Agree Disagree 

F % f % f % f % 

 Practicality of Garammarly use         

1 Grammarly was easy to use. 9 100 - - 19 100 - - 

2 
I did not need a technical person to help me use 

the Grammarly 
9 100 - - 16 84 3 16 

3 
The various functions in this system were well 

integrated 
9 100 - - 17 90 2 10 

 The Grammarlyfeedback         

4 Grammarly provided understandable feedback 9 100 - - 15 79 4 21 

5 Grammarly gave detailed feedback 9 100 - - 17 90 2 10 

6 
Grammarly did not give misleading feedback in 

this system 
5 56 4 44 14 74 5 26 

7 
Grammarly has helped me to save time in 

revising my writing 
9 100 - - 18 94 1 5 

8 Grammarly has helped me improve my writing 9 100 - - 19 100 - - 

9 
Grammarly has helped me improve my 

confidence in submitting my work 
9 100 - - 19 100 - - 

 The teacherfeedback         

10 The teacher feedback was understandable 9 100 - - 19 100 - - 

11 
Teacher feedback helped me to revise my writing 

content better 
9 100 - - 19 100 - - 

12 
Teacher feedback helped me to organize my 

writing better 
9 100 - - 19 100 - - 

13 Teacher feedback helped me improve my writing 9 100 - - 19 100 - - 

 
Combination of Grammarly and teacher 

feedback 
        

14 
Teacher feedback added the feedback from 

Grammarly 
9 100 - - 19 100 - - 

15 

The combination of Grammarly and teacher 

feedback is needed to help me improve my 

writing skill 

9 100 - - 19 100 - - 

16 

The combination of Grammarly and teacher 

feedback is needed to help me improve my 

writing confidence 

9 100 - - 18 94 1 6 

 Average 8.7 97 0.25 3 18 94 1 6 
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In terms of the second research question, the findings 

revealed that almost all ofthestudents from the high and low 

English proficiency groups responded positively to all the 

items of the questionnaire. In other words, the students’ 
English proficiency levels did not influence their responses 

to the use of Grammarly and teacher Feedback in the ESP 

writing course. Moreover, Grammarly can be used by 

students of different language levels but a different 

approach may need to be taken to maximize its use O’neill 
& Russel (2019). 

 

 

CONCLUSION 
 

The study has revealed that the use of Grammarly and 

teacher feedback in ESP writing course obtained positive 

responses from the students. Furthermore, the combined 

types of feedback accommodated the teacher's and students' 

needs in the writing class. Firstly, the program thoroughly 

helped the teacher to deal with the time constraints and the 

detailed explanation of feedback concerning language 

accuracy. The real-time feedback provided for the students 

led the teacher to dedicate more time to help the students 

revise their writing content and organization. Although the 

program gained positive reactions from the students, it also 

had some demerits. The program's weaknesses spread in 

some aspects including misleading feedback and 

undetected errors. For that reason, the role of teacher 

feedback cannot be neglected as it can complement the 

demerits of the AWE program. 

Some suggestions were made for English teachers and 

future researchers. English teachers should consider the 

appropriate approach when using Grammarly for students 

with certain English proficiency level because students 

from different English proficiency levels need a different 

approach. Additionally, investigation on the same or 

another kind of AWE program is needed since the literature 

regarding this combination of types of feedback in different 

AWE programs is still rarely studied. Furthermore, 

conducting a similar study in a different setting like more 

meetings for the implementation, different levels of 

students, or different AWE programs was suggested to 

contribute to the area of investigation. 
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Education today should adapt to the emerging mobile environment. Language 

learning has stepped forward to more personal learning tools by integrating 

smartphones as an aid for mobile learning. The literature has been largely silent on 

students’ recommendations on how the applications should be updated as feedback 

from today’s application pitfalls. This study sought to examine the educational 

affordance and constraints of smartphone-based assistive technology in language 

learning from the students’ point of view along with their recommendations on the 

possible future advancement of smartphone-based assistive technology to help 

students engage better. This study employed content analysis in analyzing the data 

obtained from open-ended questions administered to students. The findings of this 

study denote the use of smartphones in widening vocabulary range, providing 

practices for English exercise, having attractive and interactive features, and 

fostering autonomy, self-regulation, and independence learning due to its 

practicality, portability, accessibility, and flexibility. This study highlights technical 

problems and confusion as the obstacles emerging from the use of smartphones in 

language learning. Meanwhile, the recommendations for future smartphone-based 

application updates are discussed in detail. All in all, smartphone-based assistive 

language learning application is fruitful for students. It is also recommended to be 

used for vocational higher education students as part of informal learning during the 

COVID-19 pandemic situation. 
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INTRODUCTION 

Today’s classroom pedagogical instructions should make use of what digital learners are 
familiar with. In this mobile age, digital learners who grow up close to the rapid and 
relentless advancement of technology requires a familiar yet prospective learning tool. What 
differs digital generations from previous generations is their connection and attachment to 
technology. Therefore, classroom adjustment is imperative to be relevant to the culture of 
digital generations. The need to take part in lifelong learning is getting progressively urgent 
in the modern age of exponential knowledge growth and accelerating technological 
development (Lyddon, 2016). Therefore, for the mobile age, education today needs to re-
conceptualize learning (Sharples, Taylor & Vavoula, 2005). This tremendously rapid 
advancement has led to novel learning methods (Çakmak, 2019). One of the most anticipated 
new learning instructions in this mobile age is mobile learning (henceforth m-learning). M-
learning is a type of learning that makes use of the help of mobile devices (Kukulska-
Hulme& Shield,  2008). It refers to the acquisition of knowledge through mobile devices

 

26



Ira Mutiaraningrum & Arif Nugroho  Mobile assisted language learning application in higher vocational … 

Journal of English Educators Society | ojs.umsida.ac.id/index.php/jees April 2021 | Volume 6 | Issue 1 

 
 

 

(Noriega, 2016). For more than a decade, m-learning has 
played an important role in foreign language learning and 
taken part in language learning in a more flexible manner 
withMobile-Assisted Language Learning (MALL) (Çakmak, 
2019). 

The exploration of MALL is inseparable from the 
description of the current m-learning status. MALL is one of 
the subareas of the growing field of m-learning (Viberg & 
Grönlund, 2012). MALL is specifically designed for 
language learning purposes. It has gained wide acceptance 
for educational use (Azli, Shah, & Mohamad, 2018). It first 
appeared as an alternative educational means in terms of 
flexibility, portability, and spontaneity. MALL is preferred 
than its predecessor, Computer-Assisted Language Learning 
(CALL). MALL is a successor of CALL that is the relevance 
of these devices in today’s context (Turc, 2017). However, 
“MALL differs from computer-assisted language learning in 
its use of personal, portable devices that enable new ways of 
learning, emphasizing continuity or spontaneity of access and 
interaction across different contexts of use” (Kukulska-
Hulme & Shield, 2008). MALL is strongly related to internet 
use and all features from offline use of mobile devices. 
(Turc, 2017) described MALL comprises educational apps, 
e-Books and e-Libraries, course audio, social media, video 
and pictures, QR codes, and management systems. Among 
MALL devices, mobile phone is by far more popular. Mobile 
phone is a significant aid to English language learning and 
most frequently used than any other device (Azli et al., 
2018). It is commonly used for educational purposes among 
other available mobile technologies. There is a significant 
level of mobile device utilization among understudies (Biloš, 
Turkalj & Kelić, 2017) with mobile phones become a 
frequently used device (Yurdagül & Öz, 2018). From other 
mobile devices, more attention has been given to mobile 
phones due to their applications in education and their 
ubiquity (Rahimi & Miri, 2014). Mobile phones, or now 
have been advanced to smartphones, presented a previously 
unavailable host in terms of content and modality by 
introducing students to ubiquitous learning (Lyddon, 2016).  

Researchers worldwide carried out numerous 
inquiries regarding the use of smartphones for language 
learning. Kétyi (2013) highlighted the enormous increase 
of smartphone’s popularity, as it is accessible for by far 
the most majority of students by using smart phones in 
language learning. It remarks the turning point of the 
movement from CALL into the MALL. Rahimi and Miri 
(2014) investigated mobile learning in terms of its 
impact on language learning through mobile dictionary 
use. The findings revealed that mobile phones played in 
extending the anywhere anytime learning out of the 
classroom. In addition, students’ attitudes toward the use 
of mobile phones also caught researcher’s attention 
worldwide. Ababneh (2017) gained insight into 
knowledge on the awareness of Jordanian EFL students. 
It suggested the positive attitudes towards mobile phones 
use in English language learning. Yurdagül & Öz (2018) 
researched English language education, especially on 

students’ attitude towards mobile learning in. This attitudinal 
study of mixed-method outlined easy and instant access to 
information in language learning provided by smartphones. A 
most recent study conducted by Klimova (2019) investigated 
the impact of m-learning on students’ achievement revealing 
that EFL learning, specifically for phrases and vocabulary via 
smartphones was effective within the university students’ 
performance enhancement. It also highlighted the role of 
education in continuous facilitation in learning. 

Several previous studies addressed the use of a 
smartphone-based platform vocational education context. 
Biloš et al., (2017) delved into the context of mobile 
application support in of Austria, the Czech Republic, and 
Germany, they studied on the use of mobile learning and the 
preferences of vocational secondary school students by 
identifying the mobile device usage habits, preferences 
regarding mobile learning features and the attitudes toward 
education. The study surmised that the very positive or 
positive experience was obtained from students with prior 
ICT-assisted education experience. This study forecasted the 
significant role of mobile learning in the future education. In 
the context of language learning, Azli et al., (2018) 
scrutinized the perception of the usage of MALL in 
Vocational College Students’ ESL Learning through a survey 
questionnaire adapted from the Technology Acceptance 
Model (TAM). The study yielded a positive perception 
toward MALL usage. It proffered the acceptance of MALL 
and the implication for curriculum designers and educators in 
terms of interactive ESL learning and learning autonomy and 
by exploiting the use of the mobile phone for beyond the 
classroom context. The studies shed a light on the acceptance 
of MALL in vocational education.  

A growing number of studies have been conducted in 
Indonesia related to MALL applications. A study conducted 
by Octavia, Widiati & Irawati (2019) reported a survey result 
of vocational students’ perceptions of MALL materials. Then, 
Jati (2018) discussed some useful Apps and websites or self-
study and how to make the most of them. Applicably, 
Rohandi, Husain, & Bay (2017) developed additional media 
for the English intensive course textbook in the form of a 
MALL application. Specifically, several studies on the 
applications of smartphones in language learning were carried 
out in the Indonesian context.  For instance, Lekawael (2017) 
researched the smartphone and internet usage’s impact on 
English language learning. Other studies examined the 
application of mobile phones in learning through the English 
Monolingual Dictionary (EMD) (Yudhiantara & Saehu, 2017) 
and in overcoming students’ anxiety in speaking English 
(Machmud & Abdulah, 2017). Another study by Rionaldi 
(2016) explored polytechnic students’ experience and attitude 
of using smartphones for the English language suggesting that 
smartphones were moderately used as a language learning 
tool such as checking a dictionary or translator and listening 
practice. In summary, previous studies investigated students’ 
perception, mentioned useful Apps and websites, used MALL 
for English skill improvement, and developed a new MALL 
application.  
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The previous studies show that MALL has been applied 
in Indonesia and will be relentlessly innovated for the need 
for better education. In the coming days, English teaching 
and m-learning integration will certainly offer vast 
innovations (Tayebinik & Puteh, 2012) and play a 
significant role in education (Biloš et al., 2017). The 
implementation of MALL will be much more popular in 
scaffolding language learning both inside and outside 
classroom settings. MALL could be incorporated into a 
traditional English class (Noriega, 2016) to give the 
opportunity to teachers to lead innovative instructional 
methods (Seifert, 2014). This is the reason why the use of 
m-learning in foreign language learning will attract the 
interests of designers of mobile educational applications by 
which access instant linguistic information is needed by 
students (Yurdagül & Öz, 2018). Consequently, the new 
update and advancement of applications should meet 
students’ need and want. Therefore, a study seeking to 
examine the recommendations from students after using 
mobile-assisted language learning applications is fruitful not 
only for researchers and teachers but also for the 
applications developer/ designer.  

Despite the growing trends of studies related to m-
learning specifically MALL, the literature has been silent on 
students’ recommendations on how the applications should 
be updated as feedback from today’s application 
shortcomings. There is also a great shortage of studies 
addressing MALL especially smartphone-based applications 
in higher vocational education context in Indonesia. The 
previous studies mostly examined the attitudes and the use 
of MALL for specific skills. However, this study delineates 
further explorations of students’ suggestions for future 
language learning application designers to be able to meet 
students’ needs. This study is also expected to contribute to 
the overlooked context of higher vocational education as 
most studies addressed language students rather than 
vocational students. As there are little research studies 
specifically cover the area of MALL especially for higher 
vocational education, this study seeks to contribute to the 
gap of knowledge regarding the application of smartphone-
based assistive technology in learning English in the 
Indonesian context. To this end, this study explores the 
educational affordance and constraints of smartphone-based 
assistive technology in language learning from the students’ 
point of view and the future smartphone-based assistive 
technology in language learning that might be provided by 
the application developer to help students engage better. 

 

METHODS 

This study aims at exploring higher vocational education 
students’ perception toward the educational affordance and 
constraints of smartphone-based assistive technology in 
language learning by means some applications namely 
Busuu, English Listening, and Speaking, English Podcast, 
English Listening and Speaking,and Ello English and  

 

addressing their expectations of the future m-learning 
applications that can help them engage better. The selection 
of the applications was based on students’ familiarity with the 
applications and the availability of the applications in 
Android. From the huge amount of application available in 
the Playstore, the students selected these applications. 

The subject of this study was the students of one of State 
Polytechnic in West Kalimantan, Indonesia. The students age 
ranged from 19-22 years old. They were enrolled in English 
for Specific Purposes (ESP) classes. A total of 87 participants 
of this study studied in the different semesters from 1st-
semester students, 3rd-semester students, and 5th-semester 
students. Although each of the students owned a smartphone, 
they were novice learners in terms of using smartphone-based 
applications for language learning. 

This study was developed by adopting a qualitative 
method. This study employed content analysis in analyzing 
the data. The written responses from students were 
transcribed, categorized, and analyzed to get a rich, 
meaningful understanding of respondents’ intention rather 
than just calculating the frequency of category/ theme that 
emerged from students‘responses. The content analysis is 
concerned with capturing the richness and portraying the 
unique complexities of data and gives meaning to 
information collected and helps identify patterns in the text 
and (Wilkinson & Birmingham, 2003). The data are 
introduced in words and themes, enabling result 
interpretation drawing, with analysis method choice depends 
on how deep the researcher attempts to reflect the 
respondents' statements regarding the issue (Bengtsson, 
2016). With content analysis, there is a bigger chance to 
acknowledge unexpected responses. 

The students were given options of several smartphone-
based English applications. They were instructed to use the 
applications at home and report the activities in every class 
meeting. The students were encouraged to consistently use 
the applications at home for one semester. To note, the 
lecturer did not incorporate the use of smartphone-based 
applications into the English class meetings. The use of 
applications was intended to enrich their language practice 
apart from the participants taught in the class.  

For data collection, at the end of the semester, several 
questions were given to the students. The questions need to 
be answered in the form of an essay. The questions were 
formulated in the following prompt: (1) How do you 
describe your experience using the application? (2) What 
opportunities and challenges of smartphone-based 
applications did you find? (3) Describe your suggestions/ 
recommendations for the future designer of MALL to help 
you engage better. 
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RESULTS AND DISCUSSION 

Based on the analysis of the most frequent smartphone-
based English language learning application used by 
vocational higher education students in this study, more 
than half of students (77%) preferred Busuu application for 
their learning. The rest 18% and 11% of them choose Ello 
English and English Listening and Speaking Application to 
learn English. The pie chart depicting the percentage is 
presented in Figure 1.  

 
Figure1. Smartphone-based English Language Learning 

Application used by Students 

The students who choose Busuu as the application for 
informal learning stated that Busuu had complete features 
that are easy to use. Students described the applications they 
used as user-friendly learning tools since it provided the 
translation in Bahasa Indonesia for the directions. The 
students who used English Listening and Speaking 
application stated that the application was chosen for its 
easy-to-use feature. Meanwhile, Ello English was chosen 
since there were a lot of audios and clear pronunciation.  
More contributions of the applications are described in the 
educational affordances of smartphone-based assistive 
technology in language learning. 

Educational Affordance and Constraint of Smartphone-

based Assistive Technology in Language Learning from 

the Students’ Point of View 

This study sought to identify higher vocational education 
students’ perception toward the use of Smartphone-Based 
Assistive technology in learning English for the students in 
one of vocational higher education in Indonesia. Although 
smartphone-based language learning was predicted to 
challenge the traditional learning method (Seifert, 2014), in 
this study smartphone-based applications were used at home 
due to its powerful features to embrace the considerable 
outside-classroom-learning (Sharples et al., 2008). 
Generally, the students used the applications to train their 
listening skills, find some new vocabularies, and work on 
some reading tasks. The questionnaire analysis indicated 
that the use of smartphone-assistive language learning 
applications widening vocabulary range, providing practices 
for English exercise, having attractive and interactive
  

features, and fostering autonomy, self-regulation, and 
independence learning due to its practicality, portability, 
accessibility, and flexibility. Meanwhile, several themes were 
emerged regarding the inconvenient the students experienced 
during their MALL as teachers need to be aware of the 
obstacles that are a piece of the procedure of new technology 
implementation (Seifert, 2014). 

The availability of various practices for English exercises 
such as gap fills, multiple-choice questions, and 
comprehension questions are the merits of mobile application. 
Mobile learning engages students in language quizzes such as 
fill-in-the-blank and multiple-choice, (Yurdagül & Öz, 2018). 
Bidin & Ziden (2012) in their study declared that students are 
likely to establish the strategies aiding their learning once 
they actively engage with the tasks within m-learning. In 
addition, the lessons and exercises are grouped into increasing 
levels of difficulty. The students express their excitement 
from having a chance to choose exercises from the very basic 
and try to add the experience of more advanced levels after 
that. A student explained: 

“By starting from level 0, I learned many vocabularies 
that eased me working on the next level. It is easier to do 

the task from the easier one”. 

Using smartphone-based assistive technology in learning 
English, most students acknowledge the advantages of the 
use of applications in widening their vocabulary range. They 
described that the vocabularies, as well as sentences and 
dialogue, are completed with audio recordings that trained 
ears to recognize English vocabularies. The finding of a study 
conducted by Yurdagül & Öz (2018) claimed that 
applications emphasizing vocabulary practice are the most 
needed issue. As the biggest weakness of students is 
vocabulary learning and retention (Klimova, 2019), 
smartphone-based applications are expected to support their 
vocabulary mastery. On another note, the students were 
repeating vocabulary and sentences to improve speaking 
skills. This shows that the mobile application embraces 
listening, speaking, and reading skills. 

The students also highlighted the simple yet fascinating 
design of the applications they used. They think the eye-
catching colors and layout impressed them. They rapidly 
attracting new users with its sophisticated use (Viberg & 
Grönlund, 2012). It is not surprising that the application 
design, a seemingly simple matter, creates a huge impact on 
students’ preference as students nowadays were heavily 
influenced by the modern design that marks the technology 
advancement. On another matter, the direction in the Busuu 
application used Bahasa Indonesia. The students think that 
the use of Bahasa Indonesia was helpful for them in using the 
application as well as understanding the exercises given. One 
student explained: 

“There are a lot of Language learning applications out 
there but having a foreign language application using 

Bahasa Indonesia in the direction is a valuable 

experience for us”.  

77%

18%

11%

Busuu Ello English English Listening and Speaking
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As a non-English speaking country that places English 
as a foreign language, a vast majority of students do not use 
English on daily basis. In fact, although Bahasa Indonesia is 
an official language in Indonesia, most regencies have their 
own local languages that actively spoken as a means for 
daily communication. The students participated in this 
study used the Malay language for everyday 
communication. They had difficulty in using a standard 
Bahasa Indonesia (based on the great dictionary of the 
Indonesian language), let alone using English. Thus, the use 
of the national language of Bahasa Indonesia will ease them 
in understanding the direction of each task in the 
applications. 

Using smartphones in learning English provides a 
learning tool regardless of time and space. It alleviates the 
learning opportunity. Kukulska-Hulme (2006) values the 
portability and accessibility of m-learning in the 
educational settings. A study by Kukulska-Hulme et al. 
(2008) emphasizes anywhere and anytime learning as a key 
point of m-learning. Mobile devices denote technology that 
is portable and personal as they are light and are being kept 
close to the owner (Darmi & Albion, 2014). The small, 
light, handy smartphone made it possible for the students to 
carry it everywhere. The mobility and accessibility of 
mobile phones are preferred in the educational setting 
(Tayebinik & Puteh, 2012). People nowadays, including 
students are inseparable from their mobile phones. The 
nature of smartphones as a communication means made 
everyone addicted to it; it became essential, a “cannot be 
left” part of people’s life nowadays. It is described by one 
student: 

“I like learning through smartphone since I can bring it 
anywhere. I can try the quizzes anytime I want since my 

smartphone is always with me”. 

Mobile devices such as smartphones are available 
anytime and anywhere regardless of time and space since it 
can be carried around making the process of transmitting 
knowledge becomes flexible (Bidin & Ziden, 2012; 
Klimova, 2019).  People are addicted to the features 
provided in the smartphone rather than addicted to the 
smartphone itself. Since the features extend opportunities 
for frequent engagement for learning (Darmi & Albion, 
2014), smartphones has a big chance to be a part of 
students’ educational journey outside the classroom setting.  
Hence, smartphones can be very potential in scaffolding 
students’ learning since it attaches the students by its 
features, making it a potential learning tool. 

The students appreciated the opportunity to learn 
English outside the classroom with MALL application. The 
opportunities for learning English outside had increased 
thanks to the use of MALL (Azli, et al., 2018). Students are 
encouraged to show more autonomy, self-regulation, and 
independence by incorporating m-learning (Turc, 2017). 
One student stated that: 

 

It is easier to learn English at home that I can manage my 
learning schedule.  

Downloading learning applications in students’ 
smartphones increased the chance of self-regulated learning. 
Self-regulated learning or usually used interchangeably with 
independent learning and self-directed learning is the process 
as well as a result of the use of smartphones in English 
language learning. In self-regulated learning, students’ take 
control of their learning adjusting to their own pace. This 
finding is similar to Biloš et al. (2017) stating that m-learning 
enables students to learn at their own pace. This is also in 
line with the previous studies stressing the merits of mobile 
application in learners’ learning autonomy by giving a great 
amount of control over when and how to access their m-
learning (Bidin & Ziden, 2012). Smartphones as internet-
capable mobile devices open up the chance for learner 
autonomy in terms of learning anytime and anywhere and are 
a virtually endless variety of rich, multimodal content which 
(Lyddon, 2016). Regardless of the setting, teachers are 
encouraged to employ advanced and new teaching tools 
either in the classroom or outside (Azli et al., 2018). 

However, among the students who felt very well 
experiencing MALL, some students questioned the urgency 
of the use of technology-enhanced language learning. One 
student described the self-learning resources as confusing: 

“I do not really like the use of the applications in 
learning English. I prefer a face-to-face meeting for 
learning English where the lecture is given directly. The 
use of application was confusing since no one guided me 
and I did not know exactly what I am looking for”. 

This confirms the finding of Seifert (2014) that students 
might have a sceptical thought regarding the use of 
smartphones in education. The finding of Seifert’s study also 
implied that students were still reluctant in the 
implementation of smartphones in education. The main 
reason for this hesitation is the confusion of entering a new 
online learning environment. The deluge of confusion 
sourced from novice students‘ inability to perform 
independent learning. They still need guidance on how and 
why the applications may help them learn. Moreover, the 
complete features of applications may bring advantages as 
well as obstacles in learning for those who have not decided 
what to learn. Too many levels, too many task provided; 
they do not know where to start. The amount of information 
can make students become overwhelmed, therefore support 
from the instructor is needed (Turc, 2017). 

Another thing that hindered the students from using the 
language learning application in their smartphone related to 
the technical matters such as online-use-only applications in 
which the students demanded the applications that can be 
used offline, disturbing advertisements and slow loading.  

“The slow loading due to the internet connection is one 
of our problem. Thus, we hope that once we download 
the application, it can be used offline. In addition, when 
we used it online, there were so many ads, It is 
disturbing”. 
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Although the mentioned problems are all common, they 
may disturb the learning process nevertheless. However, the 
constraints of using the smartphone-based language learning 
applications are inevitable for the students who are novel in 
using smartphone-based application in language learning. 
Therefore, a process of adaptation for high-tech platforms is 
needed to let the students be skillful enough in using the 
applications and to give meaning to their learning.  A slow, 
gradual introduction of technology helps pedagogical 
experience without being overwhelmed (Seifert, 2014). 

