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In the evolving landscape of education, the integration of flipped and gamified learning into online English courses has remained a
complex and underexplored terrain. To address this knowledge gap, our study designed and implemented an innovative hybrid
pedagogical model, seamlessly blending flipped and gamified learning principles into the context of online TOEFL (Test of
English as a Foreign Language) instruction. The study, conducted within a public university in Bengkulu Province, Indonesia,
included 27 carefully selected research participants (11.1% male, 88.9% female) from a population of 80 third-year undergraduate
English majors, employing purposive convenient sampling techniques to ensure diversity representation. Our comprehensive
data collection encompassed pre- and post-TOEFL assessments, surveys, and reflective essays, with qualitative data subjected to
thematic analysis and quantitative data analyzed through descriptive statistics, nonparametric Wilcoxon rank tests, and
Spearman’s correlation analysis. The results unveiled a multifaceted landscape, showing improvements in student enjoyment
and motivation alongside increased anxiety. However, the intervention demonstrated significant enhancements in TOEFL
listening, reading, and overall scores, although structure and written expression remained largely unchanged. Intriguingly, while
heightened enjoyment correlated with increased motivation, emotional variables displayed no significant correlation with
TOEFL posttest scores. These findings carry profound implications for TOEFL preparation, student motivation, and the

management of classroom diversity in online learning settings.

1. Introduction

The 21st century has witnessed a surge in academic focus on
flipped learning and gamified learning in university educa-
tion, particularly in the realm of fully synchronous online
English as a Foreign Language (EFL) courses [1]. Despite
this growing interest, there remains a notable gap in research
exploring a cohesive pedagogical framework that effectively
merges these two approaches. Previous studies have affirmed
the positive effects of both flipped and gamified learning in
enhancing student engagement, motivation, and academic
performance [2, 3]. However, these findings are not without
contradictions and variations in pedagogical implementa-
tion [4]. For instance, Brewer and Movahedazarhouligh [5]
identified a lack of comprehensive research and resources
supporting a smooth transition to flipped learning, while
Koivisto and Hamari [6] pointed out the limited evidence

supporting the effectiveness of gamification. This inconsis-
tency highlights the need for more rigorous research in these
areas, particularly concerning online EFL courses, to elevate
educational practices and facilitate transformative learning
experiences in the dynamic landscape of higher education.
In Indonesian universities, the TOEFL ITP (Test of
English as a Foreign Language Institutional Testing Pro-
gram) is extensively used as an exit exam, reflecting its global
stature under the management of the Educational Testing
Service (ETS), USA. This test assesses EFL students across
listening comprehension, structure and written expression,
and reading comprehension, with scores spanning 337 to
677. Universities commonly set a minimum passing score
of 450, even though scores below 459 only denote a basic
level of English proficiency (Al) according to the Common
European Framework of Reference (CEFR) for Languages.
Empirical studies, however, indicate a worrying trend where
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only 5-15% of students typically meet this minimum score,
with even lower success rates at higher thresholds [7-9].
The TOEFL score’s increasing significance in job applica-
tions has further raised its importance, yet students often
struggle to meet these standards due to various hindrances,
including limited language skills and low self-confidence
[10, 11]. Considering the widespread usage of TOEFL on a
global scale, these situations may be shared with other uni-
versities in countries where English is not the first language.

Addressing this pervasive issue, this study proposes the
development and implementation of a gamified TOEFL
learning model to enhance student scores while simulta-
neously improving their enjoyment, anxiety, and motivation
for studying TOEFL materials in online settings. Current
pedagogical approaches predominantly involve traditional
lecture methods and repetitive question exercises, which
have been criticized for their lack of engagement and enjoy-
ment [12, 13]. The proposed model leverages gamification, a
strategy that applies gaming elements in educational con-
texts, to create a more interactive and engaging learning
environment. This approach has shown promise in enhanc-
ing learning experiences, particularly for students with low
proficiency levels and in test-oriented scenarios [14, 15].
Through gamified learning, featuring elements like online
quizzes, leaderboards, memes, and rankings, this study is
aimed at addressing key factors crucial to foreign language
learning success: enjoyment, anxiety, and motivation
[16-18]. Additionally, this study contributes to the limited
empirical research on the impact of gamified learning in
TOEFL preparation, with the potential to offer significant
insights for both academic institutions and students facing
high stakes in English proficiency assessments [19].