Future Smartphone-based Assistive Technology 

Innovation to Help Students Engage Better 

This part highlights students’ recommendations for 
future smartphone-based applications designers for 
language learning. Examining students’ recommendation is 
crucial since students’ high mobility life makes flexible 
learning imperative (Bidin & Ziden, 2012). Emanuel et al. 
(2015) pointed out that among the first to try new 
technology, college students play an important role in 
studying the smartphone use. Moreover, Emanuel et al. 
added that college students are generally vocal about their 
needs and want in regards to the technology changes and 
well on the way innovative ways of using existing 
technology. After using smartphone-based assistive 
technology in learning English, students noticed some 
inconveniences they experienced. They pointed out some 
updates the application developer can consider in the future. 

The most remarkable response from the students 
regarding their expectations of future learning applications 
relates to the content of the lessons provided in the 
applications. Some of the students demanded a simpler 
passage and more common vocabularies in the tasks 
provided. 

“We already chose the lowest level, yet, some of the 
quizzes were still too difficult since the texts were too 

long and the vocabularies were not familiar to us”.  

Therefore, an issue to be addressed by designers in 
terms of language learning is vocabulary practice and 
translation such as the meaning of words, collocations, and 
sample sentences (Yurdagül & Öz, 2018). To be specific, 
an application providing English word banks from multiple 
disciplines will be useful for ESP students. Apart from 
communicative competence, vocabulary mastery towards 
certain disciplines is crucial for higher vocational education 
students. 

Furthermore, another response pinpointed the need for 
simpler learning material. Although the application 
provided the lesson from level 0 (zero), there were some 
students found it difficult to follow the listening practices. 
Not only they mentioned the sophisticated vocabularies on 
the listening practices, but also the speed of listening which 
they perceived as too fast. On the same matter, the audio 
clarity was mentioned by some students. One student 
stated: 

 

“The speed (of the listening) was too fast. I could not 
catch what the speaker said. I did not know the 

vocabularies either”. 

This problem may be caused by the condition of students’ 
smartphones or the audio quality from the applications. 
Learners’ listening comprehension can be affected by the 
quality of recorded material or sound system impact (Azmi, 
Celik, Yidliz, & Tugrul, 2014; Gilakjani & Sabouri, 2016). 
Hence, audio recording’ quality and clarity should be 
improved. 

Additionally, the use of Bahasa Indonesia as the language 
of instructions in the applications is also suggested. A student 
suggests that: 

“I am happy to use Busuu, it uses Bahasa Indonesia as 
the direction. It is easier for me to work on the tasks if I 

know what I should do”. 

According to research evidence, mother tongue use as a 
medium of instruction is crucial to effective learning 
(Bühmann & Trudell, 2007). Mother tongue use as the 
language of instruction at university gives advantages to 
students over those in a foreign language (Nyika, 2015). The 
use of mother tongue from the registration process may help 
novice learners to engage better in a digital environment. One 
may argue that the use of English as the language of 
instruction may help students learn vocabulary, however, the 
findings of this study suggest the use of mother tongue/ 
national language as language instructions to avoid confusion 
and “negative attitude at the first sight”. Using the national 
language of Bahasa Indonesia as the language of the 
instructor in the smartphone-based applications will 
definitely scaffold students during their MALL. 

Referring to the registration process, this study delineates 
an interesting finding. Despite it is pointed out that 
Busuu.com presents an ordinary and appealing registration 
(James, 2011) and an easy registration process (Kétyi, 2013), 
a response from some students, however, revealed the 
inconvenience when registering his account due to perceived 
complicated steps. A student hoped that the signing up 
process becomes simpler without asking much data, 
especially personal information.  She argued: 

“The process to sign-up in Busuu was complicated. The 

Wi-Fi quality in the room was not really good. It took 

time just to sign up”.  

While the difficulty in connecting to the internet is a 
common technical problem (Cahrtrand, 2016), one student 
also argued that learning through the web was better. One of 
the students found it difficult to download the application due 
to slow internet access. He also thought that the process for 
signing-up was time-consuming. He added that the sign-up 
process will be easier if the applications had provided the 
tutorial or just a short video clip-on how-to sign-up to the 
application. He stated that: 
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 “I think it is better if we don’t download the 
application. It took a long time for downloading the 

application and registering our account due to the 

slow internet speed. It also took spaces in my 

(smartphone) memory”. 

Interestingly, all students hope that the application can 
be used offline due to the limitation of internet access they 
can get at home. Apart from technical problems, the 
students stated that they were disturbed by advertisements 
that popped up randomly when they used the applications. 
One student described those advertisements as “annoying”. 
This suggestion is appealing that students demanded less 
advertisement or those that keeping them from learning 
without interruptions. 

Lastly, some applications require students to pay after a 
certain period of trial. Meanwhile, the use of credit cards 
and digital payments as the means of a transaction is 
something unusual for the students. For the time being, the 
cashless payment procedure is not yet popular for people in 
the remote areas of Indonesia. This made zero opportunity 
for students to use any paid applications for learning 
English. Therefore, the students hoped that the applications, 
with the same sophisticated features, can be used freely. 

“It is sad to know that we only have several days to use 
it for free. I want this application to be used offline and 

free (from charge)”. 

Free alternatives or an educational package of the 
provider are sought after (Kétyi, 2013). In the same 
matter,one student stated that he would be happy if the trial 
period can be longer. Not only he can use the application 
for free, longer, but the longer trial period will let him 
adjust to the application. Kétyi (2013) proffered that it is 
excessively short for effective learning with only a 7-day-
trial-period of the use of the application in practice.  

Overall, apart from the expectations that students put 
forth on the learning applications, the responsibility for 
better language learning is in the hands of qualified 
teachers/ lecturers who are able to make the best use of 
smartphones in education. The best way to use smartphone-
based assistive language learning applications is by 
knowing the best way of using them before bringing them 
to the classroom. Turc (2017) described that giving valid 
content and guiding to an appropriate learning strategy are 
good things a teacher can do to support m-learning.  Thus, 
in that way, instructors can bridge students to a better 
MALL. 

 

CONCLUSION 

This study denotes the acceptance of smartphone-based 
assistive language learning in an informal learning 
environment with some notes on its challenges. 
Smartphone-based assistive language learning as a result of 
tremendously rapid advancement of technology was 
harnessed for its support in widening vocabulary range, 
providing practices for English exercise, having attractive 
and interactive features, and fostering autonomy, self-

regulation, and independence learning due to its practicality, 
portability, accessibility, and flexibility. Thus, this study 
suggests the use of mobile learning applications in English 
language learning during the pandemic that the school’s closure 
is inevitable. 

The findings of the study revealed that the students 
demanded simpler reading exercises and vocabularies and 
slower listening practice in the applications. The language of 
instruction using mother tongue and simpler registration steps 
were also preferred. Finally, the students urged the update of 
free applications that can be used both online and offline.  To 
sum up, the growing role of smartphones in language 
learning should pay attention to students’ readiness in 
establishing themselves in the new pedagogical instruction. 
For this purpose, the lecturer plays an important role in 
helping students get acquainted with the new setting without 
being overwhelmed. 

Future research studies are expected to explore the extent 
to which the students intend to apply smartphones in the 
language class since, despite numerous advantages of 
smartphone-based applications, some students were reluctant 
to use it as a medium for learning. 
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Research has shown that the initial few years of children’s lives are the best times 

for language to develop at a rapid pace, the first language (L1) or a foreign 

language (FL) may be acquired these times. Researches on preschoolers FL 

acquisition with home-based intervention (HBI) have not been studied extensively 

under the L1 environment. This study aims to examine the results of HBI on the 

development of the acquisition of Indonesian preschoolers’ English as a Foreign 

Language (EFL) sentences. This research is a case study with naturalistic 

observation design, where data were obtained from logbooks and interview. The 

research subjects were 2 preschoolers about 36 months. The study’s duration was 

24 months from the 13th until the 36th month with HBI, namely parents-based and 

authentic/semi authentic-media intervention. The data were the children’s English 

sentences taken at 24th to 36th months at their own homes. The Owens’ 
acquisition of sentence forms measured the English sentences’ development of in 

the respondents’ conversation and self-narration. This research found that at about 

36th month, these Indonesian preschoolers were able to communicate in English in 

various sentences such as declarative, negative, interrogative, imperative, 

embedded and conjoining. 
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INTRODUCTION 

Being able to speak more than one language in the current global era benefits from various 

aspects. Mastering two languagesis considered as a cognitive reserve (Craik et al., 2010) and 

the brain is more efficient in processing information and preventing cognitive weakening 

(Marian & Shook, 2013). Children learning other language than their L1 have gained 

increased ability to communicate and better cognitive development (Ghasemi & Hashemi, 

2011). Learning more than one language is considered better to start at an early age, because 

children can simultaneously build neural networks for the two languages. At a very young 

age, the brain plasticity is still strongly reliant on environmental impacts and the brain 

networks have not fully evolved. Ramirez & Kuhl (2017) found that with intervention 

activities carried out with high interaction intensity, such as listening and playing with native 

speaker tutors, preschoolers grow EFL vocabulary comprehension and produce vocalization. 
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Acquiring EFL since early age seems to be a new trend 

among urban young families in Indonesia. Finding young 

children saying words or conversing in English with their 

parents is common. Many English courses or bilingual of 

EFL and L1 schools for children are found in big cities. 

Parents who speak English introduce various ways, such as 

using English communication for daily activities or utilizing 

media such as videos, music or books. Considering that EFL 

learning by parents is not an explicit learning, then its 

learning outcomes are still questionable.  

Researchers have found that acquiring language 

including FL indeed depends on several aspects, such as 

social environment (Beller, 2008), sufficient input and 

interaction (Ramirez & Kuhl, 2017) to develop both the 

language structure and the pragmatic side of the intended 

language. Interaction and social environment facilitates the 

complicated language learning pathways, because it 

strengthens the relationship between words and their 

references (Verga & Kotz, 2013), words and their meaning, 

pragmatics and pronunciation (Conboy et al., 2015) thus it 

influences children's language development (Ramirez & 

Kuhl, 2017). Meanwhile authentic input from the target 

language contributes practical and cultural target language 

for children to acquire (Pinsonneault, 2008). It creates FL 

environment in L1 environment (Ruiz & García, 2003), 

promotes the target language awareness, increases the 

accuracy at the use of vocabulary, grammar, the conventions 

and structure of information. The research of Ramírez et al., 

(2017) finds that social environment and interaction have an 

important influence on the development of language 

acquisition. Interaction embedded in children's routines 

encourages the language skills learned to be more functional 

and meaningful for them (Jennings et al., 2012). Under 

conversational context, maternal verbal behavior assists 

children’s language acquisition by involving in ‘modeling, 
cueing, prompting, and responding behaviors’ (Owens, 

2016). Parents or teachers adjust talk to children and build 

connected and meaningful conversations (Van Balkom et al., 

2010) in daily activities. Through regular various meaningful 

contexts, children obtain vocabulary, semantic forms and 

simple pragmatic functions (Neuman & Wright, 2014) and a 

slightly more complex morphology and syntax (Steinberg & 

Sciarini, 2006). Besides, a sufficient amount of English input 

in learning EFL through native speakers contact is part of the 

important intervention in learning FL for preschoolers 

(Ramirez & Kuhl, 2017), either in the form of pictures, 

sound or music (Dryden & Vos, 1999) as effective media 

with parents interaction, it thus speeds up the process of the 

target language acquisition (Beller, 2008).  

EFL learning for children in non-English speaking 

countries usually do not have an authentic social 

environment, input and interaction, for the people 

communicate with their own local language. However, these 

aspects can be created (Gass et al., 2013) and intervened 

(Ramirez & Kuhl, 2017) into the ongoing L1 acquisition 

process. For preschoolers who generally still live at home, 

the home language has an impact on their language  

acquisition (Brito, 2017). Intervention in TEFL for 

preschoolers such as challenging material, an integrated 

model of literacy and media (Indrasari et al., 2018) can 

significantly improve (Neuman & Wright, 2014) and lead to 

a rapid increase in the understanding of English words and 

speech production (Ramirez & Kuhl, 2017). A routine-based 

intervention appears to be significant to introduce and grow 

language acquisition (Jennings et al., 2012) and the 

development of foreign language skills is immediately visible 

even in a short intervention (Ramirez & Kuhl, 2017). 

The above studies mostly conducted in schools, day-care 

centers or infant education centers. Seldom is there research 

on EFL learning at home, so this research focuses on 

observing EFL learning activities in non-English speaking 

countries, in non-English family homes. Therefore, this study 

aims at how far the acquisition of EFL sentences is acquired 

through the home-based intervention (HBI), namely parents-

based and authentic-media intervention towards Indonesian 

preschoolers with the Indonesian and Javanese local language 

environment. 

 

METHODS 

This research used naturalistic observations to conduct a case 

study to observe a detail description and analysis of the data 

which were taken naturally, not controlled and carried out at 

the respondent's own places (Cozby & Bates, 2015). This is a 

non-experimental research. The intervention means where the 

process of L1 acquisition, namely Indonesian, was intervened 

with the learning of EFL under Indonesian and Javanese 

language society. It was thus an intervention against the 

normal process of L1 acquisition. The research subjects were 

2 Indonesian preschoolers at about 36 months of age. The 

data were English sentences of the two respondents when 

having dialogue with their mothers and sibling, or doing self-

narration. The data were obtained from some instruments, 

namely log books by means of sampling event (Frey et al., 

1999). The first logbook recorded the learning activities with 

elements namely setting, activities, frequency, goals, media 

characteristics, media titles, and interaction types; the other 

book documented English sentences the children created with 

elements i.e. age, sentences and meaning/intention. Owens’ 
sentence forms acquisition (Owens, 2016) was used to 

observe the age-based sentence development. To ensure 

robust data, the triangulation was carried out by applying 

different methods (Shenton, 2004) that is using several 

independent sources of evidence (Yin, 2006) indicating the 

same data. This was done by applying interviews (open-

ended) to the children’s fathers and grandmother; a direct 
observation and a participant observation. The points asked in 

the interview were confirmation of the children’s sentences, 
sentence production frequency, children's understanding, 

ability of making sentence types, context and reason. The 

researcher directly observed the field and the respondents’ 
mothers, as respondents-observers, performed the participant  
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observation in intervention undertaking, logbooks filling, 

observing and filling real-life role in the learning situation 

being observed. 

The study was conducted for ± 24 months. The first 

phase of the HBI, namely parents-based and authentic/semi 

authentic-media intervention was started at the age 13 to 24 

months in the procedure of early literacy of bedtime reading 

English books for 3 times a week, daily watch of the 

selected videos with authentic/semi-authentic books and 

videos and other routine activities like playing, bathing or 

eating. At the next phase, at 25-36 months of age, the 

previous activities maintained and widened with books, 

videos and activities fitting their ages. At this phase, the 

data were recorded. All of these mother-child learning 

activities were in English, thus English was used 

approximately 50% regularly every day. 

 

RESULTS AND DISCUSSION 

The acquisition of English sentences was measured from the 

kinds of sentences produced in daily conversation or in self-

narration. They were sentences that appeared frequently, 

rarely and those that appeared once and then disappeared. 

This is based on the assumption that every sentence that has 

been used indicates that the respondents are able to make it. 

The following is the description of the findings of those 

sentences. In accordance with the theory of acquisition of 

children's sentences (Owens, 2016) the sentences appeared 

most are the Declarative sentences. The sentences that show 

up consisting of simple sentences in the form of 

Declaratives, Negatives, Interrogatives and Imperatives as 

shown in Table 1; compound and complex sentences are 

shown in Table 2. 

Declarative Sentence Forms 

Having started the speech with words for some times, at the 

age of 25-30 months children began to speak English using 

sentences. Table 1 illustrates the kinds of sentences found 

in the respondents' utterances. Starting to use forms of 

sentences, which are more complete, the children still make 

some deviation. The sentential constructions contains three 

kinds of subjects: the first person, names and impersonal 

‘it’. There is some contracted form ‘it’s’ but it is unanalyzed 
unit because there is no evidence that it is an ‘It is’ 
construction.  Another fixed formula is basic sentences like 

/S + copula verb + complement/ like 'It's a cat' and /S + 

Verb + Object/ like 'I need bandage' often appear in their 

utterances, which then develop into more varied forms. This 

can be seen in the sentence /S + copula verb + complement 

(with positive pronoun)/ such as, 'It's Juna's room' or with 

the addition of 'so' before adjective 'the cat is so cute'. The 

development of sentences of /S + Verb + Object/ are also 

seen in the form / S + V1 + Gerund (direct object) + Noun 

(Object)/ for example in 'Juna love playing rocks'. The use 

of /ing-Verb/ also grows gradually and is seen in many of 

these children's utterances, firstly, it is preceded by a verb 

phrase such as 'jumping on the bed' into more various and  

 

 

complete sentences, for example with the addition of 

comparative adjective like 'The rain so getting bigger'. 

Around the 36th month the auxiliary 'is' appears, so the 

present progressive sentence begins to appear more complete. 

During this period the definite article 'the' is seen for the first 

time, however, there seems to be a temporary generalization 

of the initial use of 'the' so that the definite 'the' article is 

added before some nouns such as 'The papa is sleeping'. Some 

other abilities emerged at the end of this period. They are the 

use of modal auxiliary which appears in the use of ‘gotta’ in ‘I 
gotta brush my teeth’, some past-verb sentences as in ‘I found 
the Dad’, the inflection of the plural noun /s/ like ‘I love 
vegetables’ and the present indicator /s/ like in ‘Wafi hurts’ 
also seen for the first time. 

Negative Sentence Forms 

The negation appears in longer utterances, yet the earliest 

negative of the single word 'no' is  maintained until at the age 

of 36 months or more. That negative element appears in the 

form of ‘no’, ‘can’t and ‘not’. It begins with 'no' before the 
noun or 'ing-Verb' as in; 'no sharing' or ‘no sweets’ which is 
then followed by multi-words sentence like /S + no + 

Infinitive verb/ like 'Wafi no bath'. This syntactic patterns 

develop into /No 'added in: S + Ing-verb/ like 'No, Meme 

crying 'or 'No police car is coming '.It appears here that the 

auxiliary 'is' has started to be used. Negative element ‘not’ is 
seen to appear before the adjective in 'Mas not round and 

round', while other negative element emerges in sentences 

like the use of modal auxiliary ‘can’t’ afterwards. The 
children seemed to have a series strategies put one above the 

other. It starts with the form of /can't + infinitive + object/ 

like 'can't reach it', then followed by practicing using the form 

with subject at the beginning of a sentence like /S + negative 

capital/ in 'I can't' and complement with /infinitive verb + 

object/, so  proper negative sentence is successfully created 

like in the sentence 'I can't draw a car'. At the end of 36 

months the auxiliary verb form 'do' first appears, namely /S + 

do not + V1/ in the expression 'I don't know', but this 

expression is rarely used later on. 

Interrogative Sentence Forms 

The interrogative form began with a single word or a noun 

phrase with rising intonation, such as ‘Bugs on my head?’ By 
the age of 25 months and more non-inversion questions such 

as /collocutor + S + ing-Verb/adjective/ like ‘neni, you 
doing?’ or 'you okay?'  started to be used by these 
children.Other sentences complement by some addition of 

question words in these sentences, like 'bunda, what you 

doing?'Meanwhile, syntactic non-inversion in interrogatives 

with /QW + S + Verb/, such as 'Where the balloon go?' also 

appear. At the end of this phase the inversion form of 

/Subject + Verb/ starts to appear and auxiliary verbs /be/ have 

also been used, for example ‘are we there yet?’; ‘Where is the 
ball?’, including the inversion of copula /be/ in ‘What’s 
that?’.  The yes/no style question sentence with modal 
auxiliary ‘Can I have some?’ or with /auxiliary + ing-Verb/ 

for example ‘Are you reading?’ have been used in talks and 

self-narration. As has been illustrated in Table 1, the children 

under observation were able to use the various kinds of  
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interrogative sentences.  

 

 

TABLE 1 | The Preschoolers’ Simple English Sentences 

Months Declaratives Negatives Interrogatives Imperatives 
     

25-30 S + copula verb + 

complement 

No + Noun/Ing-

Verb/Adjective 

collocutor, S+ Ing-

Verb 
S+infinitive 

 
S+ing-Verb 

S+no+Infinitive 

verb 
QW + S+Ing-Verb Let’s+infinitive 

 
Basic S + Verb + 

Object 

modal (can't) + 

infinitive verb + 

object 

QW + auxiliary 

verb + noun 

 

  S + V1 + Gerund 

(direct object) + 

Noun (Object) 

  
Yes/No Question 

with 

adjectives/adverb 

 

30-36 S + copula verb + 

complement ( with 

possessive 

pronoun) 

S+modal (can't) + 

infinitive verb + 

object 

Yes/No Question 

with Modal 

auxiliary +  verbs 

Infinitive+ 

possessive 

pronoun+object  

 
S + aux +  Ing-

Verb 

No' added in : S + 

tobe + Ving 

Interrogatives with 

QW + copula verb 

+ complement 

don't+be 

+adjective  

 S+ Modal 

auxiliary + 

infinitive 

Demonstrative 

adjective + not + 

adjective 

Interrogatives with 

QW + Modal 

auxiliary+ verb 

Modal+Subject

+Verb+Object  

  S + past-Verb + 

Object 
S+don’t+V1 

Interrogatives with 

QW + S+ infinitive 
 

 

Imperative Sentence Forms 

The imperative mood that can be noted from these children 

mostly functions as requests, invitations and even 

exhortations .At the beginning of 25 months of age, request 

was expressed using the sentence of /S + infinitive/ like in 

'Wafi bath' and invitation was produced in the sentence 

/Let's + infinitive/ in 'Let's go' which in the middle of this 

phase these sentences develop into more varied ones like 

/Let's + repeated Verb + Object/ in 'let's go share the 

crayon'. The use of infinitive as in the usual imperative 

sentence exists, such as 'turn off the lights' which is 

enriched later with variations such as possessive, namely 

/infinitive + possessive pronoun + object/ in 'wash my hand' 

and added with modal auxiliary ‘can’ into request, as in 
/Can+S+infinitive+Object/ in ‘Can you help me?’. 
Meanwhile other imperatives function as exhortation 

gradually appears in the children’s sentences, one of them 
was articulated in the form of negative imperative /don't + 

auxiliary be + adjective/ like in ‘don't be scared, neni’ 
sentence.  

 

Embedded and Conjoining Sentence Forms 

As seen in Table 2, as far as 36 months old, only one 

embedded sentence appears, namely /Verb + noun clause/ in 

'look what I have'. This sentence undergoes contextual 

repetition, but has not yet been developed in the form of 

other syntactic variations; this finding is in accordance with 

Owens’ research that new embedded appears near to the age 
of 4 years (Owens, 2016).Whereas for conjoining sentences  

 

until as far as 36 months these children have begun to 

combine various sentence patterns. Many conjoining 

sentences consist of two, three or more sentences are seen in 

the children’ sentences and are generally without 

conjunctions, for example ‘Mas the blue one, ayah the white 
one, Wafi the yellow one, Memei the pink one’.  

The conjoining sentences of these children have syntactic 

patterns that vary greatly according to the context. An 

interrogative is combined with other question such as ‘What 
are you doing mama? Are you building something?’or two 
declarative sentences are put together in the pattern such as /S 

+ copula verb + complement and S+ing-Verb+adverb/ in the 

sentence ‘The moon is down. The sun is going up upup’. The 
combination of imperative and declarative is also found in the 

pattern of/Look, S+copula verb+ complement/ like ‘Look, it’s 
broken’ or combined with /ing-Verb/ like ‘Look, bunda. The 
train is getting faster. Choo-choo’. The coordinating 
conjunction ‘and’ to combine the clauses appears as the only 
conjunction used until at the end of this phase, some 

sentences like this are seen in a series of sentences consisting 

until 6 sentences with pattern /S + aux +  ing-Verb phrase,ing-

Verb phrase, a noun phrase, ing-Verb phrase, adverb of place, 

and S+auxiliary + complement/. (see Table 2). Nevertheless, 

this ‘and’ conjunction is not yet widely used, so far the 
children only combined sentences with a pause without a 

conjunction. 
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TABLE 2 | The Preschoolers’ Embedded and Conjoining English Sentences 

 Months Embedded 

Sentences 

Conjoining Sentences 

25-30  A series of sentences with S auxiliary and ing-verb 

showing process adding 'and' to join the clauses 

Yes/no question with modal auxiliary (can) and S+ 

auxiliary Be + noun phrase 

30-36 V+Noun clause QW+S + aux +  Ing-Verb, yes/no question with 

Object 

  S+copula verb+complement. S+ing-Verb+adverb  

  Verb phrase+Object, S+auxiliary verb+ adjective 

phrase 

  S+ing-Verb+adverbial phrase. S+copula 

verb+complement 

  S + V1 + Gerund (direct object), S+copula verb + 

complement 

  Imperative sentence Look, S+copula verb+ 

complement 

  S + aux +  Ing-Verb phrase, and ing-Verb phrase, a 

noun phrase, ing-Verb phrase, adverb of place, and 

S+auxiliary + complement  

  S+modal auxiliary (got) and Infinitive verb+noun 

phrase 

 

A systematic pattern in the conceptualization process of 

grammar and semantic function is recognized in these 

children’ sentences. Basic syntactic structure such as the use 
of copular and infinitive verb was used repeatedly with 

expanded variations, and followed by a tiered process until a 

more complete sentence was made. From holoprastic 

sentences, for example 'ants' referring to many ants’ 
existence was enriched then into telegraphic sentences 

'many ants' and 'so many ants' to become sentences with 

multi words 'there are so many ants' where these children 

practiced remarkably fast. Of the sentences they produced, 

many of them were sentences without function words.The 

concept of 'here and now' or concrete concepts that might 

prioritize current action and location in children was 

manifested in sentences like 'Meme crying' or 'Mama, Juna 

outside', so as the question words ‘what’ and ‘where’ widely 
used in this phase were included in this concept. Abstract 

sentences, like the use of the adjective ‘sad’ in the sentence 
‘(the) Juna sad’ first appeared at the end of the 30-36 

months phase. 