This study critically examines an innovative instruc-
tional model that blends flipped learning and gamified learn-
ing in an online TOEFL (Test of English as a Foreign
Language) preparation course. Ekici’s [20] systematic review
shows that gamification improves motivation, participation,
and learning performance in flipped classrooms. Due to
insufficient evidence and the focus on Moodle and Kahoot!,
these conclusions are not generalizable. Ng and Lo [21] also
examined the effects of flipped classrooms and gamification
on student performance and academic commitment at a
Chinese institution, highlighting the role of learning culture
and teacher dependability on student success and engage-
ment. Yet, inadequate research exists concerning English
proficiency test preparation courses such as TOEFL, particu-
larly in online environments. Meanwhile, conventional
TOEFL courses typically feature teacher-centered lectures
and student interaction mostly through question exercises,
with a tendency to render lectures tedious and unengaging
[13]. Factors such as enjoyment, anxiety, and motivation,
which have been shown to significantly impact student suc-
cess in foreign language learning, should not be overlooked
[18]. The TOEFL test has significant implications for aca-
demic and professional contexts, according to a survey by
ETS (Educational Testing Service) of TOEFL users in Japan,
Mexico, and Indonesia. Students may face high stakes, such
as delayed graduation or job prospects, if they fail to achieve
the minimum target score [7, 19, 22]. Consequently, stu-
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dents preparing for the TOEFL encounter considerable pres-
sure, which can potentially contribute to heightened anxiety.
Failures in the learning process can negatively impact moti-
vation, while monotonous teaching methods can diminish
the enjoyment of the learning process, ultimately resulting
in students falling short of attaining the desired target score.

Considering these gaps, the present study seeks to
develop and implement an integrated, flipped, and gamified
online TOEFL learning approach. This approach is aimed at
not only increasing students’ TOEFL scores but also enhanc-
ing their overall learning experience by addressing factors
such as enjoyment, anxiety, and motivation, which are cru-
cial for the success in foreign language learning. Through
this innovative model, the study is aimed at contributing to
pedagogical development in the field of online EFL educa-
tion, particularly in high-stake environments like TOEFL
preparation. The following research questions are addressed:

(1) How do students perceive their learning experiences
in the flipped and gamified online TOEFL course in
terms of learning enjoyment, anxiety, motivation,
and outcomes?

(2) How does the learning model intervention affect
their TOEFL scores?

(3) How do their learning experience perceptions corre-
late with their TOEFL scores?

2. Literature Review

2.1. Flipped Online Learning. Flipped learning implementa-
tion in online settings necessitates students’ independent
study prior to class, with instructors designing deliberate
learning experiences through textbooks, videos, and audio
files to engage students outside the classroom [5, 23]. In a
study by Thai et al. [24], students are assigned exercises or
tasks to assess their independent learning, followed by group
discussions and immediate feedback during online synchro-
nous meetings on a web-based lecture platform. Ahmad and
Arifin [25] adopt a flipped classroom model where synchro-
nous meetings via video conferencing (Zoom) focus on quiz
explanations rather than covering all grammar points. These
examples exemplify the utilization of flipped learning in
online settings, akin to the traditional approach where stu-
dents watch prerecorded videos before in-person practice
and discussion. A specific variant of this, the Synchronous
Online Flipped Learning Approach (SOFLA), introduced
by [26], shares similarities with the methods employed in
the present study, detailed comprehensively in Methods.
The effects of flipped learning can be observed through
various studies conducted in different contexts. Haghighi
et al. [27] found that Iranian EFL learners in a flipped
conversation course outperformed their counterparts in a
conventional course in the posttest, indicating higher
engagement and learning outcomes. Similarly, Lee and Wal-
lace [28] implemented a flipped approach in a South Korean
university and discovered that students in the flipped class-
room achieved higher scores on their final tasks compared
to those in a traditional classroom, although statistical
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significance was only evident in the final exam mean score.
Ahmad and Arifin [25] observed significant improvement
in grammar course scores after one month of participation
in an online flipped course, with students expressing positive
opinions about the interactive nature of the flipped
approach. On the topic of anxiety, Gok et al. [29] reported
decreased anxiety levels in both general English learning
and reading specifically, when utilizing online flipped class-
rooms. In contrast, Hosseini and Mahmoodi [30] found no
significant difference in anxiety scores between the tradi-
tional and flipped groups in an Iranian EFL listening course,
although the experimental group showed greater improve-
ment in listening performance. In terms of motivation, Chen
Hsieh et al. [31] investigated the advantages of a flipped
classroom model for EFL learners in Taiwan. They found
that the theory-based flipped instruction using online inter-
action enhanced participants’ motivation and improved
their idiomatic knowledge.

2.2. Gamified Online Learning. While gamified learning has
been found to enhance English language learning by making
it enjoyable, engaging, motivating, and fun [17, 32], the
application of gamification in online learning is still a rela-
tively new field [33]. There is a scarcity of studies specifically
focusing on integrating gamification into online English
preparation courses. Therefore, the present study is aimed
at providing empirical findings not only in the context of
online English learning but also in other relevant contexts,
investigating the effects of gamified learning on enjoyment,
anxiety, motivation, and learning outcomes. The integration
of gamification in the context of online learning has been
investigated across a range of platforms, including but not
limited to learning management systems, social network
games, web-based platforms, and online applications, result-
ing in a variety of results. In a study by Taskin and Kilig
Cakmak [34], gamification’s effects on students’ behavioral
and cognitive engagement were examined in an online learn-
ing environment. The quasiexperimental study involved an
experimental group experiencing gamified learning and a
control group studying in a nongamified environment for
10 weeks. The findings showed that gamification improved
students’ achievement by enhancing their interaction with
the learning content, making it more interesting and compre-
hensible. The use of gamification in online learning is recom-
mended besides its activity-based nature and students’ active
engagement [35, 36].