There are differences in fundamental concepts and 

syntax of English and Indonesian. The principle of 'tense 

and aspect' or inflection is not recognized in Indonesian, but 

it turns out that there are such sentences in their output. For 

example, the phenomena seen in the pattern of /past-Verb/ 

in 'I found it' or /ing-Verb/ in 'Papa is working' also /noun 

+’s’ plural indicator/ in 'I like vegetables' illustrates that 

they have the capacity to distinguish English ‘tense’ and 
plural forms in sentences. The plausible explanation is that 

although English is a foreign language for the family and 

the environment, yet for the respondents, English is the first 

language exposed along with their mother tongue since they  

 

were toddlers. Therefore, no L1 intervention or inter 

language compared to those who have acquired L1 before 

learning a foreign language. The children’s acquisition of 
English sentences is near that of native speaker children at 

the same age measured from Owen's table of children 

sentence acquisition (Owens, 2016). Their utterance mean-

length is not far different from English native children as far 

as 36 months old. 

The use of several expressions seems to be inspired by 

similar forms they watched on videos, read in books or heard 

from parents. For example, one used 'no' and the other 

preferred the 'don't' form as the prohibiting statement 

depending on parental use to control behavior. This is 

consistent with Owens's statement that the children's negative 

sentence forms emulate what their mothers usually use to 

control their attitudes (Owens, 2016). Some sentences used 

the expressions the children saw on the videos and then used 

them in the same context in real life. For example, when one 

of the children heard an alarm outside the house, he 

immediately said to his mother, 'Mama, it's emergency, let’s 
call the police’ while giving his mother a cell phone. The 

input recorded in the children’s minds seems to appear later 
in their words as memorized language chunks and self-made 

as well, such as those with high frequency sounds, namely 

'thank you'; 'I'm sorry' or 'Are you okay?' or the self-made 

sentences like 'the clock not loud' or 'mother, make my milk'. 

The role of input towards these students’ sentences is central 
to their EFL development. 

Based on the above observation, there are several 

implications that emerge from this study. The first 

implication is that the mother's English ability must be good 

and the English program must be consistent, because it turns  
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out that children absorb language from the three main 

inputs, namely mother’s interaction, videos and books. 
Mothers’ English must be rich in vocabulary and their good 

command of English grammar and active communication is 

central. This research is not in line with Scheffler (2015) 

stating that parents do not need to have proficient English 

well to accompany their children in watching videos, 

because the videos are easy to understand. Yet, videos are 

only input and not real, they need someone to interact and 

to use those videos and books sentences into the real life. 

Interaction in good English, consistent use of English at 

home and good implementation of language programs 

greatly influence results. In addition, all three inputs should 

be sufficiently exposed, so that children can obtain 

adequate input needed to have a good EFL command. This 

finding is not the same opinion with Astutik et al. (2019) 

stating that English has a significant effect towards EFL 

learners even though it is not used as much as the learners’ 
L1. 

The second implication, when the school age comes 

later, English improvement occurs only if this input is 

maintained and modified according to the children’s age. At 
that time the children already go to school, there will be a 

new language environment for them. English kindergarten 

is rarely found in Indonesia, if they go to a normal school 

with Indonesian as the main language, there will be some 

possible problems arise; they experience a feeling of 

alienation from their new environment, since they speak 

English among Indonesian speakers. The other problem is 

that their English might stagnate, and be interrupted by 

Indonesian. The question that arises from the problem is 

that under the environment, how is the development of their 

English? Is their English maintained or do they become 

bilingual, so which language is dominant? This is an 

opportunity for future research. 

 

CONCLUSION 

After getting the HBI for more than 2 years, these kids 

made a significant development of EFL that is very 

important to be observed. By the third year of their ages, 

they already communicated in English with children's 

unique sentences namely telegraphic utterances. Carrying 

out foreign language learning like acquiring a first language 

on preschoolers requires intervention. With maintained 

planning and consistency, the mastery of EFL for preschool 

children is not impossible to achieve.  

After the children were able to make one-word 

sentences and had enough vocabulary, within 2 years they 

were able to talk in English, their sentences were 

meaningful although they were still in a temporary 

incomplete-structure. At this time, the emphasis on concrete 

concepts are still dominant, so that function words have not 

been frequently used. Question words with 'here and now'  

 

 

mood ‘what and where’ were repeatedly used and abstract 

sentences were still rare. An encouraging concern is their 

ability to make conjoining sentences in the 25-36 month 

phase; they learned fast from simple to compound sentences 

and even began building complex sentences. 

The characteristics of the sentences they made in simple 

sentences were in ‘child-like’ sentences, yet they talked in a 
meaningful use of possessive, infinitive, modal auxiliary, 

copular verbs, ing-Verbs and various phrases. In negative 

sentences, the use of ‘no’ both as single-word and multi-word 

sentences are still dominant, even though the form with ‘not’ 
has also begun. In interrogative, yes/No and QW questions 

with Noun, adjective as complement, 'be' and modal as 

auxiliary and ing-Verb are able to be made and used in 

conversation and self-narration. In the imperative, sentences 

with nouns and verb phrases still dominate, besides that, 

occasionally, there were also prohibition with ‘don't’ and 
invitation with ‘let’s’ appear. They succeeded in making 

conjoining sentences, behind the inadequate ability to make 

an embedded or complex sentence, by combining various 

sentence-patterns according to their wishes and intentions. 
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Reading is essential in every subject. Reading also has a relationship with the 

students' achievement. This study is aimed to investigate whether or not there is (1) 
a significant correlation between reading attitude and reading comprehension 

achievement, (2) a significant correlation between reading motivation and reading 

comprehension achievement, (3) a significant correlation between reading attitude 
and reading motivation, and (4) any correlation between predictor variables and the 

criterion variable. The study was a correlational study with Pearson-product moment 
correlation. The sample of this study were 95 eleventh graders of upper secondary 

school. Cluster random sampling technique is used in this study. Questionnaires of 
reading attitude, reading motivation, and reading comprehension tests are given. 

The questionnaire result reveals that the reading attitude was negative, and reading 

motivation is medium. Furthermore, the results show that reading attitude and 
reading comprehension has a significant correlation. Reading motivation and 

reading comprehension also has a significant correlation. The roles of students, 
parents and teachers must work suitably in order to construct the positive reading 

atmosphere, thus they could achieve the better achievement in reading even for all 

subjects. 
 
Keywords: correlation, reading attitude, reading motivation, reading comprehension achievement 

 

 
 

 

ISSN 2503 3492(online) 

*Correspondence: 

fatimahtisa@yahoo.com 

Received: 3th August 2020 

Accepted: 26th December 2020 

Published: 30th March 2021 

Citation:         

Tisa, F., Sofendi, S., Eryansyah, E.  

(2021) Reading and its relationships 

among attitude, motivation, and 

comprehension achievement in 

upper secondary school students. 

  J. Eng. Educ. Society. 6:1. 

doi:10.21070/jees.v6i1.751 

 

INTRODUCTION 
Four skills of English must be achieved by students, such as speaking, listening, reading, 

and writing. Reading is one of the keys that improve learning outcomes in many fields of 

study. Without reading, nothing can be done to develop competence in listening, speaking, 

writing, and translating. According to Li and Wilhelm (2008), language learners need reading 

since it is one of the most critical skills to help them have other language skills. It is also 

supported by Hamra and Syatriana (2010) that English cannot be separated from reading. 

Reading also has the relationship with students’ achievement. Reading is a way to know the 

world because from reading, the reader can have a lot of information and build good 

communicative competence (Amalia, et. al., 2018). 

Reading attitude is one aspect of self-perception of reading ability. The attitude of reading 

as a part of the self-processing system will support the achievement of reading skills through 

a combination process with other factors that determine failure or success in student learning. 

Attitudes towards reading have a direct relationship with reading ability, whereby having a 

positive reading attitude; students will intensely carry out reading activities and will improve 

reading skills and reading comprehension skills.  
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A positive attitude towards reading supports the 

development of reading skills and the development of skills 

related to reading maximally. Negative attitudes towards 

reading impact the development of reading skills and the 

less maximal development of skills related to reading. 

A person who has an attitude in reading is likely to tend 

to notice and do things selectively. It can be meant that 

attitude and self-concept are two things that have an 

excellent contribution to be had by a person to pursue 

success or failure in academic achievement. Reading 

attitude is a system of feelings related to reading which 

causes the learner to approach or avoid a reading situation 

(Tunnel, Carder, &Phaub, 1991).Gorard, Seeand Davies 

(2011) state that attitude can reflect individuals about 

education or academic performance.Tunnel, Carder, and 

Phaub (1991) define reading attitude as a feeling toward 

reading that causes individuals to fond of or dislikes the 

reading activity. According to Matthewson (2004), Reading 

attitude is classified into three aspects, such as towards an 

object, evaluation of the object, which is in a positive or 

negative to an object. Walberg and Tsai (1995) mention 

some factors contributed to a positive attitude. The factors 

are: (1) believing that reading is important, (2) enjoying 

reading, (3) having a high self-concept as a reader, and (4) 

having a verbally stimulating home environment where 

verbal interaction takes place regularly. 

Some factors relate to students' vital role in reading; one 

of them is motivation. Motivation influences and plays an 

essential role in learning and reading activity. Because 

motivation is a primary key for people to do something, as 

believed by Guthrie, Wigfield, and You (2012), motivation 

is a reading domain that can help the reader to set goals, 

build interest and value themselves. Cambria and Guthrie 

(2010, p. 25) state that reading motivation is described as 

student’s enjoyments, their wants and their behaviors 
surrounding reading. Furthermore, According to Barbara 

(2012), reading motivation means enjoying a book, being 

excited about an author or being delighted by new 

information. Yumei (2009) believes that motivation that 

students have has been accepted to influence a key factor of 

success in learning a second of a foreign language. Grabe 

and Stoller (2002) state that students must have reading 

motivation since it can increase their reading 

comprehension. Motivation makes someone willing to read 

a book and wants to participate in all activities. Reading 

material is also one of variable influencing individuals to 

read an English book (Tabaoada&McElvany, 2009). Chun 

(2009, p. 147) explains that providing interesting texts is 

essential in motivating students to read in English. He also 

adds that student needs to be exposed to interesting and 

appealing texts from various genres that are appropriate for 

students’ reading level. 

Reading comprehension is one of the pillars of the act of 

reading. Brummit (2008) defines reading comprehension as 

a critical component of functional literacy. With the ability 

to comprehend what they read, people cannot only live 

safely and productively, also continuing to develop socially, 

emotionally, and intellectually. Reading needs 

comprehension. Reading Comprehension is understanding, 

 

evaluating, and utilizing information and ideas gained 

through interaction between reader and author (Allan & 

Smith, 1990). 

Moreover, according to Royer (2004), reading 

comprehension is the process of understanding and 

constructing meaning from a piece of text. He also believes 

that reading comprehension may be affected by the text's 

difficulty, the vocabulary used in the text, and the readers' 

familiarity with the subject matter. Generally, to see whether 

someone understands the meaning of the text, they should do 

a reading comprehension test. So, it can be considered to 

understand the text if they can answer most of the questions 

about it. Reading comprehension is a significant element in 

language learning because it provides the foundation for a 

substantial amount of learning in EFL learning (Ahmadi 

&PourhoseinGilakjani, 2012). According to Heilman (2002), 

reading is a process of making sense of written ideas through 

meaningful interpretation interaction with language.  

Some previous studies are related to this study. First, a 

study was done by Rojak (2018), the research was a case 

study and. The result showed 69% of participants who 

experienced reading program for a month was giving a 

positive attitude. Second, a study done by Marsela 

(2017).The study was conducted in Palembang, Indonesia. 

The result showed that students' motivation has moderate 

effects on reading comprehension. It means that other factors 

influence students' reading comprehension achievement 

besides motivation such as intelligence, attitude, interest, 

language-learning strategies, etc. A study done by Moriyanti 

(2015).The result showed that students' reading motivation 

and their reading achievement showed that the effect of 

reading motivation was 72.25% toward their reading 

achievement, indicating a positive correlation. Last, a study 

was done by Rizqiyah (2016). The result showed that there 

was no correlation between reading attitude and reading 

achievement. However, there was a correlation between two 

kinds of reading attitude's aspects and reading achievement. 

Furthermore, the previous studies above have similarities 

and differences with this study. It is similar because they 

used the same variables: readability level, reading 

motivation, and reading comprehension achievement. 

However, some gaps between this study and other related 

studies are shown clearly. Not only have different number of 

participants but also the difference level of education. This 

study involved high school students in the research however 

some previous studies involved higher education students. 

The location also stated that this study have done in 

Palembang, Indonesia, while other studies were done outside 

of Palembang or overseas. There could be a concern that the 

findings of this study might be transferred to other teachers 

and the next researchers will be able to examine and scope 

out the appropriate methodologies to improve the students’ 
reading comprehension achievement and identify the other 

correlated variables that affect the students’ reading 

comprehension achievement. 

The writer is interested in doing research about reading 

attitude, reading motivation, and reading comprehension 

achievement of eleventh graders to find out the reading 

attitude, reading motivation of the students.  
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Based on the writer's observation during teaching, it was 

found that students faced difficulties in reading 

comprehension. It was hard for them to understand the 

content of the text, and students were bored (unmotivated) in 

the teaching and learning process. Some students just read 

the text without trying to connect the text's presented ideas 

with their thinking patterns. They only focus on some 

questions presents in the text without comprehending the text 

overall—all in all, the reading skill of eleventh graders 

needed to be developed. 

This study has objectives, which were to investigate 

whether or not: (1) there is a correlation between reading 

attitude and reading comprehension of the eleventh graders, 

and (2) To find out whether or not there is a significant 

correlation between reading motivation and reading 

comprehension of the eleventh graders, (3) To find out 

whether or not there is a significant correlation between 

reading attitude and reading motivation of the eleventh 

graders, (4) To find out whether or not there is any 

significant correlation between predictor variables (reading 

attitude and reading motivation) and a criterion variable 

(reading comprehension). 

 

METHODS 

This study used the correlational study to determine the 

correlations among the students' reading attitude, reading 

motivation, and reading comprehension achievement. 

Reading attitude and reading motivation as the predictor 

variable and reading comprehension achievement as the 

criterion variable. According to McMillan and Schumacher 

(2010), the variable which influences or predicts is called 

the independent (predictor) variable, while the one that is 

affected by or is predicted by the independent variable is the 

dependent variable (criterion). 
A cluster random sampling technique was used to choose 

the sample class. Fraenkel, Wallen, and Hyun (2012) 

explain that random cluster sampling is a selection of 

sample based on groups or cluster subjects. The total 

population in this study was 204 students and consisted of 

two classes, science and social. The sample was taken by 

selecting the classes randomly in the piece of paper. Finally, 

104 students were selected as the sample of this study. 

Unfortunately, there were only 95 students who participated. 

Two techniques were used to collect the data, that are 

ready-made questionnaires Reading attitude, which was 

developed by Tullock, Regina, and Alexander, Estill (1980) 

which consisted of 25 Likert scale items, and Reading 

Motivation Questionnaire (MRQ) by Wigfield and Guthrie 

(1997) which consists 53 Likert-scale items, and Reading 

Comprehension Test which consists 40 short essay 

questions. The writer's consideration to use the two 

questionnaires is because the two questionnaires have been 

used for research in some schools in Indonesia. 

Reading Attitude Questionnaire score is classified into 

two categories, which are a positive Attitude and Negative 

 

 

Attitude. To decide students' attitude toward reading, the 

classification system for reading attitude judgment is 

classified into two categories, which are negative (≤ 3.0) and 
positive (≥ 3.0). Each item of the questionnaire has a five-

point Likert scale, strongly agree (5), agree (4), undecided 

(3), disagree (2), and strongly disagree (1). 

The reading motivation questionnaire was scored by 

assigning the value of one to four points to the chosen 

response. A response indicating a low level of motivation 

receives one point, and those indicating a high level of 

motivation receive four points. The possible range of scores 

for the MRQ is 53 for the lowest score and 212 for the 

highest score. There are three levels of reading motivation, 

which are high motivation (161-212), medium motivation 

(107-160), and low motivation (53-106). Before the test was 

tried out to non-sample, the test was validated by ten experts' 

judgments in order to rate the level of appropriateness and 

difficulties of the test. The experts' judgments were chosen 

from English teachers of SMA Srijaya Negara Palembang 

and SMA Islam Az-Zahrah Palembang and 5 English 

Education lecturers of Sriwijaya University. The test was 

tried out to eleventh graders of SMA Islam Az-Zahrah 

Palembang, in which participants consisted of 30 students. 

The writer used Cronbach Alpha SPSS version 25 to 

investigate the reliability of the reading test. After the test 

was tried out, the result of the reliability was (r= 0.75), which 

is higher than 0.70, and the test is considered reliable. 

Before doing the reading comprehension test, students 

were asked to fill the two questionnaires. Once they finished 

filling the questionnaires, students were not allowed to 

answer the reading comprehension test before the writer 

asked. The duration of answering the reading comprehension 

was given only 60 minutes if some students had not finished 

answering all the questions; they could not continue 

answering the test. 

 

RESULTS AND DISCUSSION 

Analysis of Reading Attitude 

Reading the attitude of the students was obtained, and it was 

found that the mean is 2.95, and a standard deviation is 0.56. 

The writer also reveals that 59% of students were negative in 

reading attitude. In comparison, 41% of students were 

positive in reading attitude. Table 1 

 

Analysis of Reading Motivation 

It was revealed that the mean reading motivation of students 

was 2.73, and a standard deviation of 0.32, based on the data 

obtained. It was also shown that 2% of the students had low 

motivation in reading comprehension, and 79% of the 

students had medium reading comprehension motivation. 

There were only 19% of the students were highly motivated. 

Table 2 
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TABLE 1 | Result of Reading Attitude 

 

 
 
 

 

 
 

TABLE 2 | Result of Reading Motivation 

 

 

 

 

 

 

 

 

 

TABLE 3 | Mean and Standart Deviation of Reading Motivation 

 

 

 

 

 

 
 

Analysis of Reading Comprehension Test 

The mean Reading comprehension achievement test was 

67.55, and a standard deviation was 12.19. Since score 67 is 

considered the passing grade level of eleventh graders of SMA 

Srijaya Negara Palembang, it can be determined that  

 

their test was passed if students' reading comprehension 

achievement level was higher than 67. Meanwhile, for 

those who got below 67 were considered below the passing 

grade. 

 

TABLE 4 | Mean and Standard Deviation of the Reading Comprehension Test  

 

 

 

 

 

 

Based on the data below, it can be seen that there were 56 

students, or 59% of students whose scores were >67, while 39 

students, or 41% of students whose scores were <67. The writer 

concluded that samples were successful in doing the reading  

comprehension achievement test, which consisted of 40 

items of short essay questions. 
 

 
 

TABLE 5 | Result of Reading Comprehension Test 
 

 
 

 

 

 

 

 

Determine the normality of the test, the writer used the 

normality test before obtaining the correlation analysis. The 

result showed that the Reading Attitude, Reading motivation,  

and Reading Comprehension test revealed to be expected. 

The significance value of these variables was higher than 

0.05. 
 

Range of Score 

 

Reading Attitude 

Judgment 

N Total % 

≥ 3.0 Positive Attitude 39 41% 

≤ 3.0 Negative Attitude 56 59% 

 Total 95 100% 

Range of Score 
Reading Motivation 

Level 
N Total % 

161-212 High Motivation 18 19% 

107-160 Medium Motivation 75 79% 

53-106 Low Motivation 2 2% 

 Total 95 100% 

N Mean Std. Deviation 

 

95 

 

2.73 

 

0.32 

N Mean Std. Deviation 

 

95 

 

67.55 

 

12.19 

Range of 

Score 

Score Category N Total % 

> 67 Pass the Passing Grade 56 59% 

< 67 Below the Passing Grade 39 41% 

 Total 95 100% 
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TABLE 6 | One-Sample Kolmogorv-Smirnov Test 

 

 

 
 
 

 
Correlation Analysis 

The writer found out that the r-obtained of reading attitude and 

reading comprehension achievement was -.350**. The Pearson 

Correlation number was given a minus (-) symbol, which 

showed the negative direction. The writer found out the value 

of r-table to check the value of r-obtained to make sure that 

there was a significant correlation between the variables. If the 

value of r-obtained is higher than the value of r-table and p  

 

(probability) is lower than 0.05, it can be concluded that 

there is a significant correlation between the variables. It 

showed that the r-obtained (-.350**) was higher than the 

value of r-table (0.263), and the p-value (0.001) was lower 

than 0.05. It showed that reading attitude and reading 

motivation had a statistically significant correlation. 

Pearson's correlation coefficient indicates that there was a 

weak significant correlation between reading attitude and 

reading comprehension. 

 
TABLE 7 | Correlation Analysis of Reading Attitude and Reading Comprehension 

 

 

 

 

 

 

The Pearson product correlation between reading 

motivation and the reading comprehension revealed that the 

Pearson Correlation value was -.295**. It shows that the 

Pearson Correlation values were higher than the r-table (0.263) 

and had a significance value, which was not more than 0.05.  

Pearson's correlation coefficient r indicated a weak 

significant correlation between reading motivation and 

reading comprehension. It can be concluded that reading 

motivation and reading comprehension had significant 

negative and weak correlations. 
 

 

TABLE 8 |Correlation Analysis of Reading Motivation and Reading Comprehension 

 

 

 

 

 

 

 

 

The value of r-obtained Pearson product-moment of reading 

attitude and reading motivation was 0.106. Moreover, the 

significant value (p-value) was 0.305. On the contrary, the 

value of r-obtained is lower than the value of r-table (0.263), 

and the level of probability is higher than 0.05. In conclusion,  

there was no significant correlation between reading 

motivation and reading attitude, and it had a very weak 

correlation according to the degree of correlation 

coefficient from the interpretation.  

 

 

TABLE 9 | Correlation Analysis of Reading Attitude and Reading Motivation 

 

 
 

 

 

 

The result revealed that the correlation coefficient between 

the predictor variables total and the criterion variable total was 

.435 with a significance value of .000. Thus, it can be 

concluded that there was a significant correlation between  

predictor variables and the criterion variable. The 

contribution of predictor variables (Reading Attitude and 

Reading Motivation) to the criterion variable (Reading 

Comprehension) was 19%. 

Variables Kolmogorv Smirnov Normality 

Score 

Sig. 

Reading Attitude 0.317 .074 

Reading Motivation 0.068 .200 

Reading Comprehension 0.149 .238 

  Reading Comprehension 

 Pearson Correlation -.350 

Reading Attitude Sig. (2-tailed) .001 

 N 95 

  Reading Comprehension 

 Pearson Correlation -.295 

Reading Motivation Sig. (2-tailed) .004 

 N 95 

  Reading Motivation 

 Pearson Correlation .106 

Reading Attitude Sig. (2-tailed) .350 

 N 95 
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TABLE 10 | Correlation Analysis of Reading Attitude and Reading Motivation 

 

 

 

 
 
 
 

It was shown that there was a strong negative, and weak 

correlation between the eleventh graders' reading attitude 

and reading comprehension. Reading motivation and 

reading comprehension also had significant negative and 

very weak correlation. Meanwhile, reading attitude and 

reading motivation revealed no significant correlation and 

had a very weak correlation. 

Findings related to attitude and achievement in this study 

indicated that having a negative Attitude in reading was not 

guarantee that students had low achievement in reading 

comprehension. Still, most students are getting good 

achievement in reading. Learners who have experience 

reading English texts tend to have more desire to read 

English texts than those who do not. It is due to the 

knowledge of grammars and vocabulary they have. It helps 

learners to understand more about English materials that can 

challenge them, such as scientific journals. It can be 

concluded that learners who fond of reading simple English 

texts tend to lack reading English reading experience. 

 

 

DISCUSSION 

According to Pearson-product moment correlation analysis 

to check whether there were any significant correlations 

among the three variables. It was found that there was a 

significant negative correlation between reading attitude and 

reading comprehension of the eleventh graders. The result of 

the correlation coefficient shown that there was a negative 

and weak correlation between the two variables. There was 

a significant negative correlation between reading 

motivation and reading comprehension of the eleventh 

graders. The correlation coefficient showed that there was 

also a negative and weak correlation between the two 

variables. The correlation coefficient number was given the 

minus (-) symbol, which is the correlation direction was 

negative.  

The descriptive statistics of reading the Attitude 

Questionnaire showed that the eleventh graders were in 

negative attitude. It can be seen in Table 11; it shows that 

the positive attitude of reading was 41%, and the negative 

attitude was 59%. This finding was contrasted with the 

students' reading comprehension achievement. There were 

56 students (59%) who passed the passing grade (67) and 39 

students (41%) who did pass the passing grade (67). Also, 

Therefore, findings related to attitude and achievement in 

this study indicated that having a negative Attitude in 

reading was not guarantee that students had low 

achievement in reading comprehension. Still, most of 

students getting good achievement in reading. 

 

The descriptive statistics of the Reading Motivation 

Questionnaire showed that the eleventh graders were in 

medium motivation. According to the mean score of each 

MRQ (Motivations of Reading Questionnaire) aspects, the 

lowest mean score was the Reading Work Avoidance aspect, 

which consists of four items; (1) I do not like vocabulary 

questions, (2) Complicated stories are no fun to read, (3) I do 

not like reading something when the words are too 

complicated, (4) I do not like it when there are too many 

people in the story. 

Marsela (2017) believes that learners who have more 

experience in English reading have more desire to read the 

English texts. They would find it easier to communicate in 

English texts than those that lack expertise. That is because 

of their knowledge of grammar and vocabulary than those 

who have not. This fact helps them understand English 

content, including some challenging English texts that can 

challenge them, such as papers. According to the above 

claims, it can be inferred that learners who prefer to read 

simple English texts can be defined as learners who lack 

knowledge in reading English 

 

 

CONCLUSION 

When students have reading skills and feel comfortable 

reading, they will have a more positive reading attitude. This 

condition will support students in improving their reading 

skills and comprehension. Reading attitude is one aspect of 

self-perception of reading ability. In this study, students' 

reading attitude was negative, and their reading motivation 

was medium, while their reading comprehension 

achievement passed the passing grade, indicating good. Any 

causes, such as pressure, may occur. They do not like 

reading personally; once they were given a reading 

assignment, they have to do so to get a good score. They can 

also feel under pressure that they need to finish the reading 

assignments on time. 

Based on the research questions, there were three 

conclusions drawn in this study. First, the writer revealed 

that there was a significant correlation between reading 

attitude and reading comprehension achievement. Second, 

reading motivation and reading comprehension achievement 

had a significant correlation. However, reading attitude and 

reading motivation were revealed that had no significant 

correlation, and it had a very weak correlation according to 

the degree of correlation coefficient from the interpretation. 

Based on the calculation of the mean of students' reading 

attitude, students' got a higher level. It means the teacher and 

parents must be consistent in overseeing the students to  

Variables R R Square F 
Sig

. 

Predictor variables and the criterion 

variable 

.43

5 
.190 

10.75

7 

.00

0 
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make this attitude better. The government role to supervise 

the changes will have a significant impact. Students' 

negative reading attitude also needs to be solved in order to 

create an enormous right reading attitude around the 

students and the better chance, which could influence the 

other achievement not only in reading. The parents and 

family can bridge this problem, and they are expected to 

provide some relevant reading materials in their family. 

Thus, the children or students will engage, and their good 

attitude might be applied accordingly, not only in school. 

Despite the family, the teachers are supposed to cooperate 

with the librarian and headmaster for supplying relevant 

books in the school library. Without ignoring the printed 

reading books, it seems very useful if the online library is 

also provided using internet connection in school. Thus, the 

positive attitude in reading based on the technological era 

may help the students in learning. In addition, the roles from 

the government need to be elaborated; it will be more 

beneficial if they always check the supplying books in 

schools and provide recent books in routine. They can have 

some training for the teachers and librarians to promote and 

support the online library or just apply the implementation 

of using the book properly. Reading comprehension activity 

should be taken more seriously during the learning process.   

The writer expects that other researchers are 

encouraged to figure out how to further advance the reading 

comprehension achievement, to find other population which 

has different characteristics with the population in this 

study, to find different population which has different 

characteristics with the population in this study and to use 

the other recent instruments for measuring the students' 

reading comprehension test, reading attitude and reading 

motivation to make some better improvements. 

The writer may, after all, draw any recommendations 

based on the above conclusions. Thus it could address some 

significant benefits toward many related aspects of 

education. To motivate and invite the students to read, 

educators should be extra persuasive. This often requires the 

parents' guidance, as in the family, the mindset of 

constructing students' characters towards reading is 

established dominantly. However, if there is no strong 

communication between teachers, parents, and the learner, it 

is difficult to create a festive reading environment. 

 

 

ACKNOWLEDGEMENTS 

The author would like to express her heartfelt appreciation 

to her advisors for their profound direction, supportive 

advice, genuine assistance, great inspiration, and 

encouragement. The writer also expresses her gratitude to all 

of the lecturers at the English Education Study Program who 

had taught her during her study. The writer would also like 

to add to the Headmasters, English teachers, and eleventh 

graders of SMA Srijaya Negara Palembang for their 

assistance and cooperation. 

 

 
REFERENCES 

Ahmadi, M. R., & Pourhosein Gilakjani, A. (2012). 

Reciprocal teaching strategies and their impacts on 

English reading comprehension. Theory and Practice 

in Language Studies, 2(10), 2053-2060. 

Allan, H. R., & Smith, N. B. (1990). Reading for today’s 
children. Englewood Cliff, NJ: Prentice-Hall. 

Amalia, F., Inderawati, R., Erlina, E. (2018). Reading 

comprehension achievement on narrative text by 

using REAP strategy. Channing: Journal of English 

Language Education and Literature. 3(1). 1-7. 

Barbara, A. (2012). Character Building untuk Remaja. 

Batam: Karisma Publishing Group. 

Brummit, J. (2008). What is reading comprehension?. 

Retrieved from http://k12reader.com/what-is-reading-

comprehension/ 

Cambria, J., & Guthrie, J. T. (2010). Motivating and 

engaging students in reading. The NERA Journal, 

46(1), 16-29. Retrieved from  

http://literacyconnects.org/img/2013/03/motivating-

and-engaging-students-in-reading-cambria-

guthrie.pdf. 

Chun, C. W. (2009). Critical literacy and graphic novels 

for English-language learners: Teaching literacy: 

Journal of Adolescent & Adult Literacy, 53(2), 144-

153. 

Fraenkel, J.R., & Wallen, N. E. (2012). How to design and 

evaluate research in education. (8th ed.). Boston: 

McGraw Hill 

Gorard, S., Lee, B. H., & Davies, P. (2011). Do attitudes 

and aspirations matter in education?: A review of the 

research evidence. Saarbrucken: Lambert Academic 

Publishing. 

Guthrie, J. T., Wigfield, A., You, W. (2012). Instructional 

contexts for engagement and achievement in reading: 

Handbook of Research on Student Engagement. New 

York, NY: Longman. 

Grabe, W., & Stoller, F.L. (2001). Reading for academic 

purpose: Guidelines for ESL/EFL teachers. In: M. 

Celce-Murcia (Ed.), Teaching English as a second or 

foreign language (pp. 187-203). Boston: Heincle & 

Heincle. 

Hamra, A., &Syatriana, E. (2010). Developing a model of 

teaching reading comprehension for ESL students. 

TEFLIN Journal, 21(1), 27-40. DOI: 

http://dx.doi.org/10.15639/teflinjournal.v21i1/27-40 

Heilman, A. W. (2002). Principles and practices of 

teaching reading. White Plains, NY: Pearson 

Education. 

Li, H., & Wilhelm, K. H. (2008). Exploring pedagogical 

reasoning: Reading strategy instruction from two 

teachers’ perspectives. The Reading Matrix, 8(1), 96-

110. 

Marsela, S. (2017). The correlations between reading 

motivation, and reading comprehension of the 

eleventh grade students of MAN 2 Palembang. 

(Unpublished undergraduate thesis). University of 

Islam Raden Fatah, Palembang. 

48



Fatimah Tisa, Sofendi, Bambang A Loeneto Reading attitude, reading motivation, reading comprehension ….. 

Journal of English Educators Society | ojs.umsida.ac.id/index.php/jees April 2021 | Volume 6 | Issue 1 

 

 

 

Matthewson, G. C. (2004). Model of attitude influence 

upon reading and learning to read, in R. B. Ruddell& 

NJ. Unrau (eds.), Theoretical Models and Processes 

of Reading. International Reading Association, 

Newark, DE. 

McMillan, J. H., & Schumacher, S. (2010). Research in 

education: Evidence-based inquiry (7thed.). 

Englewood Cliffs, NJ: Pearson Education. 

Moriyanti. (2015). The correlation between reading 

motivation and reading comprehension achievement 

(a correlational study at SMKN 1 Banda Aceh). 

Electronic theses and dissertation of Universitas 

Syiah Kuala. 

Rizqiyah, H., Vianty, M., &Erlina, E. (2016). Improving 

Functional Reading Achievement of the Eighth 

Grade Students of SmpNegeri 10 Palembang 

Through Collaborative Strategic Reading 

(Csr) (Doctoral Dissertation, Sriwijaya University). 

Rojak, A. A. (2018). Exploring students’ attitude toward 
extensive reading (A case study at the tenth grade of 

SMAN 9 Kota Tangerang Selatan in academic year 

2017/2018). Institutional Repository UIN Syarif 

Hidayatullah Jakarta. 

Royer, J. M. (2004). Uses for the sentence verification 

technique for measuring language comprehension. 

Amherst, Massachusetts: Reading Success Lab. 

Retrieved from  

http://www.readingsuccesslab.com/Reading_Compre

hension.html 

Taboada, S., & McElvany, O. (2009). Intrinsic and 

extrinsic motivation. Retrieved from  

http://www.excel.org.uk/content/index.php/main/teac

hing_and learning 

Tullock, R., Regina. S. & Estill, L. (1980). An assessment 

of University students’ attitudes toward Foreign 
Language 

Tunnel, Carder, Justen & Pahub. (1991). Correlates of 

reading achievement and attitude: a national 

assessment study. Journal of education research, 

78(5), 159-167. 

Walberg, H. J. & Tsai, S. L. (1995). Correlates of reading 

achievement and attitude: A national assessment 

study. Journal of Educational Research, 78(5), 159-

167. 

Wigfield, A. & Guthrie, J.T. (1997). Relations of 

children's motivation for reading to the amount and 

breadth of their reading. Journal of Educational 

Psychology, 89, 420-432. 

Yumei, J. (2009). Motivation and its relationship with 

reading achievement in an urban middle school. The 

Journal of Educational Research. 100(4), 81-101 

 

 

 

 

 

 

 

 

 
Conflict of Interest Statement: The authors declare that the research was 

conducted in the absence of any commercial or financial relationships 

that could be construed as a potential conflict of interest. 

 

Copyright © 2021 Tisa, Sofendi and Eryansyah. This is an open-access article 

distributed under the terms of the Creative Commons Attribution 

License (CC BY). The use, distribution or reproduction in other forums is 

permitted, provided the original author(s) and the copyright owner(s) are 

credited and that the original publication in this journal is cited, in 

accordance with accepted academic prac- tice. No use, distribution or 

reproduction is permitted which does not comply with these terms. 

  

49



Fatimah Tisa, Sofendi, Bambang A Loeneto Reading attitude, reading motivation, reading comprehension ….. 

Journal of English Educators Society | ojs.umsida.ac.id/index.php/jees April 2021 | Volume 6 | Issue 1 

 

 

Appendix 1 

 

Nama : 

Kelas : 

Reading Attitude Questionnaire 

(Anglet Sikap Dalam Membaca) 

Petunjuk : Pilihlah pernyataan-pernyataan di bawah ini sesuai pendapat anda dan beri satu tanda (√) untuk setiap pertanyaan di kolom 

1, 2, 3, atau 4. 

Keterangan: 

1: Sangat tidak setuju    3: Setuju 

2: Tidak Setuju     4: Sangat Setuju 

 

No 
Statements 

(Pernyataan) 
1 2 3 4 

1. You feel you have better things to do than read. 

(Anda merasa anda memiliki hal lain yang lebih bermanfaat dari pada membaca) 
    

2. You seldom buy a book. 

(Anda jarang membeli sebuah buku.) 
    

3. You are willing to tell people that you do not like to read. 

(Anda bersedia memberitahukan kepada orang-orang kalau anda tidak senang membaca.) 
    

4. You have a lot of books in your room at home. 

(Anda memiliki banyak buku di kamar anda di rumah.) 
    

5. You like to read a book whenever you have free time. 

(Anda senang membaca buku saat anda memiliki waktu luang.) 
    

6. You get really excited about the book you have read. 

(Anda merasa senang jika telah menyelesaikan membaca buku.) 
    

7. You love to read. 

(Anda Cinta membaca.) 
    

8. You like to read books by well-known authors. 

(Anda senang membaca buku dari pengarang terkenal.) 
    

9. You never check out a book from the library. 

(Anda tidak pernah meminjam buku dari perpustakaan.) 
    

10. You like to stay at home and read books. 

(Anda senang berada di rumah dan membaca buku.) 
    

11. You seldom read except when you have to do a book report. 

(Anda jarang membaca kecuali anda harus membuat laporan tentang sebuah buku.) 
    

12. You think reading is a waste of time. 

(Anda berpikiran bahwa membaca hanya membuang-buang waktu.) 
    

13. You think reading is boring. 

(Anda berpikiran bahwa membaca adalah hal yang membosankan.)     

14. You think people are strange when they read a lot. 

(Anda berpikiran bahwa orang-orang yang banyak membaca adalah aneh.) 
    

15. You like to read to escape from the problem. 

(Anda senang membaca untuk menghindari masalah.) 
    

16. You make fun of people who read a lot. 

(Anda menertawakan orang-orang yang banyak membaca.) 
    

17. You like to share books with your friends. 

(Anda senang untuk saling meminjam buku dengan teman anda.) 
    

18. You would rather someone just tell you information so you won’t have to read to get it. 
(Anda lebih senang jika seseorang menceritakan langsung sebuah informasi sehingga anda tidak perlu 

membaca untuk mendapatkannya.) 

    

19. You hate reading. 

(Anda tidak suka membaca.) 
    

20. You generally check out a book when you go to the library. 

(Pada umumnya anda meminjam buku kalau anda berkunjung ke perpustakaan.) 
    

21. It takes you a long time to read a book. 

(Butuh waktu yang lama bagi anda untuk membaca sebuah buku.) 
    

22. You like to broaden your interests through reading.     
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No 
Statements 

(Pernyataan) 
1 2 3 4 

(Anda senang memperluas wawasan pengetahuan anda melalui membaca.) 

23. You read a lot. 

(Anda banyak sekali membaca.) 
    

24. You like to improve your vocabulary so you can use more words. 

(Anda senang untuk menambah kosa kata anda sehingga anda bisa menggunakan lebih banyak kata-kata.) 
    

25. You like to get books for gifts. 

(Anda senang menerima buku sebagai hadiah.) 
    

 

 

Terima Kasih 

 
. 
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Office Administration students at Vocational High School(VHS) require English reading-writing 

materials to assist them acquiring competencies as stated in the Indonesian National Work 

Competency Standards (Standar Kompetensi Kerja Nasional Indonesia, hereinafter referred to as 

SKKNI). The present study aimed to evaluate the existing materials and seek their relevance to 

SKNNI. The evaluation involved three English textbooks entitled Bahasa Inggris 

SMA/MA/SMK/MAK for Grade X, XI, and XII through checklist method. The authors used an 

evaluative checklist adapted from Cunningsworth (1995) and focused on three aspects — 

learning objective, language content, and text type. The results show that learning objectives in 

all assessed textbooks mismatch with the competencies defined in SKKNI. Likewise, language 

content (grammar and vocabulary) covered in those textbooks is irrelevant with language 

knowledge needed as the basics to attain the competencies in SKKNI. Then, the textbooks 

provide the kind of texts which are distinct from those required by SKKNI that must be business 

documents. Although one topic in textbook for Grade XII relates to office administration (about 

job application), it remains insufficient. To put it simply, the findings indicate that the three 

textbooks do not correspond to the national standards, so they are inappropriate for Office 

Administration students. Therefore, designing reading-writing materials based on SKNNI is the 

future action in response to the results of this study. 
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INTRODUCTION 
Students studying Office Administration at VHS have been prepared to get involved in 

working life after graduation. To them, the competencies required to graduate from school include 

not only how to manage administration, but also include understanding and using English as the 

means of communication. As stated in SKKNI for office administration, students are required to 

be able to speak, read, and write in English at a basic operational level. It means that learning 

English related to their field of study is very important to meet the work competency standard. To 

facilitate students learning English, the materials used in the classroom play an important role. 

Materials are advantageous to promote the quality of teaching and learning only when they are 

appropriately prepared based on the needs of the teaching-learning process and when they provide 

easy-to-follow procedures for the teacher and students (Mukundan, Nimehchisalem and 

Hajimohammadi, 2011; Damayanti, Fauzi and Inayati, 2018). It implies that being selective about 

materials for classroom use is a necessity since different groups of learners have different needs, 

and the process of selecting appropriate materials is known as materials evaluation. Materials 

evaluation is a process assessing the usefulness and effectiveness of learning materials using 

particular criteria as the evaluation standard to figure out whether or not they can facilitate the 

users to carry out teaching and learning practice (Tolinson, 2013; Tajeddin and Alemi, 2018). It is 

beneficial to find information about the fit between the content of materials and the context of a 

certain program by comparing the materials to the context (Brown, 1995; McGrath, 2002). 
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Doing materials evaluation is pivotal because there are 

many cases where materials are well-suited in one 

condition, but they are highly inappropriate in another 

condition (Richards, 2001). Previous studies conducted in 

different fields (Office Administration, Management, Hotel 

Accommodation, and Maritime and Fisheries) revealed that 

the existing materials are incompatible with the students’ 
needs of learning English. The content covers General 

English (Ronaldo, 2016; Yolanda, 2018), then the language 

content, language skills, and topics in the materials are 

inappropriate (Nurhamsih and Syahrial, 2018). Moreover, 

some parts of the materials are usable for self-study and the 

activities enable students to practice English related to their 

future professional work, but the other parts are irrelevant 

and thus need adaptation (Azarnoosh and Ganji, 2014; 

Mella, 2018).  

This indicates that no one-size-fits-all materials can be 

provided for English students, particularly those with 

specific purposes. Due to this reason, the present study 

attempted to seek empirical evidence of the suitability of 

materials for teaching English to SMK students majoring in 

Office Administration. This study would evaluate reading 

and writing materials in the textbooks by relating them to 

the competencies stated in SKKNI. The rationale to focus 

on reading and writing is that Office Administration 

students will dominantly use these skills in the workplace 

(Evans, 2010). 

  
  METHODS 

 
The present study applied qualitative document analysis 

method. Bowen (2009) defines document analysis as “a 
systematic procedure for reviewing or evaluating documents 

– both printed and electronic (computer-based and Internet-

transmitted) material” (p.27).As the definition implies, 
document analysis enables the researchers to conduct well-

planned evaluation or review upon particular documents 

needed to gain understanding about issue being research. 

Similarly, this method allows the researchers to gain 

substantive information which is useful to evaluate and 

describe phenomena or practices in educational settings 

(Best and Kahn, 2006). 

Research instrument used in this study was an evaluation 

checklist. Checklist is the method widely used to appraise 

ELT textbooks or other instructional materials and is 

created based on particular aspects of classroom instruction 

and teacher-students interaction (Mukundan, 

Nimehchisalem and Hajimohammadi, 2011; Byrd and 

Schuemann, 2014). 

Three aspects were evaluate din order to figure out the 

suitability of English reading and writing materials for 

Office Administration students i.e., learning objective, 

language content, and text type. Patel and Jain (2008) assert 

that good-quality learning materials must be in line with the 

goals of teaching English. Learning objective is like a 

navigation tool that show learners the steps to gain their 

desired outcome (Mahajan and Singh, 2017).  

Then, language content is also important to be examined. 

As stated by Tajeddin and Alemi (2018), the evaluation  

 

form used to assess materials should enable the analysis of  

conformity between instructional materials and the target-situation 

use which includes the language that students will use in the target 

situation. Moreover, text type turns into pivotal aspect to be 

evaluated, particularly when evaluating reading and writing 

materials. The reason is that texts serve as models providing 

students with good examples of how certain texts are structured 

and what language should be used (Hyland, 2013). 

Although assessing three aspects seems to be superficial, the 

absence of the aspects will affect the efficiency of the materials. 

Besides, materials evaluation should not be too complicated. 

Cunningsworth (1995), Dudley-Evans and St John (1998) state 

that there are a lot of aspects to consider when evaluating 

instructional materials and having all of them to be explored must 

be exhausting. For that reason, it is suggested to limit the number 

of criteria by giving priority to what most important based on the 

context where the materials will be used since involving 

numerous criteria within lots of aspects seems unfeasible, so 

working on two or three of the kind is certainly more practical. 

The following table shows the checklist adapted from 

Cunningsworth (1995) for evaluating materials (see TABLE 1 ). 

 

TABLE 1. Textbook Evaluation Checklist 

 
Do the materials correspond to the aims and 

objectives of teaching English in a program? 

 
What grammar and vocabulary items are included? 

Do they correspond to students’ language needs? 

 
What text types (genres) are used? Are they 

appropriate? 

 

The researher ealuated three English tetbooks generated by 

Indonesian Ministry of Education and Culture entitled Bahasa 

Inggris SMA/SMK/MA/MAK for Grade X, XI, and XII. The 

instrument to evaluate the textbooks was an evaluative checklist 

adapted from Cunningsworth (1995). The evaluation was 

conducted in three months and focused on reading and writing 

materials with the following steps: 1) reading all chapters of 

English textbooks entitled Bahasa Inggris SMA/SMK/MA/MAK 

for Grade X, XI, and XII; 2) highlighting and selecting the 

reading and writing materials in the textbooks; 3) making 

judgment of the materials based on the determined standard – in 

this case, SKKNI. In analyzing the data, the researcher matched 

the reading and writing materials with the qualifications 

framework to assess the conformity of materials to the required 

standards. The process is represented in the following figure 1. 

 

  
                FIGURE 1. The process of materials evaluation 

 

Reading the whole part of textbook                     

Highlighting the reading and writing materials 

Making judgement of the materials
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RESULTS AND DISCUSSION 

The findings, in general, reveal that Bahasa Inggris 

SMA/MA/SMK/MAK for Grade X, XI, and XII (the three 

textbooks) mismatch with SKKNI in terms of learning 

objective, language content, and text type. This accepts the 

outcomes of previous studies inferring that published 

textbooks have always failed to address ESP students’ need 
for learning English (Azarnoosh and Ganji, 2014; Ronaldo, 

2016; Mella, 2018; Nurhamsih and Syahrial, 2018; 

Yolanda, 2018). Further details of the results are presented 

and discussed in the following sub-sections. 

 

Learning Objectives 

The posed question for evaluating this aspect is “Do the 
materials correspond to the aims and objectives of teaching 

English in a program?”.The aims and objectives of English 
for Office Administration students should be based on 

English competencies stated in SKKNI because having the 

competencies are the requirements to graduate from school 

and to perform well in the workplace. The competencies in 

SKKNI require students to be able to: 1) recognize 

commonly used punctuation and abbreviations in the 

industry, 2) read short office documents and instructional 

texts, 3) identify the purpose of writing, and 4) check the 

sentences in writing. Meanwhile, as shown in Table 2, 

learning objectives for reading skill in English textbooks for 

Grade X, XI, and XII require students to identify, 

understand, explain, interpret, differentiate, and analyze the 

content, social function, text structure, and language feature 

of interactional transactional texts, interactional 

interpersonal text, short functional text, and functional texts. 

Then, for writing skill, students are required to be able to 

apply and compose the mentioned texts by using 

appropriate social function text structure, and language 

feature of the texts. 