Hong et al. [37] found that gamifying questions reduced
anxiety and enhanced enjoyment and pedagogical usefulness
in English grammar learning. Similarly, Oden et al. [38]
examined the effects of the gamified response system, Kahoot!,
on attitudes, motivation, and exam anxiety. Although Kahoot!
significantly increased attitudes towards the EFL course, the
impact on motivation and exam anxiety was not statistically
significant. Flow and emotional engagement in gamified
learning had a highly significant impact on motivation, lead-
ing to improved academic success [39]. A study in South
Korea by Park and Kim [40] indicated that gamification
positively affected learner motivation and understanding of
educational content. Castillo-Cuesta [41] demonstrated the

effectiveness of gamification apps in enhancing EFL learners’
reading and writing skills in Ecuador, resulting in improved
scores and increased motivation.

In contrast, Can and Dursun [42] found no significant
differences in academic achievement and motivation
between gamified and nongamified learning groups. Cespén
and Lage [43] revealed that the use of technologies and
gamification may not be as appealing as expected, with
factors like teacher-student relationships, rewards, and
alienation influencing student participation. The low partic-
ipation rate emphasized the importance of considering both
participating and nonparticipating students. It was con-
cluded that methodology alone is insufficient, as the perfor-
mance and student-teacher relationship in online education
are emotionally demanding. Students who had direct con-
tact with the teacher during gamified experiences showed
higher involvement levels.

2.3. Flipped and Gamified Online Learning. Very limited
research on the integration of flipped and gamified learning
in online English courses is available in the literature com-
pared to those conducted in offline settings. This study,
therefore, reviews empirical findings from both traditional
and online settings, with an emphasis on the effects on learn-
ing enjoyment, anxiety, motivation, and learning outcomes.
Ho [44] gamified and reversed an English course using dig-
ital drawing and active learning approaches in Hong Kong.
The group-based game task was perceived to be more effec-
tive than group discussions at nurturing a positive classroom
environment, reducing anxiety, and improving English lan-
guage proficiency. Correspondingly, Singh and Harun [45]
discovered that students relished flipped, gamified lessons
with platforms such as Kahoot! and Quizlet, which encour-
aged them to engage with English grammar. Zou [46] inves-
tigated the perceptions of a flipped, gamified EFL classroom
in Hong Kong and found increased motivation, engagement,
learning skills, confidence, and performance. However,
teacher-led preclass learning was essential for students’ com-
prehension, and not all students held a positive view of this
strategy, which was likely influenced by their understanding
of the flipped classroom, English proficiency, self-regulated
learning skills, and age.

Hung [47] implemented a gamified flipped classroom
method in Taiwan, which decreased anxiety and increased
motivation among English language learners. Similarly,
Botmart [48] discovered that gamified flipped classroom
applications significantly increased English vocabulary
achievement in Thailand. The posttest results demonstrated
a significant improvement over the pretest results. Students
expressed favorable opinions, highlighting the enjoyment
and convenience of this method for their education. Con-
sistent with these findings, Liman-Kaban [49] found that
gamified flipped classrooms in Turkey enhanced the vocab-
ulary scores, engagement, and motivation of EFL students
during gamified in-class activities. Students valued the
incorporation of hands-on activities rather than relying
merely on instruction in online synchronous classes. In
addition, Fahandezh and Mohammadi [50] examined the
impact of a gamified flipped classroom on Iranian EFL



students’ vocabulary acquisition and discovered a signifi-
cant improvement compared to traditional classes.

Giindiiz and Akkoyunlu [51] discovered that students
who participated in a gamified flipped classroom in a non-
English higher education course acquired higher scores in
terms of interaction data, participation, and achievement
than those who utilized the traditional learning mode. In
terms of mathematics achievement and cognitive engage-
ment, Lo and Hew [52] compared the outcomes of flipped
learning with gamification versus traditional learning and
online autonomous study. Students in the flipped-gamified
class outperformed those in traditional classes, indicating
that flipped learning with gamification promoted greater
cognitive engagement. In support of these findings, Yu and
Yu [53] conducted a meta-analysis and concluded that
gamified flipped classrooms were more effective than tradi-
tional flipped learning in boosting secondary and university
students’ academic achievement, motivation, engagement,
and satisfaction. These findings are consistent with Huang
et al.’s [54] research. Collectively, these studies demonstrate
that gamified flipped classrooms are superior to conven-
tional approaches in terms of student achievement and
engagement.