Although it seems that there is no significant difference 

between learning objectives in the evaluated textbooks and 

the competencies in SKKNI, the content to be learned is 

highly distinct. Since learning objective is the step-by-step 

guideline to gain the desired outcomes (Mahajan and Singh, 

2017), then both key abilities and content should be in line 

with the standards that have been stated for Office 

Administration students. Therefore, the answers for the 

match between learning objectives in the evaluated 

textbooks with SKKNI are all negatives which means that 

the textbooks provide learning objectives of reading and 

writing that fail to match reading and writing competencies 

stated in SKKNI for office administration. 

Other researchers (Yolanda, 2018; Fatimah and Purbasari, 

2019) also discovered that the textbooks used for textbooks 

used for teaching English to students of Office 

Administration program encompass learning objectives 

which do not accord with the goals of English learning 

required by students. Although they analyzed different 

textbooks and used other references to evaluate the 

suitability of the textbooks, the findings prove that students 

are not provided with materials that align with their 

objective for learning English. 

 

 
TABLE 2.Learning Objectives of Bahasa Inggris SMA/SMK/MA/MAK 

Grade X By the end of the lessons, students are expected to 

be able to: 

1. identify the meaning, social function, structure, 

and language feature of interactional 

transactional texts, interactional interpersonal 

text, short functional text, and functional texts 

2. explain the content of short functional text and 

functional texts 

3. compose interactional transactional texts, 

interactional interpersonal text, short functional 

text, and functional texts by applying 

appropriate social function, structure, and 

language feature of the texts 

Grade 

XI 

By the end of the lessons, students are expected to 

be able to: 

1. apply the social function, structure, and 

language feature of transactional interaction 

texts  

2. differentiate social function, structure, and 

language feature of short functional texts and 

functional texts 

3. understand the social function, structure, and 

language feature of short functional texts and 

functional texts 

4. interpret the social function, structure, and 

language feature of short functional texts 

5. compose transactional interaction texts, short 

functional texts, and functional texts by 

applying appropriate social function, structure, 

and language feature of the texts. 

Grade 

XII 

By the end of the lessons, students are expected to 

be able to: 

1. analyze the social function, structure, and 

language feature of transactional interaction 

texts, short functional texts, and functional texts 

2. understand short functional texts and functional 

texts 

3. produce transactional interaction texts, short 

functional texts, and functional texts by 

applying appropriate social function, structure, 

and language feature of the texts. 

 

Language Content 

The criteria or posed question for evaluating this aspect is “Do 
What grammar and vocabulary items are included? Do they 

correspond to students’ language needs?”.In English textbooks for  

Grade X, XI, and XII, the language content to learn includes the 

list of grammar and vocabulary related to topic in each chapter.  

In term of grammar, students are taught pronouns, simple past, 

present perfect, present perfect continuous, singular and plural, 

would like and be going to, noun phrases, adjectives, adverbs, 

verbs to describe, passive voice, derivatives (nouns from verbs), 

adverbial clauses, adverbial phrases, reported speech, and past 

continuous, modals, mental verbs, saying verbs, causal 

conjunctions, future simple, imperatives, if clauses, modal verbs 

of necessity, relating verbs, gerund, suffix – ion, and time 

sequencers.  
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Furthermore, in term of vocabulary, students are taught 

the words related to person’s name, family relationship, 

friend, congratulating, complimenting, names of 

recreational facilities and holiday, school activities, 

ecotourism destinations, historical building, announcement, 

meeting an idol, biographies, folktales, invitation to formal 

and social events, viewpoint expression, gratitude, advice, 

good and bad news, cause and effect, songs, poems, fairy 

tale, bullying, short stories, captions, asking for attention, 

facts, surprises, necessity and expectations, types of job, job 

application letter, job advertisement, description (animals, 

natural phenomena, social phenomena), manufacturing 

processes, daily news, and how to make something. 

Meanwhile, SKKNI states that students must have 

knowledge to read and write business documents in English. 

Having knowledge here means that students must have 

mastered a range of grammar and vocabulary items that they 

need to understand business documents written in English 

as well as write those documents using English. Although it 

does not elaborate the lists of language content by which 

Office Administration students should learn,the statement is 

clear that students should have English knowledge related to 

documents to be read and written in the office. 

As listed by Lowe and Pile (2008), business documents 

are usually written using grammar items such as present 

tenses, past tenses, will and going to, modals, conditional –
ing forms and infinitives, comparatives and superlatives, 

relative clauses, articles, determiners, passives, and reported 

speech. Then, the vocabulary includes essential words about 

companies and office, finance, human resources, logistics, 

meetings and conferences, people and places, planning, 

production and processes, projects and teams, sales and 

marketing, telephoning and emailing, and training 

As can be seen that grammar items in the evaluated 

textbooks is similar to those needed for Office 

Administration students, and this is not to say that items are 

incorrect. The problem is that those items are not situated in 

business context as illustrated in Figure 2. 

Likewise, vocabulary items taught in the textbooks are 

inappropriate because the items include vocabulary used in 

daily life situation. Although one chapter in English 

textbook for Grade XII provides words and phrases that are 

useful to write job application letter (see Figure 3), students 

need to learn more words and phrases in various types of 

business documents such as letters, email, announcements 

brochures, and reports. 
 

 

 

 

 

 

 

 

 

 

 
             FIGURE 2. Grammar Lesson 

 

 

 

 

 

 

 

 

 

 
 
         FIGURE 3. Job Application-Related Vocabulary 

 
Since the items of grammar and vocabulary in the evaluated 

textbooks do not meet Office Administration students’ language 

needs as the basics to read and write business documents in 

English. Thus, the answers for the checklist in term of language 

content are negatives for all evaluated textbooks. Prior studies 

also discovered similar results. Ayutami, Harahap, and Syahrial 

(2018) assessed the same English textbook for Grade X, and they 

found that the items of grammar and vocabulary are irrelevant 

with students’ field of study (Culinary Program). Likewise, 
Nurhamsih and Syahrial (2018) found that the same English 

textbook for Grade XI cover grammar and vocabulary items 

which are inappropriate for the target students taking Hotel 

Accommodation program.  

The criteria to evaluate this aspect is by asking: “What text types 
(genres) are used? Are they appropriate?”. In the evaluated 
English textbooks, text types taught to students include dialogue, 

announcement, email/letter, recount text, narrative text, card, 

caption, play script, analytical exposition text, song lyrics, poem, 

explanation text, brochure, factual report text, news item, 

procedural text, and speech text. For reading materials, detailed 

texts can be seen in Table 3 
TABLE 3. Reading Texts of Bahasa Inggris SMA/SMK/MA/MAK Grade X, XI, and XII 

Dialogue Congratulating, Complimenting, Expressing Intention, 
Interview with the Wright Brothers, Suggesting, Offering, 

Giving Opinions, Causes and Effects, Asking for 

Attention, Expressing Surprise 

Announcement Concert Cancellation, McMaster Mini-Med School 

Registration 

Descriptive text Tanjung Puting National Park, Taj Mahal, Visiting 

Niagara Falls 

Email and letter An Email from Hannah, A Letter from Saidah, A 

Personal Letter about Trip Adventure, Job Application 

Letters from Handayani and Donaldson,  

Recount text Meeting My Idol, The Battle of Surabaya, B.J. Habibie, 
Cut Nyak Dhien, Life and Times of Ki Hajar Dewantara 

Narrative text Issumboshi, The Legend of Malin Kundang, Strong 

Wind, The Enchanted Fish, Letter to God, The Last Leaf,  

Card Charity Dinner Invitation, Wedding Invitation 

Caption Children’s Impoliteness, Nature Quotes, Friendship, 
Man’s Feeling 

Play script Party Invitation, Vanity and Pride 

Analytical 
exposition text 

Global Warming, Bullying: A Cancer that Must be 
Eradicated 

Song lyrics and 

Poem 

Stand by Me, We Shall Overcome, Hero, Invictus, The 

Road Not Taken, Dreams 

Explanation text Earthquakes 

Brochure Vacancy 

Factual report 

text 

Reptiles, Zebras, Tornado, Tsunami, Teenage Bullying, 

Best Friend Forever, Persian Pottery, Baduy People,  

News item Parents Upset Disappointed with Online School 
Registration, Indonesia Opens Regional Recycling 

55



Siti Maryam Solihat, Darmahusni, Sri Sumarni The match between reading-writing materials for office administration … 

Journal of English Educators Society | ojs.umsida.ac.id/index.php/jees April 2021 | Volume 6 | Issue 1 

 

 

Conference 

Procedural text How to Make Chocolate Dipped Strawberries, Wet 
Combing, How to Breed Leopard Geckos, 

Speech text President Soekarno of Indonesia 

 

The text types in the three textbooks are not only 

provided for students to read, but also to write. 

Any writing materials in the textbooks involve 

students to write, edit, rewrite, and paraphrase the 

texts as can be seen in Table 4. 
 

TABLE 4. Materials of Bahasa Inggris SMA/SMK/MA/MAK Grade X, XI, and 
XII  

Dialogue Writing dialogues about suggestions and 

offers, personal opinions (education 

privilege, money, wildlife conservation), 
causes and effects (flood, corruption, bully) 

Announcement Editing and paraphrasing announcement 

about regional games 

Descriptive text Editing and paraphrasing “Cuban Rondo” 
text, independent and collaborative writing 

about favorite place 

Email and letter Responding to Hannah’s email or Saidah’s 
letter, writing personal letters, writing a job 

application letter 

Recount text Writing, peer-editing, rewriting, 
collaborative writing recount texts(holiday, 

historical event, national hero, idol) and a 

reflective journal 

Narrative text Writing narrative texts about local legend 

and self-made story, writing reflective 

journals 

Card Writing congratulation cards and formal 
invitation cards (wedding, school events) 

Caption Writing the caption meanings and captions for 

the pictures 

Play script Writing a reflective journal about the given 
play script 

Analytical exposition 

text 

Writing analytical exposition texts (recent 

issue, animal conservation) and a reflective 

journal 

Song lyrics and Poem Paraphrasing song verses, making poems, 

writing discussion notes about songs and 

poems 

Explanation text Writing explanationtexts about rainbow 

formation, tsunami, and animal life cycle 

Brochure None 

Factual report text Writing factual report texts about animal, 

natural disaster, social phenomenonpeople’s 
life 

News item Summarizing, paraphrasing, and writing news 

item texts interesting school events and news 

Procedural text Writing andparaphrasingprocedural texts about 

pottery and recipe 

Speech text Writing a reflective journal about the speech 

 

Both reading and writing materials in the 

evaluated English textbooks provide text types 

exploring daily life topics. Meanwhile, SKKNI 

requires Office Administration students to 

understand and use English business documents 

such as mails (printed and electronic), reports, 

brochures, and announcements. There are some 

reading and writing materials which are 

appropriate for Office Administration students. 

The students are provided with brochure about job 

vacancy and job application letters to read and write 

where these materials are useful to prepare for 

applying for a job. Reading and writing email/letter 

can be appropriate as well, but the content and format 

are not aimed for business. Moreover, SKKNI also 

mention announcement to be read and written at work, 

but the content of announcements in the available 

textbook are not for workers. 

 

Students cannot simply learn reading and writing job 

vacancy and job application letter. They need to be 

provided with other types of business-related 

documents. Because the text types in the evaluated 

textbooks are completely different from business 

documents that Office Administration will deal with at 

work in the future, then the answers for the checklist 

are negatives. This indicates that the text types taught 

to students majoring in Office Administration do not 

match with the ones required by SKKNI. The 

mismatch between text types provided in the existing 

materials and ones needed by vocational school 

students was also discovered by previous researchers. 

Ronaldo (2016) found that reading texts in teacher-

generated materials are not contextualized to students’ 
field of study. Then, a study by Sukarni (2019) 

revealed that 75% of the respondents disagree if 

reading texts in the evaluated textbooks are relevant 

with students background study. It proves that text 

types in the existing materials used in any field of 

study often dissatisfy students’ need to be familiar with 
the kind of texts that relate to their future jobs.  

 

CONCLUSION 
 
This study evaluated the match between reading-writing 

materials in English textbooks entitled Bahasa Inggris 

SMA/MA/SMK/MAK(Grade X, XI, XII) published by the 

Indonesian Ministry of Education and Culture and reading-writing 

competencies stated in SKKNI for Office Administration. The 

present study measured learning objective, language content, and 

text type of the materials using checklist method. The findings 

show that reading-writing materials in the textbooks cover  

 

learning objective, language content, and text type that fail to 

match there quired standards. It implies that those materials must 

not be utilized for teaching English to Office Administration 

student since the materials are not contextualized to their field of 

study. 

This study unfortunately did not assess other aspects such as 

methodology, activity or task, design and layout, and some others 

which are also important to examine. Besides, the evaluation is 

centered on researchers’ perspective and the evaluation focused 
on reading-writing materials. Future work  
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should concentrate more on other aspects of materials and 

other language skills and take perspectives of teachers and 

students into consideration due to their roles as the users of 

materials. Despite the limitation, this study revealed crucial 

finding son how the existing materials do not cover what  

target students need the most i.e., learning objective, language 

content, and text type. To fulfill this lack, it is recommended that 

the Indonesian Ministry of Education and Culture provides 

English textbook in which the content relates to office 

administration topics since English competencies are explicitly 

stated in the national standards. 
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This study investigates the integration of online technology by English language 
learners, especially those done in autonomous language learning. To be more 
specific, this study aims to discover how systematic is students’ strategies in online 

autonomous language learning and the supports they expect from the educational 

institutions and teachers/lecturers in terms of conducting effective online 
autonomous learning. This study mainly employs a survey design which is supported 

by an interview. The population of the study was the undergraduate students of 

English Language Education Department in a private university in Malang, East Java, 
Indonesia. The findings suggest that learners were less systematic in their strategy 

use when conducting autonomous language learning. They showed lack of long 
term goal setting and reported difficulty in evaluation, and mostly resort to short 

term planning, resource finding and execution of learning. For the reasons, 
avoidance of classroom-like feeling and not knowing how to evaluate was 

repeatedly noted. Further, they also reported high expectations of teachers and 
institutions’ support and assistance in conducting autonomous language learning. 

The current study and some previous studies in the area have noted that learners 
tend to consider goal setting and evaluation as teachers’ areas, influenced by the 

fixed curriculum imposed in schools and universities. As such, some flexibility in 

curriculum enactment and stronger intervention by teachers and institutions to 
support learners’ autonomy are proposed. 
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 INTRODUCTION 

High autonomy has been acknowledged as one of the features of successful language 

learners (Benson, 2013; Inayati, 2015; Wong & Nunan, 2011). Autonomous language 

learning is an approach to language learning which focuses on the learners’ independence to 
discover their learning styles and actively find and engage rich language resources outside 

the formal class. Inayati (2015) defines autonomy as the learners’ independence to explore 
the techniques and learning resources that suit them the most, without formal instruction 

from the teachers, in order to gain maximum learning outcome. She also acknowledges that 

autonomy is highly effective to be applied in first-year university learners since it allows 

learners to arrange their learning activities to facilitate better achievement of the learning 

goals. 
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In practice, autonomy in language learning comes in six 

different approaches. All of which contribute to the 

development of autonomy Benson (2006). First, the 

resource-based approach is practically used to direct learners 

to choose their learning method and to search the most 

appropriate resources for themselves. Second, the teacher-

based approach aims to promote teachers' awareness towards 

the implementation of autonomous language learning. Here, 

the teachers’ proficiency highly contributes to the learners’ 
success in autonomous language learning. Third, the learner-

based approach focuses more on the development of 

learners’ independence in the learning process. The major 

purpose of this approach is to assist learners in promoting 

their language learning quality. Fourth, the classroom-based 

approach gives more freedom for the learners to choose their 

resources as long as it is still under the primary topic. For the 

assessment, learners can do self-assessment by answering 

some exercises and deciding their homework activity. Fifth, 

the curriculum-based aims to adjust the curriculum by 

inserting autonomous language learning principles. Finally, 

the technology-based approach tends to focus on the 

utilization of technological advancement for autonomous 

language learning purposes. The technology-based approach 

is believed to greatly contribute to the development of 

autonomous learning due to its rapid advancement. 

 

Technology for Autonomous Language Learning  

Along with the technology advancement, autonomy in 

language teaching and learning sees technology as the major 

aspect of its application. It is proven by the research result of 

autonomous language learning implementation which 

indicates that learners are highly dependent on the 

technology and they were also aware that technology assists 

them to achieve their learning goals by providing various 

types of sources (Inayati, 2014, 2016). In line with this, 

Bravo et al (2017) agree that the enhancement of 

autonomous language learning goes hand in hand with 

technology advancement. In support of this, Benson (2006) 

suggests three main areas on how technology supports 

autonomous learning, which encompasses allowing the 

learners to be ‘the leader’ of their own learning process, 
providing the learners with wide resources’ and access, and 
assisting the learners in utilizing the resources maximally in 

accordance with the target language. Besides, Karakaş & 
Kartal (2020) discusses one of the ways to engage 

technology with autonomous language learning by utilizing 

mobile applications. Specifically, they mention mobile 

applications often used for autonomous language learning 

practice: YouTube, I-tunes, TED, and Duolingo. Further, 

they suggest that educators and learners need to comprehend 

the strategies of autonomous language learning to maximize 

mobile applications' use to achieve the target language.  

Other examples related to the use of mobile applications 

used for autonomous language learning were proposed by 

Forsythe (2013) who used Mixer, Skype, Livemocha, 

Second Life, among others, to promote the learners’ 
 

 

communication skills in the English language. Those sites are 

used to engage foreign learners with native speakers so that 

they can learn from the ‘actual sources’. Besides, Warschauer 

& Liaw (2011) discuss other technology implementation in 

autonomous language learning using digital media such as 

blogs and Live Ink to enhance learners’ reading and writing 
skills. Blogs give learners opportunity to improve their 

writing skill by allowing them to write and publish their own 

written texts easier. Meanwhile, the Live Ink program helps 

learners develop their reading skills by providing cascading 

text format to make the learners easier to comprehend and 

interpret the meaning of the text. Technology aside, the way 

learners utilize those technologies to assist their language 

learning in autonomous learning contexts are highly 

important to discuss. 

Strategies for Online Autonomous Learning 

Learning strategies is a crucial component of language 

learning. Language learning strategy is a series of activities 

that are conducted by learners to attain their learning goals 

(Chang & Liu, 2013; Hardan, 2013). Zakaria et al (2017) 

added that language learning strategies are assorted options 

utilized by learners to familiarize themselves with their 

learning. Complementing the explanation, Nguyen & Terry 

(2017) claimed that personal distinction, contexts, and 

environment are some of the factors which affect the choice 

of language learning strategy. There is no specific sequence 

regarding the preference of strategy use. This point was 

justified by Çetinavcı & Kartal (2014) who investigated the 

first-years language teacher trainee in Turkish learners of a 

foreign language encompassing English, German, and French 

language teaching department, and found that the highest   

preference of learning strategies in their study was occupied 

by the use of movies and online chat, meanwhile the 

grammar book and test occupied the lowest preference. On  

the other hand, another research by Ahmadzadeh & Zabardast 

(2014) who studiedthe third-year university students in 

Selcuk University and Hacettepe University, Turkey 

indicated different trend. They found that the highest learners' 

preference of learning strategies was by doing exercises of 

grammar, translation, and words, and also by grouping and 

comparing activities, while the lowest preference was 

mechanic memory. From these two different results, we can 

see that the preferred strategies in autonomous language 

learning cannot be generalized. Thus, referring to Nguyen & 

Terry's (2017) statement, strategies are highly dynamic and 

depend on the learners' needs and the circumstances. 

The strategy of autonomous language learning described 

in this study is largely based on Benson's (2013) idea that 

describes autonomy as the 'learning in which the learners 

themselves determine the objectives, progress, and evaluation 

of learning'. In practice, there are various forms of autonomy. 

According to Benson (2006), there are five autonomous 

learning strategies emerging within the language learning 

field. First, self-access is a strategy which provides an 

authentic learning facility to fulfill learners' needs to promote 
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 their autonomous learning. Several learning media support 

self-access strategy, such those encompassing audio, video 

and computer workstations, audiotapes, videotapes and 

DVDs, computer software and print materials, as well as 

internet or satellite. Second, distance learning is a strategy 

belonging to learners' who do not prefer to study in a 

classroom environment. The major reason for the 

community's high interest towards distance learning is 

caused by the flexibility in its application and the 

availability of less pressure environment. Third, tandem 

learning utilizes human-resources maximally by using 

communication as the key to this strategy. Tandem learning 

is learners' mutual cooperation done by conducting actual 

communication with other learners from different mother 

tongues to achieve their target language (Benson, 2013; 

Karjalainen et al, 2013). Karjalainen et al (2013) also adds 

that the formality level of tandem learning highly depends 

on several aspects such as age, learners' capability of 

autonomous learning, learning purpose, and its design. To 

be more detailed, the least formal version of tandem 

learning is the educators providing partners for the learners 

so they arrange their learning process; meanwhile, the most 

formal version is the educators being involved in each 

aspect of the learning process. Fourth, out of class learning 

strategy focused on the learners' initiation to conduct 

activities beyond formal education which still promote their 

language skill development. Out of class learning is not 

necessarily designed for education purposes, but learners 

conduct activities that contribute to enhance their language 

competence. Lastly, self-instruction requires a high 

autonomy level since its principle is that the learners need to 

discover their resources and ability to maintain their 

language learning process. 

The strategies of autonomous language learning are 

growing rapidly due to technological advancement. This fact 

contributes to the further improvement of CALL (Computer 

Assisted Language Learning), specifically defining the 

autonomous language learning that maximally utilizes the 

technologies. Benson (2013) defines CALL as a term to 

indicate the use of computer software that were created or 

adjusted explicitly for language learning purposes. Benson 

also acknowledges that CALL, which in this case fall into 

the technology-based approach, facilitates the growth of 

other autonomous language learning approaches. 

Furthermore, Benson (2013) also mentions several extension 

terms which still fall under the umbrella of CALL, those 

terms are CMCL (Computer-Mediated Communication for 

Language Learning) and MALL (Mobile Language 

Learning). According to Mutlu & Eröz-Tuǧa (2013), 
Computer-Mediated Communication has two different 

synchronous and asynchronous types. Synchronous 

communication requires the participants to do direct 

communication (Skype and Zoom), meanwhile 

asynchronous communication principled that direct 

communication is not necessary (email, blog, message 

board). Mobile language learning focused on the utilization 

 

 

 

of smartphones in technology-based learning. According to 

Demouy et al. (2015), most learners' preferred language 

learning activity is listening and watching videos that can be 

conducted by utilizing handheld mobile devices. Moreover, 

they added that, despite listening and watching videos, 

learners can also promote their grammar, reading, and writing 

skills accessible in mobile devices. 

Several current studies have lent support on the relative 

effectiveness of how technology has facilitated autonomous 

language learning. Hsieh & Hsieh (2019) examine the 

relationship between learners' autonomous language learning 

behavior and the usage of Self-Access Center resources as 

well as the activities within it. The result shows that SAC use 

and autonomous language learning behavior are highly related 

and indicate that learners with better autonomous language 

learning behavior can utilize SAC maximally. Furthermore, 

another research by Fu & Wang (2020) investigates the use of  

Wechat platform to enhance college students' autonomous 

learning. They claimed that there are some strategies 

emerging during the implementation of Wechat to promote 

learners' autonomous learning which are the instructional 

design, teaching model, inquiry and collaboration-based 

learners' autonomy, as well as the monitoring and feedback. 

Finally, Wahyuni et al. (2020) analyze the learners' 

impression towards the use of Edmodo to assist autonomous 

learning. The finding shows that learners gave positive 

responses towards the implementation of Edmodo for their 

autonomy such as convenient access and its high assistance 

for their English language learning. 

One of the most current sub-division of CALL in English 

Language teaching and learning was suggested by Sockett 

(2014) who proposed the term Online Informal Learning of 

English (OILE). OILE was described as informal and 

autonomous learning of English occurring mostly through 

online entertainment-based activities that young people 

commonly do in their daily lives. This exposure to online 

forms of English, which main aims could either be for 

learning or pure entertainment, serves as a support in 

naturalistic acquisition of the language. The autonomous 

learning activities that Hyland (2004) and Benson (2013) had 

previously categorized as out-of-class language learning, 

when conducted online they can now be referred to as OILE 

activities, and those types of autonomous learning are the 

focus in the current study. 

Considering the rich availability of literature on the topic 

of autonomous learning, very limited focus was given on the 

learners’ strategies in conducting online informal learning of 
English, thus the focus of the current study. To be more 

specific, this study aims to analyze how systematic English 

language learners’ strategies are in conducting online and 

informal autonomous learning, and to identify their specific 

expectations in terms of the supports from their educational 

institutions. Understanding both issues are important as they 

shed some lights on how language educational institutions 

may better facilitate the student learning by enhancing and 

supporting their autonomous initiative. 

 

61



Nina Inayati, Rachyani Ayulis Rachmadhani, Berliana Nurmustika Utami Student’s strategies in online autonomous English language learning 

Journal of English Educators Society | ojs.umsida.ac.id/index.php/jees April 2021 | Volume 6 | Issue 1 

 

 

 

METHODS 

This study mainly utilizes survey design with the support of 

interview for data triangulation purposes. Survey was 

chosen as the main design due to its features which facilitate 

effective data gathering about certain characteristics of a 

given population (Ary et al, 2010; Creswell, 2012). Such 

design is deemed suitable with the aims of the current study, 

which are to investigate the strategies of students’ online 
autonomous language learning and to examine students’ 
expectations with regards to institutional supports for 

conducting autonomous learning. Cross-sectional survey 

was used utilizing online survey platform for practicality 

reasons because, as suggested by Fink (2013), such design 

allows data gathering to involve a big number of population 

spread over wide geographical areas. To crosscheck the 

validity of the obtained data, semi-structured interview was 

conducted. The interview used focus group discussion 

format done in small batches (two to three students) in order 

to obtain in-depth and saturated data in a time effective 

manner.  

As the population, the current study involved 668 full-

time undergraduate students of an English Language 

Education Department in a respected private university in 

East Java, Indonesia. The online survey was distributed via 

Google Form, which link was shared to all students. The 

researcher initially identified and contacted all captains of 

each cohort in order to ask their help to share the invitation 

to complete the survey to their classmates. The composition 

of the respondents were 11% students of first year, 27% 

students of second year, 29% students of the third year, and 

33% students of the fourth year and older. Considering the 

distribution, it is safe to argue that the survey result is 

generally representative towards the population 

understudied. As for the sample taken for the interview, 

cluster sampling technique was used as it was considered 

suitable for the purpose of the study. Invitation to interview 

was given to students of the four different academic year, 

and at the end of the data collection process, eight students 

representing the four academic years were interviewed. 

The detail of the instruments used in this study were 

questionnaire and interview guide. The survey was 

developed taking into account the in-depth literature study 

about autonomous language learning Benson (2013) aligned 

with the specific aims of the study. The initial draft was 

made in English and sent to an expert for content and face 

validity purposes. However, initial piloting to two students 

resulted in the translation of the survey into Indonesian 

Language to better facilitate respondents’ understanding as 
they came from diverse English language proficiency levels. 

The Indonesian version of the survey was once again 

validated by an ELT expert before it was-pilot tested to 20 

students. Analysis of the questionnaire’s internal reliability 
using Cronbach Alpha resulted in the coefficient of 0,812 

for the learning strategy variable, and 0.785 for the 

expectation variable. Alluding to George & O'Mallery's 

(2006) rule of thumb in reading Alpha coefficient, both are 

considered as good internal consistency. 

 

 

The final version of the questionnaire consisted of three 

main sections; personal detail, general autonomous learning 

strategies, and expectations. The first section about personal 

detail asked respondents’ basic demographic information 
such as gender, academic year and English language 

proficiency level. The second section about general 

autonomous learning strategies comprised of 5 sub-sections 

with a total of 9 items with five-point Likert Scale of 

frequency. This section generally asked student respondents 

about the structure of their autonomous learning from goal 

setting, planning, finding resources, activities and evaluation. 

The third section about expectation comprised of two items 

with six-point Likert Scale of agreement. The second 

research instrument used was interview guide, which was 

loosely based on the research questions and the results of the 

survey data analysis. Indonesian language was once again 

used as the medium of communication during the interview 

in order to batter facilitate the discussion and gain a more 

valid and in-depth insights about the answers that the students 

wrote in the survey and their opinions towards the general 

trends found in the survey data. 

Once the data collected was considered sufficient, they 

were analyzed using descriptive statistics. Descriptive 

statistics was chosen as it facilitates understanding of general 

summary of certain population’s characteristics as well as 

more specific trends found in a survey data (Fink, 2013). The 

descriptive statistics used to analyze the survey results were 

that of frequency and central tendency to be more detailed. 

For the interview data, the transcripts were analyzed using 

content analysis in order to find common themes and 

concepts mentioned by the respondents. This was done by 

careful and repeated listening to the interview recording and 

reading of the transcripts to analyze, identify (code) and 

categorize recurring patterns in the respondents’ responses. 
 

 

RESULTS AND DISCUSSION 

The Strategies for Autonomous Language Learning 

The exploration about the strategies that students used in 

conducting autonomous language learning in online settings 

was done by measuring how systematic their learning 

activities are. To do that, this study employed a survey which 

was developed based on an extensive review of literature. The 

systematic nature of students’ autonomous learning was 

observed from five aspects; general goal setting, specific 

planning, learning resource finding, execution, and 

evaluation. Each aspect was represented by several items in 

the questionnaire, measured using a five-point Likert Scale of 

frequency (1 means never to 5 means always). Figure 1 

illustrates the general trends found in the survey data analysis. 
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FIGURE 1 | The Systematic Nuture of Students’ 
Autonomous Learning 

 

Figure 1 suggests that the two highest mean belongs to 

resource finding and the actual execution of the autonomous 

learning activities. To be more specific, for resource finding 

the questionnaire asked the students if they found it easy to 

find online resources for specific target of autonomous 

language learning that they wanted. The obtained mean of 

4,13 means that most respondents answered ‘always’ and 
‘often’, showing the relative easiness of finding and 
accessing autonomous learning materials online. Next, for 

the actual execution of the learning, the students were asked 

to indicate if they thought it was easy to use online resources 

to learn English. This item yielded a weighted mean on 3,84 

(see Table 1), meaning that generally students ‘often’ found 
no problem in using and understanding them. In addition, the 

execution was also measured using another item asking 

students if they were able to focus on doing a series of 

activity based on the specific language aspect that they 

wanted to learn, which mean was 3,68. This means that the 

student respondents generally reported frequent ability to do 

so. 

Next, as can be seen in Figure 1, goal setting and 

evaluation has the lowest means—3,07 and 3,53 

respectively, meaning that generally both items fall into the 

category of ‘sometimes.’ Goal setting represents the bigger 
goal in language acquisition. For this, the students were 

asked to indicate if they set general long-term goal(s) for 

their English language learning (e.g. TOEFL ITP score 500 

by the end of the year), and whether they created sub-goals 

to achieve it (e.g. breaking it into monthly goals).Both items 

yielded the means of 2,97 and 3,16 respectively, which mean 

that many respondents answered ‘seldom’ and ‘sometimes’ 
for both statements. As for the evaluation, the students were 

asked to indicate if they assessed their own language 

learning in any way and whether they did any form of self-

reflection to evaluate their learning gain. For both items, the 

means obtained were 3,49 and 3,57, meaning that quite many 

of them did the reflection but not so many of them did the 

assessment. 

It is important to note that in the questionnaire, the goal 

setting is further broken down into specific planning, and 

that the planning is different from goal setting in terms of its 

relative closeness to the execution of the autonomous 

learning activities. The planning aspect yielded the grand 

mean of 3,58, which leans closer to ‘often’. In other words, 
more than half of the students reported frequently making 

plans, albeit short term. This can be further seen in the detail 

of the questionnaire items, in which many students reported 

that they frequently made plans about the specific language 

aspects that they wanted to learn before findings online  

 

 

learning materials (mean 3,67). 

The data seems to suggest that many students tend to ‘just 
do it’ when it comes to autonomous language learning. 
Meanwhile, long-term goal setting and evaluation seemed to 

be regarded as optional. When clarified during interview, the 

students reported several reasons for not making goals and 

plans first, among others are to avoid the classroom-like 

feeling where it was considered too rigid and demanding. As 

for evaluation, some reasons for why students did not do that 

was also to avoid being too rigid and not knowing how to. 

“Plans and evaluation make it feels too rigid, 
like learning in classroom settings, it feels 

demanding. I usually just watch or listen, or just 

read anything, as long as it’s in English, there 
must be some learning happening there.” – I2-

PR 

“Yeah, I think clear targets are important, but 
for me, ‘just do it’ feels better, haha.” I3-SY 

“I like watching dramas, and when I come 
across unfamiliar vocabulary I usually make 

notes and then memorize them. But for 

evaluation, I don’t think I know how to do that.” 
I1-IS 

 

Students’ Expectations for Online Autonomous Language 
Learning 

At the end of the survey, students were asked about the 

expectations that they had for the teachers/ lecturers or the 

educational institutions with regards to the potential support 

they may get. There were two items asking about this in the 

questionnaire, and students were to indicate if they wanted to 

know more about the strategies and the resources available to 

do online autonomous English language learning. Both items 

were measured using a six-point Likert Scale of agreement; 1 

for totally disagree to 6 for totally agree. As seen in Table 2, 

the results of survey data analysis show that students 

expressed a very high expectation to receive assistance in 

both areas; the strategies and the resources to do online 

autonomous language learning. The means of both items are 

5,30 and 5,24, which lean closer to agreement of both 

statements. In other words, students expected to be aided in 

conducting autonomous language learning, both in terms of 

resources and strategies to do effective learning to maximize 

their learning outcome. 

Further exploration about this issue during interview 

confirmed that students were indeed showing a high interest 

in autonomous learning and that they expected real 

institutional supports. Analysis of interview data revealed 

that students seemed to emphasize the importance of tailoring 

institutional supports to the students’ personal interests. As 

such, mapping students’ interests became an important first 
step before designing and offering relevant supports for 

autonomous language learning. 

 

 

 

3,07 3,58 4,13 3,76 3,53

Goal setting Planning Resource

Finding

Execution Evaluation
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TABLE 1 | Details of Students’ Autonomous Language Strategies 

Aspects Statements Mean 

Goal 

Setting 

I have general goals to improve my English Language proficiency (e.g. 

TOEFL score of 500 or above) 
2,97 

I divide my general goal into specific sub-goals that I can do in phases (e.g. 

this month I will focus on learning about Past Tense.) 
3,16 

Planning 
I make due dates for each learning target, big and small, that I have. 3,49 

I make plan first about what language aspect I want to focus on before 

finding materials online. 
3,67 

Resource 

Finding 

I find it easy to find online resources for independent English language 

learning that I want 
4,13 

Execution I focus on doing a series of relevant activity until I reach my specific English 

Language learning goal  
3,68 

I find it easy to learn English using online resources. 3,84 

Evaluation I assess my own English Language learning based on my specific 

goal. 
3,49 

I do self-reflection to evaluate my independent English language 

learning 
3,57 

 

 

TABLE 2 | Students Expectations about Autonomous Language Learning 

Statements Mean 

I want to know more about resources available for English independent learning 5,30 

I want to know more about strategies to do online English independent learning 5,24 

 

 

“I think there should be some kind of mapping for 

students’ interests. For example, if students love 
playing games, then they can suggest some good 

games to support autonomous English language 

learning.” I2-PR 

“Assign less structured assignments so that we can 
have more time for autonomous learning.  It’s not 
that we don’t want to do assignments, but there 
should be a specific set of time for autonomous 

learning so that we can learn topics that are closer 

to our personal interests.” I1-OL 

This section discusses some salient findings discovered 

in the study and their relevance with the current literature, as 

well as the implications of the study for language teachers 

and learners. First, as indicated previously, the general basis 

for the systematic strategy used to measure learners' 

autonomous learning in online and informal settings used in 

this study was based on Benson (2013) suggestions. Basing 

his strategy on Holec’s seminal works, Benson proposed 
five stages in conducting systematic autonomous learning, 

they are setting the learning goals; making specific plans; 

deciding the methods of learning and materials used; 

executing the act of learning; and evaluating the learning. 

For this, the findings suggest that most learners understudied 

showed a general tendency to ‘just do it.’ This is shown by 
the high numbers of respondents who chose to find online 

learning sources and use them directly, without giving much 

consideration to the long term goal of learning. 

Besides, the data also suggests that students prefer to 

override some aspects of autonomous learning activities due  

 

to several reasons, such as deliberate avoidance of non-

classroom feeling. Structured learning indicated by 

meticulous goal planning and evaluation was categorized as 

too serious and belong to classroom learning, while informal 

out of class learning was supposed to be, as Lai & Gu (2011) 

suggested, less demanding, and personally relevant and 

encouraging. Sockett (2014) acknowledges that informal 

learning focuses on the utilization of resources which are not 

designed for educational purposes. In other words, the use of 

popular resources such as songs, online videos, movies or 

social media posts, could assist language learners in 

autonomous language learning. This is true even though they 

do not necessarily focus on the linguistic aspects when 

enjoying those resources, a phenomenon that Sockett refers to 

as online informal learning of English (OILE). 

Previous studies have also suggested that goal setting and 

evaluation were two aspects that many learners considered to 

be the teachers’ responsibilities, albeit in autonomous 
learning contexts (Khotimah et al, 2019 and in Scheb-

Buenner, 2019). In her study, Khotimah et al (2019) 

investigated the classroom-based independent learning 

activities of the third year secondary school students in East 

Java province, Indonesia, encompassing 10 schools. They 

found that the learners showed lower initiatives in doing the 

initiating (goal setting and planning) and evaluating aspects 

compared to the monitoring and execution aspects.In another 

setting involving an international college in Thailand 

university students and lecturers, Scheb-Buenner (2019) also 

found that identical results; low planning and evaluation by 

learners due to general perceptions that both aspects were 

lecturers’ areas. This phenomenon may be the result of years  
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of institutionalized learning, where in school and university, 

students mostly learn based on the teachers’ meticulous 

arrangement. In other words, following the curriculum, 

teachers set the goal and plans of learning activities for the 

students, and do the evaluation after the learning activities 

was deemed sufficient. As a result, learners seem to show 

difficulty in breaking out of the institutionalized learning 

patterns, even in autonomous learning contexts as early 

adults. This aspect was also acknowledged by Genç (2015) 

who investigated the influence of personal factors towards 

the autonomous learning capacity of students and teachers in 

foreign language majors. He found that patent curriculum 

design has somehow ‘crippled’ students’ opportunity and 
ability to modify and rearrange it. It is worth noting that 

effective autonomous learning demands reflection as part of 

evaluation. As Reinders (2010) suggests, reflection is a 

crucial aspect of autonomous learning as it assists learners to 

be aware of their lacks and mistakes to improve their future 

performance. 

Another finding of the current study worth highlighting 

is the learners’ high expectations concerning the support and 
assistance from teachers and institutions in the 

implementation of autonomous language learning. The 

expected supports involve the strategies and access to 

available resources for English language learning. Indeed, as 

Jafari et al (2017) found in their study investigating the 

advance and intermediate EFL learners’ perceptions and 

practices of autonomous learning, learners at both levels 

tend to hand over the strategy arrangement to the teachers. 

Furthermore, Lai (2015) also noted that teachers’ instruction 
and references regarding the learning resources influence 

learners’ autonomous learning ability as it reinforces their 
positive perceptions, enhancing the ability to access, and 

modelling the effective utilization of technology for 

autonomous language learning. 

The current study and the previous relevant studies have 

consistently shown that learners’ autonomy in language 
learning are mostly lacking in longer term goal setting and 

evaluation, and mostly limited of short term planning, 

resource finding and execution. The lack of structure in 

learners’ autonomous learning may be influenced by years 
of learning in school as well as university in which the fixed 

curriculum has left the students mostly as followers 

especially in long term planning and evaluation aspects. As 

such, teachers and language institutions could consider 

offering a more flexible curriculum which leave some space 

for negotiating the specific goals that they want to attain and 

how they want to be evaluated. In this case, teachers’ 
intervention is also essential and expected. As stated by Xu 

(2015), although learners were the ‘key-holder’ of their 
learning, teachers' role is also crucial in promoting learner’s 
autonomy. For example, learners could be given some 

options of specific language learning goals, and together 

with the teachers, they can design and arrange some learning 

activities—thus training them about autonomous learning 

strategies—and its evaluation. Such instructional design 

would train learners’ autonomy by sensitizing them with the 

systematic and effective stages in conducting autonomous 

 

 

 

learning, as well as in how to conduct and evaluate the 

progress.   

 

 

CONCLUSION 

This study has found that the autonomous learning strategy 

that learners use in online informal autonomous language 

learning was less systematic in that they lack in long term 

goal setting. The students tend to cut the process and jump to 

short term planning, learning resource locating and accessing, 

and learning execution. Further, they also reported low 

frequency in evaluation. The findings suggest that many 

learners did not set learning goals, and some did not even do 

any planning at the beginning as they tend to avoid 

classroom-like feeling when doing informal online language 

learning autonomously. As for the evaluation, learners 

showed low awareness of its importance in learning, 

especially in informal, out of class settings, and lack of ideas 

on how to evaluate their learning. In addition to the strategy, 

learners expressed high interests in conducting autonomous 

language learning, and expected that teachers and institutions 

provide supports in terms of strategy and access to relevant 

resources. Albeit done autonomously in out-of-class contexts, 

the findings of the current study reflect the classroom 

behavior where learners mostly depend to the teachers on the 

goal setting and evaluation, and did autonomous learning 

based on a short term interests. Therefore, a more flexible 

curriculum which allows some space of negotiation is offered 

to train students to conduct systematic and effective 

autonomous learning activities to support their language 

learning. 

This study may be limited in terms of the number of 

respondents and geographical reach, but the insights gained 

could give an initial overview of how systematic English 

language learners are in their informal language learning in 

online settings. Further studies could focus on broadening the 

population and focusing on how to improve flexibility in 

curriculum development and implementation to better cater 

autonomy in formal language instructions. 
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In the 21st century, the use of games becomes a trend within adults and 

youngsters, and has recently obtained a massive notice of academics, educators, 

and practitioners. Gamification is a term used in learning with games that can be 

used to improve English since it reflects an innovative and captivating learning 

activity. Several studies on gamification show that it can make students feel more 

excited and motivated during their effort to elevate their English language skills. In 

this research, one medium of gamification called Duolingo was explored in grammar 

learning activities for the second-year students in the subject of “Grammar for 

Written Discourse”. They used Duolingo from their smartphones to support their 

grammar learning. This research employed an action research design in which 

observations, questionnaires, and documentation were used to collect the data. By 

the end of the result, it can be concluded that Duolingo is a medium that can be 

effectively used to implement gamification in language learning. It is also confirmed 

that students gave positive attitudes and results in the implementation of Duolingo 

in grammar lesson. The results of the research can be used as a reference in 

facilitating the students with innovative and captivating English learning to support 

teaching and learning in the 21st century. 
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INTRODUCTION 
Grammar is the English language essential that enables ESL/EFL learners to read, write, 

speak and understand English effectively. However, it is a complex language variable that 

makes it challenging to teach and learn (Hashim et al., 2019). This is in line with a study by 

Hossain (2018) who discovers that students are weak in English grammar, vocabulary and 

speaking skill although they believe that formal study of grammar is important to language 

learning. They also tend to believe that studying and practicing grammar in the classroom 

help to improve their communicative ability very quickly. Therefore, the teaching of 

grammar should be fun to assist learners with better achievement (Hashim et al., 2019). 

Grammar teaching has advanced beyond the memorization of rules or dialogues, and is 

more strongly rooted in helping learners enhance their communicative skill, demanding tasks 

that require them to understand grammatical forms, their meaning and their usage. Teachers 

should direct students to assess grammar in the sense of wider discourse as well as to engage 

in substantive negotiation (Bikowski, 2018). This needs to be achieved by recognizing that 

today's learners are digital natives. They have grown up with technological advancement and 

have various methods for their learning process and higher expectations for teaching and 

learning (Kiryakova et al., 2014).  

68



Indah Sri Redjeki, R. Muhajir Gamif ication in EFL classroom to support teaching and learning in 21st … 

Journal of  English Educators Society  | ojs.umsida.ac.id/index.php/jees April 2021 | Volume 6 | Issue 1 

 

 

In today’s society, teachers should value literacy and is 
willing to adjust to more efficient methods as the effort of 

producing the best results in grammar learning activities. 

Consequently, today’s language classrooms are extremely 

different from that of the mid - to late- 20th century. The 

focus on language education in the 21st century is no longer 

on grammar, memorization, and learning from rote, but 

rather utilizing language and cultural understanding as a 

means to interact and connect to others around the world 

(Parvin & Salam, 2018). Traditional assumptions of 

education are delivering way to newer, more innovative 

ways of thinking about how we learn, teach, and obtain 

knowledge. The American Council on the Teaching of 

Foreign Language (ACTFL, 2013) in Parvin & Salam (2018) 

perceived that technology has been utilized to both assist and 

improve language learning. It is now rare to find a language 

class that does not employ some form of technology.  

The most obvious reason for using technology in the 

language classes is to make students more excited and 

motivated as well.  Shyamlee & Phil (2012) asserted that 

“The last two decades have deposed a revolution due to 

incipience of technology, and has shifted the dynamics of 

various industries, and has also affected the industries and 

the way people communicate and work in the society. This 

speedy rising and advancement of information technology 

has proposed a greater pattern to explore the new teaching 

model. As a result, technology plays a highly important role 

in English teaching.” Similarly, with the English learning 
atmosphere in a university in Bogor, technology is used in 

English classrooms to make students more excited and 

motivated as well, and help them triumphantly master 

English as a foreign language. This is related to the vision of 

the university that technology aggregates the basis for all 

academic activities.  

Besides, Kiryakova et al., (2014) reveal that teachers face 

new challenges and need to discuss critical matters related to 

settling the learning process to the needs, interests and 

passions of students. They need to practice various teaching 

strategies and techniques that embolden students to be active 

participants with a strong motivation and dedication to their 

learning. Current educational paradigms and phenomena in 

education present the framework for the application of 

innovative methods and strategies to incorporate an active 

learning process. Gamification in education is one of these 

phenomena. 

By Su & Cheng (2015), gamification is “The use of game 
design elements and game mechanics in non-game contexts 

in order to engage people and solve problems”. It can 
encourage and motivate students to accomplish the goals of 

their English learning since it exhibits an innovative and 

captivating learning activity.  It also enables students to play 

an active role in the learning process, thereby fostering 

constructive learning, skill development and problem-based 

learning (Martí-Parreño et al., 2016). Tan (2018) asserts that 

gamification is an innovative pedagogical technique or 

strategy in which digital games are applied in an educational 

 

environment and as a learning tool. Gamification is well-

aligned with a globalized and multicultural English language 

class in higher education where student-centered approaches 

tend to a more culturally varied and technologically oriented 

learning environment. Specific game features may be utilized 

in gamification or non-game contexts to produce successful 

player communication as well as endurance and motivation 

to succeed or learn. The outcome of particular game elements 

on players explicates the motivational aspects of the 

participation of the game, and investigating the game 

elements may be responsible for increasing the passion to 

participate and involve in a grammar learning game 

(Zarzycka-Piskorz, 2016). 

Bicen & Kocakoyun (2018) addressed in their research 

that a new learning experience that developed students’ 
engagement and motivation could be formed in a learning 

environment that included a gamification approach to 

competency evaluation. In October 2010, the innovative new 

approach, called gamification, came up in the mobile 

application that intended at encouraging the participation of 

students in classroom activities and supporting particular 

behaviors. The result of their research revealed that 

gamification made the learning process more attractive, so 

students were more excited and motivated as well in 

achieving the learning goals. In other words, motivation is an 

important element that can make students successful in the 

most learning process. Thus, gamification that can improve 

students’ motivation and ambitions for success in the 
learning process can produce a more effective learning 

process.  

More specifically, Munday (2015) revealed that most of 

students nowadays have owned smartphones, and almost 

66% of the population of the world had one of these phones 

by the end of 2015. These smartphones or mobile devices 

can be outfitted with a wide range of applications that can be 

used for specific purposes; one of these is gaming or 

gamification used to acquire foreign languages. One media 

of gamification, called Duolingo, will be the centre of this 

research. 

It is explained by Munday (2015) that Duolingo is a free 

application designed by Luis Von Ahn and Severin Hacker in 

November 2011 with a slogan of “Free language education 
for the world.” From its website, it is recognized that it has 
more than 30 million registered users. It extends several 

languages for English speakers as well as others for non-

English speakers. (Jašková, 2014) adds to her clarification 

that Duolingo is a free language learning program designed 

for users to make progress through lessons in which they 

simultaneously help translate various websites and other 

documents. It has an excellent learning strategy because it 

has a very motivating learning method that uses a game 

mechanics approach to motivate students to learn primarily. 

Duolingo also has distinguished advantages to other software 

packages of language learning because its users have to 

enroll online and give a working email address. It concedes 

extracting the exact time of use or study by date Duolingo 
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users have to register online and present a working email 

address and time and by various activities: time applied for 

lessons, time applied for translation and time applied for 

other activities (Vesselinov & Grego, 2012). 