3. Methods

3.1. Research Design. This study employed a sequential
explanatory mixed method research design, which encom-
passed qualitative data collection to elucidate and scrutinize
the initial quantitative findings [55]. The research design
was operationalized through a one-group pretest-posttest
approach, wherein participants were assessed both prior to
and after receiving the intervention, enabling an evaluation
of changes in dependent variables [56]. Utilizing surveys
and TOEFL results, the quantitative research design sought
to investigate the impact of the online flipped and gamified
learning model on students’ learning enjoyment, anxiety,
motivation, and outcomes. In contrast, the qualitative data
originated from students’ reflective essays pertaining to their
experiences, shedding light on how the online learning model
influenced their emotional states and learning outcomes.
Figure 1 illustrates the research design.

3.2. Research Context and Participants. The research was
carried out at a public university in Indonesia, with a sample
size of 27 third-year undergraduate English major students
(mean age =20.52, standard deviation = 0.85), whose ages
varied between 19 and 22 years. The sample was selected
from a population of 80 third-year undergraduate students
at the university. The sample was deemed representative as
it constituted 34% of the entire population. According to
the recommendation by Gay and Diehl [57], the ideal mini-
mum sample size is 10-20% of the overall population. The
study employed a purposive convenient sampling method,
which is a nonprobability sampling strategy that integrates
purposive sampling and convenience sampling. Purposive
sampling involves the deliberate selection of participants
by the researcher, taking into consideration their judgment
and relevance to the research issue. On the other hand, con-
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venience sampling involves the selection of participants
based on their easy availability and accessibility [58].
Purposive convenient sampling is advantageous when the
researcher aims to investigate a particular population that
is challenging to access or identify, while also seeking to
optimize time and resource utilization by selecting the most
convenient data sources.

The participants, consisting of 11.1% males and 88.9%
females, had previous experience in participating in fully
synchronous online English learning. They used WhatsApp
groups and the online conference program Zoom for this
purpose. Their goal was to study for the paper-based Test
of English as a Foreign Language (TOEFL), which is a man-
datory requirement for their graduation. Their English lan-
guage acquisition process extended for nearly 14 years,
starting in elementary school and continuing through uni-
versity. After finishing their bachelor’s degrees, most partic-
ipants expressed a desire to continue employment in English
language teaching, while a few may have opted for different
courses. For ethical considerations, the participants were
provided with comprehensive information regarding the
study’s objectives, and their involvement was entirely volun-
tary. Written consent was obtained from the subjects, and
their identities were meticulously safeguarded to ensure con-
fidentiality. The study diligently adhered to ethical guide-
lines governing social science research.

3.3. Course Design: Flipped and Gamified TOEFL Learning
Model. The present study implemented a flipped and gami-
fied approach to TOEFL learning among undergraduate stu-
dents, as illustrated in Figure 1. The primary objective was to
investigate the efficacy of this learning model in enhancing
students’ TOEFL scores, while also examining its impact
on learning enjoyment, anxiety, and motivation. The flipped
and gamified learning model was constructed based on
Landers and Landerss [59] and Brewer and Movahedazar-
houligh [5], encompassing instructional design, game char-
acteristics, behavioral and attitudinal aspects, and learning
outcomes. To facilitate instructional design, the gamification
apps Kahoot! and Quizizz were employed, which are widely
recognized tools in gamified learning. These apps incorpo-
rated game features such as student rankings, points, live
games, and review questions, aligning with the selected
gamified learning approach. The course instruction involved
three phases.

3.3.1. Phase 1: Pretest and Course Orientation. Following a
brief introduction to the course materials and activities, stu-
dents underwent a pre-TOEFL examination.

3.3.2. Phase 2: Learning Period. The TOEFL preparation
course involved listening, structure and written expression,
and reading materials, based on the paper-based test version.
Weekly handbooks were provided, enabling students to
engage in self-study. These handbooks encompassed mate-
rials corresponding to each week, including video and audio
resources for independent exploration. Prior to the synchro-
nous online sessions conducted via Zoom, students were
instructed to review the handbook materials throughout
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Overviews of the learning \

goals and activities

4. Online learning group
& meeting
) (i) WhatsApp Group

\ / (ii) Zoom
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A 4 ‘_ _’ materials
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administration Qamlﬁed lbearaniogy (ii) Videos and Mp3 files
in a TOEFL Course
(iii) Blog

3. Weeks 1-5 {

Learning TOEFL materials including
listening, structure and written
expression, and reading.

(iv) Quizzes and Kahoot

N

(i) Onsite TOEFL post-test administration
(ii) Learning emotion survey administration
(iii) Reflective essay completion

6. Course conclusion

FiGurek 1: lllustration of the research design.

the week. The teacher developed these manuals in line with
the flipped learning approach, integrating video and audio
materials. All the materials were linked to pages of the
teacher’s WordPress blog. Within the WhatsApp group, stu-
dents were encouraged to pose questions, and the teacher
promptly responded to the queries. All the materials used
were a mix of Indonesian and English, as requested by the
students (Figure 2). Additionally, every three days, the
teacher posted quizzes related to the learned materials in
the WhatsApp group. The online application, Quizizz, was
used to deliver the quiz questions, giving students the gami-
fied learning experience during the flipped learning mode.