The preliminary results recommend that Duolingo is  an 

easy-to-use app that is beneficial and has potential even 

though its main lesson is not based on communicative 

competence. It is usually savored by students because of 

several elements, such as the accessibility on a mobile 

device, its gamification aspect, and the variety of tasks 

(Vesselinov & Grego, 2012; Jašková, 2014; & Munday, 

2015). 

In more detail, Munday (2015) stated in her research that 

her students seemed to find Duolingo an easy-to-use, helpful, 

and enjoyable app to practice Spanish. They seemed to like it 

more than regular, book-based homework because of the 

ease it was offering. They liked the fact that it could be 

accessed in a variety of formats, particularly via 

smartphones. Eventually, they also appreciated its 

gamification elements. Munday (2015) argued that this app 

was successful due to the way in which lessons were 

delivered with brief, varied prompts and interlinked skills. 

She also saw that the methods used in Duolingo were 

combined with spaced repetition, and this could make 

learning more efficient.   

The previous research on grammar, which states that 

teaching grammar should be fun to assist learners with better 

achievement (Hashim et al., 2019), can be attributed to the 

nature of Duolingo in which it is an easy-to-use, helpful, and 

enjoyable app to practice Spanish or other languages since it 

is a free language learning program (Munday, 2015 & 

Jašková, 2014). The other characteristic of Duolingo 

mentioning that Duolingo is fun because of its gamification 

aspect (Vesselinov & Grego, 2012; Jašková, 2014; & 

Munday, 2015), can also be connected to the previous 

research related to gamification used in the subject of 

grammar or a grammar learning game that may be 

responsible for increasing the passion to participate in the 

subject (Zarzycka-Piskorz, 2016). This is in line with the 

information on its site saying that Duolingo can make the 

players stay motivated with rewards by earning virtual coins, 

unlocking new levels, and watching their fluency scores rise 

as they master new words, phrases, and grammar.  

Observing that the Duolingo’s positive things can be 
implemented in the language learning, the current research 

was conducted to investigate Duolingo in the teaching of 

grammar in the researcher’s classroom. This was done based 
on the situation in the classroom in which most of her 

students found grammar difficult, and it is the teacher's 

obligation to find ways to overcome student difficulties in 

learning, especially in learning grammar. Hossain (2018) 

supported this situation in his research discovering that 

students were weak in English grammar although they 

believed that the formal study of grammar was important to 

language learning. Sawir (2005) also explained in her study 

that the learning difficulties faced by students were grounded 

 

 

in weaknesses in students' prior learning experiences - 

focused on grammar.  

Acknowledging the importance of facilitating students 

with innovative and captivating grammar learning activities, 

the research on exploring gamification in the grammar lesson 

as part of EFL classroom is very important to be conducted 

to support teaching and learning in the 21st century. The 

objectives of this research were taken from the two research 

questions: 1) How is the implementation of Duolingo in EFL 

classroom?  2) What are the students’ responses toward the 

use of Duolingo in EFL classroom? By the end of this 

research, the results of study would figure out the 

implementation of Duolingo in EFL classroom and the 

students’ responses towards the use of Duolingoin EFL 
classroom. 

 

 

METHODS 

An action research design (Stringer, 2010) was adopted to 

investigate how the gamification of Duolingo could help 

students achieve the goals of grammar learning process.  The 

type of action research cycle applied in this educational 

research followed the theory of Coghlan & Brannick (2014) 

in which each cycle has four steps: diagnosing, planning, 

action, and evaluation. The action research design consisted 

of quantitative (survey) and qualitative research methods 

(observations, questionnaires and documentations) to collect 

and analyze data from 15 second semester students in EFL 

classroom, specifically in the subject of “Grammar for 
Written Discourse”. They were all female students from a 
university in Bogor – West Java who have grammatical 

skills ranging from low, medium to high. This study was 

conducted in 2 cycles and each cycle consisted of 2 days, so 

that the length of time of data collection was 4 days. Every 

day from 8 to 11 July 2020 they worked on Duolingo’s 
exercises at home using their own smartphones based on 

some criteria (reason, goal, and topic) that were determined 

by the researchers. During this activity, the researchers 

opened discussion or question-answer session with the 

students, and asked them to provide information about what 

they had discovered and experienced while using Duolingo. 

After both cycles ended, they were asked to respond to the 

implementation of duolingo in the grammar class as part of 

EFL classroom. 

Because of the Covid-19, schools, universities and many 

other learning institutions have been temporarily closed, and 

it much influenced to the changes of the data collection 

method and the number of participants. At the beginning, 

this research was planned to involve 40 students from two 

grammar classrooms, and the researchers were going to 

collect the data directly to the students in class. Finally, 

instead of the direct (offline) data collection, this research 

applied the online data collection in two conditions. 
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First, the students must have smartphones in a good 

condition with a large capacity internal memory. Second, 

their smartphones must always be supported by an internet 

quota and a good internet connection. Without the two 

conditions, the online data collection will be difficult to do. 

Therefore, the number of students who could meet the 

conditions and participate in this research was reduced to 15 

students. They were asked to join in a WhatsApp group 

created by the researchers. WhatsApp group is the most 

appropriate way to conduct the online data collection in 

which the researcher can communicate with the students 

more easily. 

The instruments used in the online data collection were 

still the same as the offline one: observations, questionnaires 

and documentations, but of course they experienced changes 

or adjustments. Observation was conducted online through 

the Whatsapp group, and it was done during the online 

learning process to know the implementation of Duolingo. 

The researcher made notes of behavior of the participants of 

the research and situations happened during the learning 

process. Questionnaire was also conducted online using 

Google form, and it was administered to collect some 

information related to the responses of the respondents 

about Duolingo related to the English grammar learning 

process. The form of the questionnaires was open-ended 

questionnaires from which the respondents had some rooms 

to express their knowledge and understanding about 

Duolingo used in the classroom. Documentations through 

screenshots from students’ smartphones were taken during 
the online learning process to support the observation. 

Afterwards, the data gathered from the questionnaire was 

summarized, computerized and analyzed to get information 

about the opinions of the respondents about the 

implementation of Duolingo in EFL classroom especially in 

grammar subject. Then, the results werematched with the 

data gathered during observation which was also supported 

by the documentation. By doing so, the questionnaire and 

observation data from which the gaps between responses 

and practices would be found out.  

 

 

RESULTS AND DISCUSSION 

Duolingo Features for Language Learning 

The researchers prepared 2 components in diagnosing step of 

the first cycle, i.e. an online grammar classroom using a 

Whatsapp group consisting of 15 students, and the 

preliminary procedure of using Duolingo to be followed by 

them as shown in some following features. 

 

 

 

 

 

 

FIGURE 1 | The second feature of Duolingo (I want to learn…) 

After installing the application, the students found 

Duolingo’s symbol as the first feature and the second feature 
to choose a language they wanted to learn. This application 

extends several languages for English speakers as well as 

others for non-English speakers (Jašková, 2014). In this 

research, the students automatically chose English as a 

language they wanted to learn. 

 
FIGURE 2 | The third feature of Duolingo (Reason) 
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The third feature asked the students the reason of why 

they were learning a language. There are 7 options on this 

feature: school, travel, culture, brain training, family and 

friends, job opportunities, and other, and they were asked to 

choose “school”. 

 

FIGURE 3 | The fourth feature of Duolingo (Pick a goal) 

There are 4 options on the fourth feature: casual (5 

minutes a day), regular (10 minutes a day), serious (15 

minutes a day), and insane (20 minutes a day). The goal can 

be changed anytime. All the students were asked to choose 

“15 minutes a day”, but they can add the duration if they 

want to explore more about Duolingo relating to the 

development of their motivation and self-directed learning.  

On the fifth feature of choosing a path, there are only 2 

options to be chosen: learning English for the first time 

(start from beginning) or already know some English. The 

respondents were asked to choose the second option. 

Soon after the fifth feature, the students had to take the 

preliminary test (the sixth feature) as a consideration on the 

topics that Duolingo will give to the students. In other 

words, the student’s preliminary test result determines the 
number and the kind of topics given by Duolingo. The test 

just needed 5 minutes and its questions would be easier or 

more difficult in accordance with the student’s proficiency 

level based on the student’s answers. 
Having finished doing the test, each student got the 

result (the seventh feature). In fact, the 15 students’ 
preliminary test results were varied from 42% up to 72%. As 

a result, not all the students got the same topics. This would 

be a consideration for the researchers in giving the topics for 

the students which were same and relevant to the grammar 

materials they were learning. The list of the topics based on 

the maximum result of 72% were: Basic 1, Basic 2, Phrases, 

Food, Animals, Plurals, Clothes, Present Verbs 1, Colors, 

Questions, Conjunctions, Occupations, Adjectives 1, Present 

Verbs 2, Adverbs, Past Verbs 1, Infinitives, Past Verbs 2, 

Abstract Nouns 1, and Comparative Adjectives. The number 

of the given topics will increase if the students regularly add 

the exercises every day. 

 

  After the preliminary procedure carried out by all the 

students at home, each of them personally shared 

information to one of the researchers (via Whatsapp) about 

what they found and experienced during the preliminary test. 

The researcher then gave responses towards the students’ 
information and took notes the three important aspects to be 

taken as the diagnosis result of the first cycle:  the reason of 

using Duolingo, the goal each day, and the topic given to the 

students. 

Observation results of Cycle I and II 

The researchers applied two cycles in this study to gain 

further information about the situation and condition of the 

researchers’ classroom in order a successful learning can be 

accomplished. There were four steps completed in every 

cycle: diagnosing, planning, action, and evaluation (Coghlan 

& Brannick, 2014).  The first step was diagnosis as resulted 

in figure 4 showing that the students have discovered three 

important aspects in the diagnosis cycle which are: reason, 

goal, and topic. These aspects helped them to familiarize 

themselves into the implementation of the application. 

Therefore, they knew what they had to do to implement the 

application appropriately and effectively in improving their 

grammar knowledge. 

 

FIGURE 4 | Diagnosis Result in Cycle 1 

Following the diagnosis’s results earlier, planning was 
carried out after the three important aspects in the 

application had been found. The reason of using Duolingo 

determines the difficulty level of Duolingo’s exercises. This 
could be a consideration to anticipate the emergence 

possibility of boredom or uncomfortable situation during the 

learning process with Duolingo. The optional goal a day 

provided by Duolingo (5, 10, 15 or 20 minutes) could be 

taken as a basis to evaluate whether or not the students are 

willing to elevate their daily exercise gradually as indication 

of self-directed learning improvement. The topic must be the 

same to all the students and relevant to the grammar 

materials they were learning so that the implementation of 

Duolingo was utilized as a support in grammar subject as 

part of EFL classroom. Therefore, the three important 

aspects were determined as the basis of planning actions in 

cycle 1 as follows: 

 

  

 

Reason

Goal

Topic
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FIGURE 5 | Planning actions in Cycle 1 

In relation with planning actions as shown in figure 5, 

action stage was carried out accordingly. The first meeting of 

cycle 1 was done at the same day after the preliminary 

procedure. In the action stage, the researchers immediately 

took an action by informing the above planning to the 

students and asking them to continue playing Duolingo 

following the three aspects planned earlier by the 

researchers : 1) Choose “school” for the reason, 2) Choose 
“15 minutes a day” for the goal, and 3) Choose “present 
verbs part-1” for the topic. The students were also informed 
that the activity was not going to be graded from which they 

were asked to work on Duolingo individually from home 

using their own mobile phones.  After finishing the activities 

in meeting 1, the students reported what they experienced 

with Duolingo application. The researchers then took notes 

and gave responses to the students’ reports. Later, a  

discussion about Duolingo usage took place either privately 

on the student’s Whatsapp number or simultaneously in the 
group. It allowed them to share information freely and 

widely regarding the things they found when playing 

Duolingo. 

The last step was an evaluation in which the researchers 

analyzed the notes taken from the discussion via the 

Whatsapp group or private number. From the evaluation 

step, it can be concluded that the previous steps (diagnosing, 

planning and action) ran successfully. In the second meeting 

of cycle 1, the same steps were conducted with a different 

topic: present verbs part-2. After discussion and evaluation, 

the researchers got some information from the students. 

Most of them said that the exercises of present verbs part -2 

were still quite easy. Moreover, Duolingo gives repetitions 

for the wrong answers, so this made them a little bored. 

Other than that, from the observation, the researchers found 

5 students who did not seem to have good motivation and 

self-directed learning as well, since they did not add to the 

allotted time or the exercises given. Therefore, the 

researchers changed the reason, goal and topic in cycle 2 as 

seen in the following figure: 

 

 

 

 

 

 

 

 

 

 

FIGURE 6 | Planning actions in Cycle 2 

Planning action in cycle 2 was made based on the 

evaluation result of cycle one in which the reason, goal, and 

topic needed to be adjusted. In the first meeting of cycle 2, 

before the students continued playing duolingo individually, 

they were asked to change the reason, goal, and topic as 

follows: “Job Opportunities” for the reason, “20 minutes per 
day” for the goal, and “Past verbs part-1” for the topic.  The 
next activities until the end of cycle 2 were all the same as 

the previous cycle. The summary of the two cycles can be 

seen in the following Table 1: 

The Implementation of Duolingo in EFL Classroom 

Duolingo was used in 2 cycles in which each cycle consisted 

of 2 meetings, so the total was 4 meetings. In each cycle, the 

students were asked to play or use Duolingo by working on 

the exercises given based on the reason, goal, and topic 

determined by the researchers. After finishing their activities 

in each cycle, they gave comments and reports to the 

researchers (via Whatsapp) about what they experienced 

with the application. A discussion automatically took place 

between them. Those activities were carried out until the two 

cycles finished. From the discussions with the students, the 

researchers found some implementation results of Duolingo 

in the grammar learning as part of the EFL classroom. 

First, the student’s preliminary test result determines the 
number of topics given by Duolingo. Among the 15 

students, 5 students got low results, that is, less than 50%. 

As a result, they did not get the complete topics of present 

verbs which are the first main topic of the research. They 

only got 2 parts of the topic, so they could not carry out the 

exercises for the last part (present verbs part-3). This 

situation may change if they do the exercises every day, 

especially if they increase their goals to do more Duolingo’s  

exercises. In other words, the topics given could increase 

depending on the progress of the student’s practice. This also 
could motivate them to improve their grammar knowledge.   

 

 

 

 

 

 

Meeting 1 in Cycle 1:

•Reason: School

•Goal     : 15 minutes a day

•Topic    : Present Verbs  part-1

Meeting 2 in Cycle 1:

•Reason: School

•Goal     : 15 minutes a day

•Topic    : Present Verbs  part-2

Meeting 1 in Cycle 2:

•Reason: Job Opportunities

•Goal     : 20 minutes a day

•Topic    : Past Verbs  part-1

Meeting 2 in Cycle 2:

•Reason: Job Opportunities

•Goal     : 20 minutes a day

•Topic    : Past Verbs  part-2
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TABLE 1 | The Summary of the two cycles  

CAR  

Cycles 

Cycle 1 Cycle 2 

Meeting 1 Meeting 2 Meeting 1 Meeting 2 

Diagnosing  All students did the 

preliminary procedure 

of using Duolingo 

individually using their 

own mobile-phones. 

 Result: the students 

found three important 

aspects in Duolingo to 

be known before they 

implemented Duolingo 

for their grammar 

learning. 

It is a continuation of the 

first meeting of cycle 1.  

The diagnosis had been 

done in the first 

meeting of cycle 1, but 

there were changes in 

the three aspects of 

using Duolingo based 

on the evaluation from 

the second meeting of 

cycle 1. 

It is a continuation of the 

first meeting of cycle 2. 

Planning 

action 

Create an individual task 

relating to the three 

important aspects in 

Duolingo: 

 Reason: School 

 Goal   : 15 minutes a 

day 

 Topic: Present verbs 

part-1 

Create an individual task 

relating to the three 

important aspects in 

Duolingo: 

 Reason: School 

 Goal: 15 minutes a day 

 Topic: Present verbs 

part-2 

Create an individual 

task relating to the 

three important aspects 

in Duolingo: 

 Reason: Job 

Opportunities 

 Goal: 20 minutes a 

day 

 Topic: Past verbs 

part-1 

Create an individual task 

relating to the three 

important aspects in 

Duolingo: 

 Reason: Job 

Opportunities 

 Goal: 20 minutes a day 

 Topic: Past verbs part-

2 

Taking 

action 
 Students worked on   

Duolingo’s exercises 
from home. 

 Students reported what 

they experienced with 

Duolingo. 

 Discuss the students’ 
findings in Whatsapp 

group. 

 Students worked on   

Duolingo’s exercises 
from home. 

 Students reported what 

they experienced with 

Duolingo. 

 Discuss the students’ 
findings in Whatsapp 

group. 

 Students worked on   

Duolingo’s exercises 
from home. 

 Students reported 

what they 

experienced with 

Duolingo. 

 Discuss the students’ 
findings in Whatsapp 

group. 

 Students worked on   

Duolingo’s exercises 
from home. 

 Students reported what 

they experienced with 

Duolingo. 

 Discuss the students’ 
findings in Whatsapp 

group. 

Evaluating 

action 

Read notes taken from the 

observation in the action 

step. 

Read notes taken from 

the observation in the 

action step. 

Read notes taken from 

the observation in the 

action step. 

Read notes taken from 

the observation in the 

action step. 

 

Second, there are some language skills in Duolingo that 

the students can improve: grammar, writing, translating, 

listening, and pronunciation, but all of the 15 students 

assumed that the application could be more suitable to 

improve grammar since the exercises given were a lot about 

grammar. Among the skills in Duolingo, 12 out of 15 

students found grammar as the easiest one and listening as 

the most difficult one. Luckily, the application gave 

repetitions for the wrong answers, so they could get good 

progress and understanding on the materials given. On the 

contrary, the repetition made 5 of 15 students bored, 

especially because the topic of present verbs was easy for 

them. 

Third, the daily goal provided by Duolingo (5, 10, 15, or 

20 minutes) can be taken as a basis to evaluate how the 

students think about the application and whether the students 

have good motivation or not to add Duolingo’s  exercises 

every day. In fact, 10 out of 15 students added 5 up to 20  

 

minutes a day as they thought that learning grammar with 

Duolingo was like playing a game, so it was fun for them. 

Therefore, they took the initiative to add Duolingo’s 
exercises in improving their grammar knowledge. Among the 

10 students who added the goal: 8 students added Duolingo’s  

exercises with the topic given (present verbs and past verbs), 

while 2 students tried the exercises from different topics. 

Their opinion that Duolingo was a fun online application was 

in line with a study by Munday (2015) who investigated 

user’s satisfaction towards the use of Duolingo whether or 
not it was an enjoyable app to practice Spanish. After she 

combined the strongly agree with the agree results, she 

observed that 80,4% enjoyed using it, and 78% were satisfied 

with the app.  

Fourth, there were some other characteristics of 

Duolingo found by 8 out of 15 students: 1) There was no 

advertisement in Duolingo as in other applications, so this 

made them more comfortable when playing the application;  
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2) Duolingo understood Indonesian words and would 

automatically correct the wrong words. One of the students 

translated the sentence “I write books” into the Indonesian 
language “Saya menulia buki”. It was an incorrect 
translation because of the typo he made, but Duolingo 

understood what he meant and could make a correction for 

the sentence became: “Saya menulis buku.” 3) Duolingo 

gave the right answers when students could not answer the 

questions correctly. This made students can learn the 

materials by themselves to understand them better especially 

about grammar. 

Fifth or the last about the problems that the students 

faced were all the same: 1) 15 out of 15 students mentioned 

that the main problem when using Duolingo was the poor 

internet connection. This is not a new thing, because we 

know that the most common problem relating to the use of 

internet is the internet connection which is not always good. 

2)  5 out of 15 students found that the other problem was 

distraction from a family member. They explained that 

learning with Duolingo needed good concentration and quite 

environment to get maximum results.  

From the implementation results, it can be concluded 

that most of the students feel the benefits they have gained 

from learning English with Duolingo. The implementation 

of Duolingo has supported the students to understand the 

English materials better, especially grammar. 

The Students’ Responses towards the use of Duolingo in 
EFL Classroom 

Upon completion of the two cycles, all students obtained a 

questionnaire via the Google App. Their responses were 

then used to assess the students' responses towards the use 

of Duolingo in the grammar lesson as part of the EFL 

classroom. The questionnaire consisted of 9 open-ended 

questions adopted from Munday (2015). The list of 

questions can be seen on the appendix below. The 

questionnaire was divided into three themes: Duolingo in 

the EFL Classroom, the use of Duolingo to enhance 

students ' interest in learning English, and the use of 

Duolingo to promote self-directed learning. 

Duolingo in EFL Classroom 

Due to Jašková (2014), “The languages available in 
Duolingo are English, Spanish, Portuguese, Italian, French, 

German, Russian, Hungarian, Dutch, and Turkish, but 

Duolingo started with English, Spanish and German. The 

Duolingo system is more effective because the learners 

(mainly those whose mother language is different from 

English) can try to think in English, discuss and deal with 

things in a foreign language.” With all the language skills 
existed in Duolingo, people who use English as a foreign 

language could improve their English by using the 

application.  

In this current study, 15 out of 15 students as the 

respondents stated that Duolingo could improve their 

English in general because it provided varied exercises 

related to the general topics around their life such as food, 

animals, clothes, job, colors, and so forth. Of course, they  

 

 

had to focus and concentrate when using the application. Not 

only answered the questions for the exercises but also 

understood the materials more deeply. By doing so, they 

could get new vocabulary, phrases, and sentences as a basis 

for improving their English. They could also get some 

experiences of practicing English skills such as writing, 

reading, listening, translating, and speaking skills through 

pronunciation practices. 

“All language skills in Duolingo are honed, especia lly 

reading, writing, listening and speaking.” (Student 1)  

Besides the language skills, all the students said that 

Duolingo could improve their grammar knowledge since the 

questions in the given exercises were a lot about grammar. 

When the students made the wrong answer, Duolingo gave 

them the correct one and repeated the question until they 

could answer it correctly. This repetition helped them 

understand the material better and improve their English 

grammar. One of the students said that after learning with 

Duolingo, he/she realized that grammar was especially very 

important for writing skills. This is supported by Syahputra 

(2019) in his research that examined the effectiveness of 

Duolingo in reducing student grammatical errors in writing 

text in English, and the results suggested that the use of the 

Duolingo was adequate to minimize the grammatical errors 

in the text. 

“Learning with Duolingo helps me understand English 
grammar properly and clearly. Even if I cannot respond 

correctly to the question, the correct answer will be 

given. By knowing the mistakes I have made, I will learn 

more about the grammar materials.” (Student 2) 

In addition, the application also has supporting 

characteristics for EFL classroom that is easy to use. All the 

students agreed that Duolingo was easy to use as long as 

they had an internet quota and a good internet connection. 

They only needed to have an email or Facebook account to 

install the application. The preliminary procedure of using 

Duolingo and instructions for carrying out the given 

exercises were simple to understand. The exercises only 

asked the students to choose an appropriate answer, 

pronounce, write, and translate a short phrase or sentence. 

Therefore, the application was user friendly and suitable to 

all levels, so everyone can learn English from basic. This is 

in line with a study by Munday (2015) who investigated 

user’s satisfaction towards the use of Duolingo. She 
observed that 82% found Duolingo helpful, and 91% found 

it easy to use. 

“Duolingo application is very easy to use because it only 
uses an email / g-mail / facebook account. Well, there 

are some instructions that make it easier for us to use 

Duolingo.” (Student 3)  

From the students’ responses mentioned above, it can be 
concluded that Duolingo could support the English learning 

process in EFL classroom since the application is easy to use 

and suitable to all levels. It also provides a lot of English 

topics in general and the language skills needed by the 

students who learn English as a foreign language. As part of  

75



Indah Sri Redjeki, R. Muhajir Gamif ication in EFL classroom to support teaching and learning in 21st … 

Journal of  English Educators Society  | ojs.umsida.ac.id/index.php/jees April 2021 | Volume 6 | Issue 1 

 

 

 

the EFL classroom, grammar knowledge could also be 

improved by the application because it gives more exercises 

about grammar materials. 

The use of Duolingo to enhance the students’ interest in 
learning English 

15 out of 15 students stated that they enjoyed learning 

English with Duolingo because it was fun, quite interesting, 

simple, modern, and easy to use. More specifically, 3 out of 

15 students really liked the application since learning with 

Duolingo was like playing a game on a smartphone, so it 

was so fun and did not make them bored easily. Moreover, 

the learning process became easier and more practical since 

the application could be used anywhere and anytime.  They 

could manage their time to study English with Duolingo 

wherever they were. They also found that the online 

application run fast or it was not slow when loading and 

processing. In other words, all the students were satisfied 

with the application, especially there were 2 students found 

it very satisfied. From Duolingo, they could learn all 

language skills they needed to improve their English skills 

including their grammar knowledge. A study by Munday 

(2015) found out that 80,4%  enjoyed using Duolingo and 

78,3% were satisfied with the application. In this current 

study, 15 out of 15 students (100%) were satisfied with 

Duolingo, and 2 out of 15 students were very satisfied.   