After a week of individual study, students and instruc-
tors convened for a two-hour synchronous Zoom meeting.
During this online session, the instructor administered exer-
cises aligned with the lessons covered in the previous week.
These TOEFL practice questions were transformed into
gamified online tests using the Kahoot! and Quizizz plat-
forms. To ensure task variation, the instructor employed
diverse approaches when utilizing these applications. More-
over, the instructor ensured comprehensive comprehension
of the exercises within the gamified learning mode, promptly
addressing challenging questions. Active learning strategies
were employed during the gamified synchronous sessions,
with students encouraged to share their thoughts, opinions,
and solutions. From weeks one to five, these integrated
learning activities encompassed listening, structuring, writ-
ten expression, and reading materials, as illustrated in
Figures 3 and 4.

3.3.3. Phase 3: Course Wrap-Up. A post-TOEFL test was
administered to students on-site. Additionally, question-
naires measuring enjoyment, anxiety, and motivation with
the learning experience were distributed using Google Form.
To determine the learning outcomes, TOEFL scores were
calculated and recorded. Students were also required to

compose concise reflective essays, documenting their educa-
tional experiences and the impact of online learning on their
learning emotions and outcomes.

3.4. Instrument and Measure

3.4.1. Pre- and Post-TOEFL Tests. TOEFL tests were admin-
istered before and after the course was finished. The test
consisted of listening (50 questions), structure and written
expression (40 questions), and reading (50 questions). All
the questions were multiple-choice questions. The whole test
lasted around 100 minutes. The highest converted score for
listening was 68, 68 for structure and written expression,
and 67 for reading. The highest total converted score was
667, obtained by summing up the whole scores divided by
three then multiplied by 10. The descriptive statistics can
be seen in Table 1.

3.4.2. Survey Questionnaire

(1) Learning Enjoyment. The foreign language enjoyment
scale from Dewaele and Proietti Ergiin [18] was adminis-
tered to students upon the conclusion of the course, measur-
ing both the social and private dimensions of foreign
language enjoyment. The wording of the items was revised
in the context of online learning. The options range from
“1” to “5,” where 1 means strongly disagree and 5 means
strongly agree. The Cronbach’s alpha was 0.823, reflecting
high internal consistency among the items. The sample
items included “I could laugh oft embarrassing mistakes
during the TOEFL preparation course” and “I did not get
bored during the TOEFL preparation course.”

(2) Learning Anxiety. The measure of learning anxiety was
the foreign language classroom anxiety scale by Park [60].
The original version consisted of 33 items, but this study
selectively used 10 items following the study’s objectives, in
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1. Penjelasan Materi - Handbook:

2. Penjelasan Materi - Video:

3. Penjelasan Materi - Mp3): 1.

| Exercise 1. Selesaikan |

Skill 1 - Exercise 1

Skill 1

Fokus pada bagian terakhir yang diucapkan oleh orang kedua

Short dialogues melibatkan percakapan 2 orang. Orang pertama
berbicara, kemudian orang kedua merespon. Lalu, ditutup dengan
sebuah pertanyaan.

Ketika mendengarkan percakapan, fokus pada apa yang dibicarakan
oleh orang kedua.

Apa yang disampaikan oleh orang kedua bisa menjadi petunjuk untuk
mencari jawaban.

Contoh:

Man : Billy really made a big mistake this time.

Woman : Yes, he forgot to turn in his research paper.

: What does the woman say about Billy?

A. Itwas the first time he made a mistake.

B. He forgot to write his paper.

C. He turned in the paper in the wrong place.

D. He didn’t remember to submit his assignment.

FiGure 2: Flipped learning materials: handbook, video, and audio materials for self-study.

Scoreboard

Rezitta Salma
Adesti

Mr. Light
Pedrooo

ajel

Mr: Light

FIGURE 3: Gamified learning: exercises on Kahoot! and Quizzes applications.

which the responses ranged from “1” to “5,” indicating
strongly disagree and strongly agree. The Cronbach’s alpha
was 0.57, considered acceptable due to the small sample size.
One item was deleted to obtain this coefficient. The sample
items were “I did not worry about making mistakes during
the TOEFL preparation course” and “It frightened me when
I did not understand what the teacher was saying in
English.”

(3) Learning Motivation. Students’ learning motivation was
measured using the English motivation questionnaire by

Wang [61]. The scale had 24 items, but only 10 were used
in this study, worded accordingly, ranging from “1” as
strongly disagree to “5” as strongly agree. The Cronbach’s
alpha was 0.73, showing high internal consistency. Sample
items involved “the TOEFL preparation course has increased
my TOEFL learning motivation” and “I persisted when fac-
ing difficulties in learning the TOEFL materials.”

3.4.3. Reflective Essays. Students were asked to write short
reflections of their learning experiences and the impacts of
the learning model on their learning enjoyment, anxiety,
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The major cause the pull of the Moon on the Earth.
et )
FIGURE 4: Teacher’s explanation during the synchronous session on Zoom.
TaBLE 1: Descriptive statistics of students’ pre- and posttest scores.
Mean Std. deviation Skewness Kurtosis

Listening pretest 49.52 6.83 -1.07 0.80
Listening posttest 53.07 7.34 -0.57 0.76
Structure pretest 45.52 6.09 -0.64 0.74
Structure posttest 46.59 7.54 -1.08 1.59
Reading pretest 41.41 6.16 0.003 -0.30
Reading posttest 44.33 6.16 0.44 -0.02
Overall TOEFL pretest score 455 56.05 -0.59 0.34
Overall TOEFL posttest score 480 63.1 -0.70 0.79
motivation, and outcomes. They were coded with S1, S2, S3, 4. Results

etc. These served as qualitative data of this study to help
understand the quantitative findings.

3.5. Data Analysis. For the quantitative data, deriving from
surveys and TOEFL tests, descriptive statistics and Spear-
man’s correlation were performed due to the small sample
size, lower than 30. Then, the qualitative data were analyzed
using thematic analysis following the procedures proposed
by Clarke and Braun [62]. Thematic analysis encompasses
essential procedures such as data familiarization, systematic
coding, theme grouping, theme review and refinement,
theme definition and labeling, theme mapping and interpre-
tation, and findings reporting. Researchers thoroughly
examine and analyze the data to gain a comprehensive
understanding. They code text segments to capture specific
ideas or themes, develop overarching themes, refine them
when required, provide precise definitions and examples,
analyze theme relationships and implications, and present
the findings coherently. Transparency, rigor, and reflexivity
are maintained to ensure the analysis’s credibility and
trustworthiness.

4.1. Quantitative Findings

4.1.1. Descriptive Statistics. Table 2 describes the students’
perceptions of their learning enjoyment, anxiety, and moti-
vation during the online TOEFL preparation course. The
mean score of 4 for enjoyment suggests a notable level of
gratification experienced by the majority of students. The
relatively low standard deviation of 0.40 indicates consistent
perceptions of enjoyment with minimal variability. How-
ever, regarding anxiety, the mean perception score of 3.55
reflects a moderately heightened level of uneasiness reported
by the students on average. The standard deviation of 0.42
suggests a relatively narrow range of anxiety perceptions,
implying consistency in reported anxiety levels. In terms of
motivation, the mean perception score of 3.79 indicates a
moderately high level of drive and enthusiasm among stu-
dents. The standard deviation of 0.47 suggests variability in
motivation perceptions, indicating differences in reported
motivation levels. Overall, the students reported high levels
of enjoyment and motivation, highlighting the positive
impact of the integrated flipped learning and gamified
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TaBLE 2: Descriptive statistics of students’ perceptions.
Mean SD Skewness Kurtosis
Learning enjoyment 4 0.40 0.74 -0.26
Learning anxiety 3.55 0.42 0.49 0.26
Learning motivation 3.79 0.47 0.98 0.36

learning approach. However, a moderate level of anxiety was
also reported, indicating that certain students experienced
varying degrees of apprehension during the language learn-
ing process.

Table 1 presents the students’ TOEFL scores across dif-
ferent sections, including listening, structure, reading, and
the overall TOEFL score. For the listening section, the pre-
test mean score of 49.52 (SD = 6.83) indicates a moderately
high average performance, which further improved in the
posttest with a mean score of 53.07. The corresponding stan-
dard deviation of 7.343 suggests varying degrees of improve-
ment among the students. Similarly, in the structure section,
the pretest mean score of 45.52 (SD = 6.09) signifies a mod-
erate performance level, showing a slight increase in the
posttest mean score of 46.59. The larger standard deviation
of 7.54 for the posttest scores implies greater variability in
performance compared to the pretest. In the reading section,
the pretest mean score of 41.41 (SD = 6.16) indicates a rel-
atively lower average performance, which improved in the
posttest with a mean score of 44.33. The standard devia-
tion of 6.16 for the posttest scores suggests consistent per-
formance differences among the students. As for the
overall TOEFL scores, the pretest mean score of 454.78
(SD =56.05) signifies a moderate average performance,
which saw an improvement in the posttest with a mean
score of 480. The larger standard deviation of 63.10 for the
posttest scores indicates greater variability in the students’
overall performance. In summary, the observed improve-
ments in pre- and posttest scores accentuate the effectiveness
of the intervention. However, the substantial variability in
performance suggests varying levels of individual achieve-
ment, warranting attention in instructional strategies.

4.1.2. Wilcoxon Rank Tests. The Wilcoxon rank tests were
performed to examine the differences between pretest and
posttest scores. The results indicated that students demon-
strated significant improvements in TOEFL listening
(Z=3.70, p <0.0), reading (Z =2.40, p=0.02), and overall
test scores (Z=3.41, p=0.001). However, there were no
notable advancements observed in the structure and written
expression sections (Z =2.40, p=0.34). This implies that
while the students demonstrated progress in certain areas
of the TOEFL examination, there was no corresponding
advancement in their proficiency in structural and written
expression.