“Duolingo is a fun English learning application for me 

because learning with Duolingo is like playing a game 

but I still get knowledge at the same time.” (Student 4)  

When the students enjoyed leaning English with 

Duolingo and were satisfied with the application, it could be 

concluded that their interest in learning English could be 

increased by the application. 13 out of 15 students agreed 

with this statement because the application was a very 

interesting game and easy to understand, so it made them 

happier to learn English. The exercises given were also 

interesting, especially when they were asked to pronounce 

words, phrases or sentences. From Duolingo, they could also 

learn the language skills needed to improve their English. 

The application was also suitable to all people in different 

levels, so they dared to learn English even though their 

levels are still low. It is mentioned in Duolingo (n.d.) that 

the application keeps in mind that everyone is different and 

motivation is an essential factor to learning. Therefore, the 

application provides some motivational features that the 

students might encounter, such as points, gold, lingots, 

trophy, fluency score, etc.   Apart from this, 2 out of 15 

students thought that the application was not really able to 

increase their interest in learning English. The first one said 

that it was only supplementary and he preferred to study 

directly in class. The second one added that sometimes he 

was bored playing the application, so he needed a good 

mood and a strong desire to play it. 

      “Every time I succeed in leveling up this game, I feel my 
abilities have increased and I want to continue 

improving my English. It really increases my interesin 

learning English.” (Student 5)  

 

From the discussion above, it can be concluded that 

Duolingo is a fun online learning application that can be 

used to increase the students’ interest in learning both of 
English grammar and of in general as part of the EFL 

classrooms. 

The use of Duolingo to promote Self-directed Learning 

15 out of 15 students stated that they could learn English 

independently by using Duolingo because it could be 

installed on every smartphone that almost all students had 

and brought anywhere.  They could use it anytime and 

anywhere. One of the students said that he was a typical 

person who preferred to enjoy his time alone rather than with 

friends. It means that learning English independently by 

using Duolingo could be the right choice for him. This was 

supported by the other one saying that Duoliongo was one of 

the online English learning applications that could be applied 

in the pandemic situation. Although there was a student who 

stated that the explanation for grammar exercises in 

Duolingo was not in detail, but all students agreed that the 

application was fun like a game, easy to use and very helpful 

for learning English independently. Of course, this depended 

on the motivation they had to improve their English as stated 

in Duolingo (n.d.) that “Motivation is essential to learning. 

Duolingo has a variety of features, designed to keep learners 

interested.”   

“Duolingo can be used for independent activities 
because it can be downloaded into cell-phones that could 

be brought to anywhere and anytime.” (Student 6)  

On occasion of the target provided by the application, 10 

out of 15 students stated that they added to the allotted time 

from 5 up to 20 minutes every day to add more exercises 

since they were interested in the exercises given and they 

wanted to improve their English. The rest did not add their 

time regularly every meeting because the internet connection 

was not always good or there was other activity or task to be 

done at the same time.  This is also in line with the study by 

Munday (2015) stating that 56,5% completed more lessons 

than those required for class and more than 50% of the class 

would continue using Duolingo after the course was 

completed. Another study by (Vesselinov & Grego, 2012) 

stated that “a quarter of the participants studied between 2 
and 8 hours, and a quarter of them had 30 hours or more, 

including 7 persons with 50 hours or more.  

“I always use Duolingo starting from 15 or 20 minutes 
and add more time, because I always want to finish the 

next levels each time I've finished one level.” (Student 7)  

More about self-directed learning, 10 out of 15 students 

stated that Duolingo is able to be used as a substitution of 

regular grammar homework because the exercises in the 

application gave a lot about grammar such as tenses, articles, 

etc.  The application showed them a correct answer if they 

made a mistake, and repeated the same question until they 

could answer it correctly. They enjoyed playing Duolingo 

since it was like a game. They did not feel as they were 

really doing homework. Furthermore, 2 out of 15 students  

76



Indah Sri Redjeki, R. Muhajir Gamif ication in EFL classroom to support teaching and learning in 21st … 

Journal of  English Educators Society  | ojs.umsida.ac.id/index.php/jees April 2021 | Volume 6 | Issue 1 

 

 

 

stated something slightly different i.e. it would be much 

better if Duolingo was just used as additional homework, 

not a main homework, to support the exercises on the 

grammar book they used in the classroom. The opinion 

arose because of the characteristic of Duolingo that did not 

give a score at the end of an exercise. It only gave a reward 

when they completed a level. In other words, the use of 

Duolingo as a substitution of grammar homework could not 

be well controlled. Therefore, the combination of Duolingo 

and common homework could be a way of giving tasks to 

the students in relating to the improvement of their 

grammar. However, 3 out of 15 disagreed with having 

Duolingo as homework. It would not be effective because its 

use via a smartphone could make students less focused on 

doing their homework. In other words, they might be 

distracted by other applications on their smartphones when 

they were going to use the application. In her study, 

(Munday, 2015) found out 84% of the students in group A 

liked Duolingo better than other types of homework, 8,7% 

said “No”, and 6,5% said “The same.”. On the contrary, 
43,8% of the students in group B agreed if Duolingo was 

used as homework, 43,8% said “No”, and 12,5% said “The 
same.” It can be concluded that the use of Duolingo as 
homework is not something that all students absolutely 

agree on. 

“Duolingo might be used as an additional homework, 
not a regular homework, because we still need to learn 

grammar from books. In other words, we still need 

regular homework.” (Student 8)  

It is still related to the self-directed learning, 12 out of 15 

students mentioned that they would continue using Duolingo 

even after the grammar class was over. This was because 

they wanted to fill their time to improve their vocabulary, 

grammar and English in general, especially in the pandemic 

situation in which they were only at home most of the time, 

so the application could be the right choice for learning 

English. A study by Munday (2015)  investigated a question 

whether or not the students would continue using Duolingo, 

and she found out that  39,1% students said “Yes”, 17,4% 
said “No”, and 43,5% said “Maybe”. 

“I will continue using Duolingo because I haven't 
mastered grammar, so hopefully using this application  

can improve my grammar knowledge in the future.” 
(Student 9) 

From the discussion above, it can be concluded that 

Duoliongo can promote self-directed learning in which all 

the students can learn English with Duolingo independently. 

In addition, most of them added their target every day to add 

more exercises, accepted Duolingo as a substitution of 

regular grammar homework, and would continue using 

Duolingo even after the grammar class was over. 

 

CONCLUSION 

Several studies on gamification have shown that it can 

make students more excited and motivated during their 

effort to elevate their English language skills. In this  

 

current study, one medium of gamification called Duolingo 

was explored in grammar learning activities as part of EFL 

classroom. They played Duolingo at home using their 

smartphones in order to implement it in the grammar lesson. 

The implementation of Duolingohas increased student’s 
motivation and self-directed learning. The answers to the 

questionnaires given to the students inform us that the 

implementation of Duolingo is seen as a positive activity 

because of some following reasons. All the students enjoyed 

learning English with Duolingo as it was fun, quite 

interesting, simple, modern, and easy to use (user-friendly) 

as long as there are an internet quota and a good internet 

connection. They only need to have an email or Facebook 

account to install the application. It is also suitable to all 

levels, so everyone can learn English even from basic .Most 

of the students added to the allotted time per day to work on 

more exercises. This is because learning with Duolingo is 

like playing a game on a smartphone, so it is fun and does 

not make them bored easily. They admitted that they were 

satisfied with Duolingo because Duolingo can increase their 

interest in learning English. Therefore, they would continue 

using Duolingo even after the grammar classroom was over. 

As a result, the students confessed that Duolingo could 

improve students’ English in general as it provides varied 
exercises related to the general topics around our life such as 

food, animals, clothes, job, colors, and so forth. They could 

get some experiences of practicing English skills such as 

writing, reading, listening, translating, and speaking skills 

through pronunciation practices. Duolingo could also 

improve their grammar knowledge since its exercises were a 

lot about grammar. When they made a mistake in answering 

a question given, the application gave them a correct answer 

and repeated the question until they could answer it correctly. 

This kind of repetition helps students understand the material 

given better and improve their English grammar. 

Nevertheless, not all students accepted the condition in 

which regular grammar homework was substituted by 

Duolingo. They accepted Duolingo as an addit ional 

homework only, not a regular homework, since there was a 

possibility that they would not focus or lack of focus while 

working on grammar homework via Duolingo. 

In conclusion, this study has proven that Duolingo, one 

of gamification, can be implemented into the subject of 

grammar as part of EFL classroom. In this case, Duolingo 

provides some motivational interesting features to increase 

students’ interest in working on Duolingo’s exercises 
regularly in order to improve their English skills, especially 

grammar. This action will not only motivate the students but 

also promote self-directed learning for them. As a result, it is 

suggested that teachers or ELT (English Language Teaching) 

practitioners implement Duolingo to support teaching and 

learning EFL. Furthermore, to explore more about this type 

of gamification, it is recommended for the future research to 

investigate the implementation of Duolingo in some other 

language skills such as listening, pronunciation, and 

translating as part of EFL classroom. 
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Technology has been widely used in the education field, especially for teaching 

language. Many teachers and students believe in the advantages of technology to 

enhance language learning. There have been many studies investigating the use of 

technology in secondary language classrooms. Some studies approve that 

technology can be applied to increase students' language competence. This paper 

comprehensively analyzed the use of technology for English language teaching in 

the secondary level based on empirical studies. Fifty-seven selected articles from 

reputable journals and publishers were reviewed to identify the trends in technology 

use, types and purposes of technology use, and challenges and solutions 

encountered in the implementation of technology in ELT secondary levels are 

scrutinized in this study. Results have indicated that the study on technology use in 

ELT secondary level is consistently growing over the time, but future studies need to 

conduct more in qualitative or mixed-method research and there is also an urgency 

to examine the effectiveness of technology in listening, speaking, and reading skills. 

To sum up, the need to emphasize on the integration of technology, pedagogy, and 

language content in proper ways should be taken into account in order to obtain 

more meaningful future studies. Some potential topics for future research are 

discussed further in this study. 

  
Keywords: English Language Teaching (ELT), secondary level, technology use 

 
 

ISSN 2503 3492 (online) 
*Correspondence: 

Francisca Maria Ivone  
Francisca.maria.fs@um.ac.id 

Received: 1st November 2020 

Accepted: 9th March 2021 

Published: 12th April 2021 

Citation:         

Luthfiyyah, R., Hafifah, G., 

Ivone,F.M., and Tresnadewi, S. 

(2021). Technology Use in 

Secondary Level of English 

Language Teaching: A literature 

Review. 

J. Eng. Educ. Society. 6:1. 

doi: 10.21070/jees.v6i1.1020 

 

INTRODUCTION 
There is a growing body of literature that recognizes the importance of technology in English 

language teaching in 21 era of education. Many studies revealed the effectiveness of 

technology application in enhancing language learning as it assisted the teaching and 

learning activities of language skills and competencies for any levels of education 

(Bhattacharjee & Deb, 2016; Boonyopakorn, 2016; Ghavifekr & Rosdy, 2015; Graham et al., 

2019; Lee et al., 2020; Radhakrishnan, 2017; Zhang & Zou, 2020). 

Technology, in the form of ICT has provided teachers and students with vast learning 

resources for teaching language. Digital materials enable teachers to improve their creativity 

in material development as well as allow students to improve their English. E-book as digital 

learning material has proven to be more effective and attractive for language learners in 

reading comprehension and vocabulary enrichment (Hsieh & Huang, 2020; Love et al., 

2017; Turchi, 2020). 
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Technology also supports language teaching strategy and 

improves students writing ability. Computer-assisted 

language learning application helps students to create the 

better composition and improve their writing skill. It also 

supports teachers with a variety of material resources, 

teaching strategy and methods in giving clear instruction for 

assignments and assessments in writing courses (Curcic & 

Johnstone, 2016; Engeness, 2018; Ha, 2016; Lee et al., 2020; 

Morgan & Chenowith, 2017; Park et al., 2018; Syafryadin, et 

al. 2021). 

Many studies exposed that technology is able to enhance 

students’ English skills and motivate students in language 
learning. Some research findings showed that technology is 

effective in improving student speaking performance (Ahn & 

Lee, 2016; Hwang et al., 2016) and listening ability (Hong et 

al., 2016; Hwang et al., 2016). Technology support students’ 
self-regulated learning with the technology tools and 

applications that were able to give feedback on their 

speaking production as well as assessed their listening 

comprehension.  

Along with the increasing interest and number of 

publications, several studies have been conducted reviewing 

the use of technology applications and devices for ELT. The 

result showed that the technologies were successful in 

generating students’ motivation and autonomous learning as 
well as catering positive learning environments and 

resources. Yastibas & Yastibas (2015) reviewed literature 

and found out that e-portfolio-based assessment developed 

students’ self-regulated learning in ELT. Ahmed & Nasser 

(2015) investigated the benefits of utilizing IPad in the ESL 

classroom and revealed that IPad paved the way for more 

motivating and engaging English language learning. It also 

provides information that guides ESL teachers in choosing 

appropriate apps for transformative lessons and information 

on apps that have been used in ESL classrooms.  

Some studies also reviewed Facebook (Barrot, 2018); a 

digital game-based (Acquah & Katz, 2020); and Geospatial 

application (Kangas et al., 2019) as technologies that provide 

an encouraging learning environment in the secondary level 

of ELT. Another study also claimed that electronic books (e-

book) could be an effective multimedia resource that is used 

as supplementary standards-based instruction and pre-teach 

content area vocabulary specifically designed for students 

with exceptional language needs (Love et al., 2017). 

However, there was a limited study to examine the empirical 

evidence of the effectiveness of technology applications in 

ELT and how it applied in the language classroom to support 

teaching and learning activities. 

Several studies were focusing on application review and 

proposing new ideas of technology applications that can be 

applied in ELT such as digital technology in low-resource 

context and the importance of technology for special need 

education and intercultural awareness (Hockly, 2015; 

Hockly, 2016). Nevertheless, the research result has not been 

proven empirically that certain types of the technology 

proposed did not support the ELT classroom method and 

strategy. 

  

Most of the studies related to technology integration in 

ELT were conducted at a higher education level. Teachers 

and students in this level were claimed to have more ICT 

literacy compare to the lower level of education. They also 

got enough exposure on technology use through their 

professional development and education program (Ansyari, 

2015; Aşık et al., 2019; Dooly & Sadler, 2020; Hafifah & 

Sulistyo, 2020). Additionally, some studies found that 

teachers and students have a good perception toward 

technology use in language teaching (Goodwin et al., 2015; 

Liu et al., 2017; Muslem et al., 2018; Silviyanti, T. M., & 

Yusuf, 2015; Valtonen et al., 2017) 

Moreover, technology is proven to be an effective 

strategy and method applied at a higher education level 

(Anikina et al., 2015; Ersanli, 2016; Fix et al., 2015; 

Sokolova et al., 2015; Zarzycka-Piskorz, 2016). A Number 

of studies claimed that technology integration was able to 

increase the students’ motivation and autonomous learning 

(Averkieva et al., 2015; Lamb & Arisandy, 2020). Some 

application such as web-quest (Averkieva et al., 2015), 

hypertext reading application (Shang, 2015), corpus-based 

writing application (Ha, 2016), and social media application 

like twitter-based pronunciation (Mompean & Fouz-

González, 2016) were investigated and proven to be effective 

teaching strategy and method and supported students learn 

independently.  

Numerous studies of technology implementation were 

conducted at the primary level of education, most of the 

findings concluded that technology supports the classroom 

teaching-learning activity for the children and improve their 

English competency, especially vocabulary (Blau & Shamir-

Inbal, 2017; Ghavifekr & Rosdy, 2015; Gürkan, 2019; Hong 

et al., 2016; Lan, 2015). However, studies on the 

effectiveness of technology integration at the secondary level 

are under scrutiny.  

To fill in the gaps of the previous studies which lack 

exploring the empirical result of the effectiveness of 

technology implementation, especially in the secondary level 

of ELT, the present study aims to review some articles from 

reputable journals that are published during 2015-2020 

focusing on the use of technology in ELT secondary level. 

The study attempts to find out some trends in technology use, 

types and purposes of technology-supported ELT, and the 

challenges and solutions of using technology in secondary 

level of ELT. 

 

 

METHODS 

To address research questions, the study employs a semi-

systematic review method or simply literature review 

method. The method is less scrutiny than a critical 

systematic review study. It reviews and concludes the 

progress of relevant literatures in certain area over the time 

by identifying the patterns of studies for synthesizing the 

state of knowledge, 
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developing theoretical perspective, and suggesting the 

potential future research. Based on the previous study from 

Zhang and Zou (2020), the present literature review study 

was conducted using the following three stages: 

Journal Selection: The researchers search journals from 

reputable databases like Science Direct, ERIC, Taylor 

Francis, Elsevier, J-Wiley during September and October 

2020. For quality assurance, the researchers picked 

reputable journals that were indexed by SSCI and Scopus in 

quartile one to two, and specifically chose journal that the 

topic and scheme were related to technology and ELT. The 

journals were CALL, JACL, Re-CALL, Australian Journal 

of Education Technology, Language Learning and 

Technology, Learning Media and Technology, Computer 

Education, ELT Journal, British Journal of Educational 

Technology, and English Teaching and Practice. 

Article Selection: At the first attempt, we inclusively 

selected the articles based on the specific keywords, such as 

Technology Use, ELT, and Secondary Level in the 

publication timeline from 2015-2020. The keywords were 

assigned to get the relevant articles that are in line with the 

objectives of the study. This attempt generated 1299 articles. 

Next, the abstract of articles were screened and specifically 

selected based on the research variable, method and 

participants. Some articles that discussed about teachers and 

students perspective, policy of technology integration in 

ELT, literature review articles, and the research subject was 

not secondary level were excluded and we had 108 articles 

left.  Furthermore, to narrow down the focus on the use of 

technology in ELT secondary level, we specifically chose 

articles that show the result of empirical study and examine 

the technology implementation in secondary level of ELT 

and 56 articles remained and used as the data of this present 

study.  

Data Analysis: A semi-systematic review study is 

commonly analyzed using qualitative approach, specifically 

using a content analysis. In analyzing the data, we attempt to 

list the selected articles in a spreadsheet, categorize the 

themes (e.g., year of publication, research purpose, research 

method, participants, types of technology devices and 

application, benefits, problems and solutions of technology 

use in ELT),analyze and synthesize the data, and then report 

them descriptively. 

 

 

RESULTS AND DISCUSSION 

The results of the study cover three main findings, namely: 

trends in using technology, types and purposes of technology 

use, and challenges and solutions in technology use at the 

secondary level of English language teaching. The findings 

are discussed respectively in sequence. 

 

 

 

 

Trends in Technology Use in Secondary Level of English 

Language Teaching  

The trends of technology use from fifty-seven examined 

articles are categorized into three points. They are the rate of 

year publications, research method, and participants of the 

study. The following part explores each category: 

The Rate of Year Publications 

The distribution of research studies over the years is displayed 

in figure 1. It depicts that the trend of technology use in the 

secondary level in English language teaching publications is 

generally increased over the years (2015-2020). There are 6 

publications of this area found in 2015 and by the end of 2020 

it has more than double the increasing number of publications 

(n=14). The data shows that there is a great interest among 

scholars to investigate the use of technology in the ELT 

context, particularly at the secondary level. 

 

Figure 1 | The Number of Years by Publication 

 

Research Method Trends 

The present study merely includes empirical studies to be 

reviewed. The research methods are categorized into 

quantitative, qualitative, and mixed-method groups. Figure 2 

illustrates the research methods deployed in review articles. 

The most common method used is the quantitative method, 

specifically experimental study (n=36). In contrast, the 

qualitative study about technology use in ELT secondary 

level is quite sparse to be discovered. 11 out of 57 articles are 

classified into the qualitative study and 8 of them clearly 

mention that they use case study.  

Figure 2 | Research Methods Used in Review Articles 

Finally, the rest of the reviewed articles are categorized into 

mixed-method (n=14). 
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Sample of Participants 

Figure 3 shows that the researchers prefer to involve 

students rather than teachers as the sample of participants. 49 

out of 57 articles selected secondary students as the sample 

to use a certain technology tool for learning English 

language either inside or outside the classroom and 7 studies 

invited secondary teachers as the participants of the study. 

Unlike the other reviewed articles, one study from (Wilson 

and Roscoe, 2020) involved three English language teachers 

and 114 six grade students to examine the effectiveness of 

Automatic Writing Evaluation (AWE) system. 

 

Figure 3 | Sample of Participants 

 

Types and Purposes of Technology-Supported English 

Language Teaching  

This part explores the findings to answer the second 

research question. The data classify the types of technology 

tools used in reviewed articles, the language skills area, and 

the way how the tools support the English language teaching. 

Technology Tool Types 

The reviewed articles utilized various types of technology 

tools in the studies. To ease the reader in mapping out the 

tool types, we attempt to categorize them into five terms 

(see figure 4). 

 

Figure 4 | Types of Technology-Supported English 

Language Teaching 

The vast majority of the technology tools category is 

mobile learning applications (n=38). It refers to any mobile 

devices utilized for learning and it is commonly owned as 

personal digital assistants (Sung et al., 2016). Besides, 

mobile learning applications can assist students to adapt 

English language content to the context they are familiar 

with (Hwang et al., 2016). There are two types of mobile 

learning apps in the reviewed studies. 6 studies integrated 

hardware-mobile apps in English language teaching, such as 

camera, laptop, desktops, iPod, iPad, digital pen (Andrei, 

2017; Chen et al., 2016), and 32 studies employed software-

mobile apps in ELT classroom, such as mobile instant 

messenger, mobile-based graphic organizer (Regan et al., 

2018), Android-based smartphone apps (Chou et al., 2017), 

and mobile speaking apps (Ahn & Lee, 2016). 

The second favorable category of technology tools 

utilized in reviewed articles is the game-based application 

(n=10). It is an effective learning tool that provides a sense of 

playing a game, such as competition, challenges, rewards, 

rules, or goals. Game-based learning activities can encourage 

learners' motivation, engagement, and interaction in learning 

(Yükseltürk et al., 2018). In this review, (Sundqvist, 2019) 

conducted a study which examines the nexus of vocabulary 

proficiency of the students who play a commercial-off-the-

shelf (COTS) game and the students who do not play the 

game. The finding reveals that the learner's habit of playing 

game matters for their vocabulary improvement. The more 

current study conducted by (Hong et al., 2020) argues that 

Tip On, one the gamification platform designed to let the 

students pose and address questions based on different modes 

of game to practice English grammar, can motivate students 

in learning, especially to increase their curiosity in learning. 

The merits of using the game-based application can be found 

more in the literature.  

The next category is technology-based social media and 

web-based technology tools. We found 6 reviewed articles 

for each category. The role of social media has recently 

developed. It is not only as a medium for communication in 

the social network but also as a medium for learning English 

language (Balchin & Wild, 2020; Börekci & Aydin, 2020; 

Chang & Lu, 2018; Chu et al., 2017). A study argues that 

Facebook can create a positive learning environment to 

facilitate students’ interaction in English class and their 
academic development (Börekci & Aydin, 2020). In a more 

specific context, Chang and Lu (2018) use LINE for 

consolidating students' ideas in a prewriting activity and for 

evaluation. Similar to the previous study, Chu et al., (2017) 

admit that Wikis can facilitate learners in collaborative 

writing. Thus, it is undeniable that social media has some 

merits in English language teaching.   

Furthermore, the use of the web-based application, such 

as Moodle and Learning Management System (Gunduz and 

Ozcan, 2017; Lam et al., 2017) can facilitate the teachers to 

provide teaching materials, exercises for students, discussion 

boards, and evaluation and provide an opportunity to the 

student in learning independently based on their own pace. 

Besides, web-based applications can be used in blended 

learning which combines face-to-face learning and online  
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improvement of students' learning outcomes. This finding 

can be a rationale to rectify the common logical fallacy 

encountered among studies that claimed that technology can 

improve particular language skill. To sum up, using 

technology in the teaching and learning process cannot 

guarantee that the teaching instruction will be automatically 

perfect, but the integration of technology, pedagogy, and 

language content in proper ways results in a meaningful 

learning experience.   

Finally, the present study limits the coverage of the 

studies reviewed, only empirical studies are included. 

Further research can conduct more studies of technology use 

in the ELT context, especially at the secondary level which 

involve both teacher and students as research participants to 

obtain two different perspectives. There is a need to conduct 

more qualitative and mixed-method studies in the future and 

to examine the effectiveness of technology in listening, 

speaking, and reading skills. It is suggested to the future 

researcher to take into account pedagogical aspects of the 

technology integration study.    
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