4.1.3. Spearman’s Correlations. Table 3 displays the results
of Spearman’s correlations among the variables of interest.
First, among the three emotional variables, only learning
enjoyment and motivation had a significantly positive cor-
relation (r=0.61, p=0.001) with a medium effect size
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(0.04), suggesting that higher levels of learning enjoyment
are associated with higher motivation. Nevertheless, learn-
ing enjoyment and anxiety as well as learning anxiety and
motivation had no significant correlations. Similarly, all
these emotional variables had no significant correlations
with the listening, structure, reading, and overall TOEFL
posttest scores. In contrast, the overall TOEFL posttest
scores exhibited significant positive correlations among
themselves (listening, structure, and reading), indicating
that performance in one section was closely related to per-
formance in other sections.

4.2. Qualitative Findings

4.2.1. Students’ Learning Experiences. Three themes emerged
from the analysis of students’ responses on their learning
experiences with the online TOEFL preparation course as
elaborated below.

(1) Theme I: Positive Learning Experience and Appreciation
for Teaching. The students expressed their gratitude and
happiness for joining the TOEFL training, highlighting the
kindness and support of their teacher. They found learning
TOEFL through games to be enjoyable and noticed signifi-
cant improvement in their skills. The positive experience
was further enhanced by the camaraderie with their friends
throughout the process. This theme emphasizes the stu-
dents’ appreciation for the teaching approach and the overall
enjoyable learning atmosphere.

Overall, this TOEFL learning experience with our teacher
has been enjoyable. I appreciate his teaching style, which
involves daily quizzes and weekly progress checks for each
skill. Additionally, receiving a handbook has been benefi-
cial. (S6)

It was an amazing experience. After attending the class, I
feel a sense of acquired knowledge. The teachers made the
classroom fun. (S11)

(2) Theme 2: Improvement and Benefits of TOEFL Prepara-
tion. The students acknowledged the benefits they gained
from the TOEFL preparation course. They mentioned
improvement in various areas, such as structural skills and
familiarity with the types of questions in the test. The evalu-
ations provided by the teachers were highly valued and con-
tributed to their mastery of the material. The abundance of
questions and exercises enhanced their knowledge and pre-
paredness for the TOEFL. This theme highlights the positive
impact of the preparation course on the students’ skills and
readiness for the exam.

It has been an amazing journey so far, where I have
become aware of my flaws. Sometimes, I tend to procrasti-
nate in studying for the TOEFL, and I believe that this prep-
aration has made it easier for me. It is crucial for everyone to
have at least 30 days of preparation before taking the TOEFL
test. Therefore, this TOEFL training has been immensely
helpful in familiarizing us with the types of questions found
in the test. (S3)
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TaBLE 3: Results of Spearman’s correlations.
. . . I _—— . Overall TOEFL
Learning anxiety Learning motivation Listening posttest Structure posttest Reading posttest posttest score
r 0.28 0.61** 0.21 0.36 0.35 0.31
Learning enjoyment
0.16 0.001 0.30 0.07 0.08 0.12
0.32 -0.15 -0.16 -0.03 -0.07
Learning anxiety
p 0.11 0.47 0.44 0.89 0.72
) o 0.18 0.13 0.16 0.11
Learning motivation
p 0.38 0.52 0.44 0.59
r 0.64** 0.56"* 0.77**
Listening posttest
p 0 0.002 0
r 0.71** 0.90**
Structure posttest
p 0 0
r 0.85**
Reading posttest 0

**Correlation is significant at the 0.01 level (2-tailed).

Participating in this TOEFL activity has been an amazing
experience for me. It was my first time engaging in TOEFL
training and doing it with a group of friends made it even
more enjoyable. Everyone guided me throughout the entire
process, from studying the handbook to completing quizzes,
and it was fascinating to discover the aspects I needed to
improve upon. The TOEFL training, overall, was a wonder-
ful experience for me. (S9)

(3) Theme 3: Challenges and Suggestions for Improvement.
While the students generally had a positive experience, they
also identified challenges and areas for improvement. Some
students struggled with vocabulary, particularly in the listen-
ing section. Additionally, the limited number of meetings
and occasional missed quizzes were mentioned as potential
areas for improvement. Students suggested structuring the
course better and providing more motivation for future
participants. This theme indicates the need for addressing
challenges and making improvements to enhance the effec-
tiveness and student engagement in the TOEFL preparation
course.

After taking the TOEFL test, I realized that I found it
challenging. I struggled with understanding the vocabulary
that I had studied, particularly in the listening section. (S8)

It was fun to join this fast-paced course, as it provided
me with valuable TOEFL experience that I had never tried
before. Learning through games was enjoyable, and this
course increased my knowledge and motivation for TOEFL.
I felt happy when we had our online meetings and played
games, although I occasionally missed the QOTD. This
learning strategy is effective, but there is room for improve-
ment. I hope the next course will be more structured and
motivating for the students. (S17)

4.2.2. Influences on Students’ Learning Enjoyment, Anxiety,
Motivation, and Outcomes. Four themes emerged from the

analysis of students’ responses on the influences of the
online TOEFL preparation course on their learning enjoy-
ment, anxiety, motivation, and outcomes, as detailed below.

(1) Theme 1: Enhanced Learning Enjoyment. Students
expressed a high level of enjoyment throughout the learning
process, finding the review sessions, explanations, and teach-
ing methods engaging and enjoyable. The use of gamified
learning techniques and informal learning approaches con-
tributed to their positive experience. Interactions with a
humble and friendly instructor further enhanced their
enjoyment by reducing anxiety and allowing them to focus
more on learning.

Indeed, I feel more confident and focused when working
on the problems. Learning TOEFL has been incredibly fun
and exciting. However, after completing the exercises, I
sometimes worry about why my friends can achieve high
scores while I often get stuck. Overall, this class has been
exhilarating. (S5)

After completing this TOEFL preparation, my perspec-
tive on TOEFL preparation courses has been significantly
impacted. The use of gamified quizzes has made the learning
experience enjoyable. (S12)

(2) Theme 2: Alleviated Anxiety. Some students experienced
a decrease in anxiety during and after participating in the
TOEFL learning process. Learning TOEFL techniques,
receiving helpful tips, and engaging in gamified learning
helped alleviate their anxiety. The supportive learning envi-
ronment, created through gamification and positive instruc-
tor interactions, played a significant role in reducing anxiety.

During and after participating in the TOEFL learning
process, I did not feel anxious at all. Instead, I was motivated
to actively practice more, especially after seeing my friends
achieve high scores. (S4)
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The learning process has influenced my enjoyment, anx-
iety, and motivation in learning TOEFL. After learning the
TOEFL techniques during the two-week learning period,
my anxiety has decreased slightly, and I have thoroughly
enjoyed this learning process. (S6)

(3) Theme 3: Increased Motivation. Students reported an
increase in motivation to study and learn TOEFL. Factors
such as achieving higher scores, observing friends’ success,
and encountering TOEFL tests motivated them to practice
more diligently. Gamification techniques, including rankings
and challenges, contributed to a boost in motivation and the
belief that they could achieve similar success. The desire to
attain a perfect score for future education also drove their
motivation.

This learning experience has increased my motivation to
practice my English skills consistently. (S21)

Yes, of course. After taking this TOEFL preparation
course, I find myself enjoying it more because the handbook
provides clear explanations, and the gamification methods
are particularly engaging. It has reduced my anxiety when
answering TOEFL tests and motivated me to become better
at English and achieve higher scores in TOEFL. (522)

(4) Theme 4: Positive Learning Outcomes. Students perceived
positive outcomes in their learning journey. They expressed
confidence in answering TOEFL questions and believed that
their English skills had improved. Learning strategies, help-
ful tips, and increased familiarity with TOEFL questions
enabled them to answer more quickly and effectively. The
course also positively influenced their perspective on
TOEFL preparation, and they anticipated better scores and
improved prospects for higher education.

It has improved my motivation to learn and study more
so that I can achieve a better score in the future when I need
TOEFL for my next level of education. (S16)

I think by participating in this training, my motivation to
study TOEFL has increased, and it has certainly helped me
improve my English skills. (S17)

5. Discussion

This study was structured around the evaluation and inves-
tigation of flipped and gamified learning models within the
context of an online TOEFL preparation course. The pri-
mary objective was to enhance students’ TOEFL scores while
also considering their emotional states, including enjoyment,
anxiety levels, and motivation, as they interacted with
TOEFL materials. Through the synthesis of both quantita-
tive and qualitative data, this research allowed for a compre-
hensive examination of the following key areas.

5.1. Students’ Learning Experiences. The integrated approach
of flipped and gamified learning elicited high levels of enjoy-
ment and motivation among students, as reported in previ-
ous studies conducted in Hong Kong [44] and Malaysia
[45]. However, there was also a moderate level of anxiety
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reported, suggesting that some students experienced appre-
hension during the language learning process. Despite this,
the intervention led to improvements in overall and specific
test skills, indicating its effectiveness. However, there was
substantial variability in individual performance, emphasi-
zing the need for targeted instructional strategies. Students
expressed gratitude and happiness for participating in the
TOEFL training, highlighting the positive impact of learning
through games. These findings align with previous studies
and highlight advantages such as increased motivation,
engagement, learning skills, confidence, and improved out-
comes [46]. While the study identified moderate anxiety
levels, it partially supports the observations of reduced anx-
iety and increased motivation among English language
learners in Taiwan [47]. The contrasting results between
the study’s findings and student reflections regarding anxiety
warrant further investigation.

5.2. The Effects of the Learning Model Intervention. Signifi-
cant improvements were observed in TOEFL listening, read-
ing, and overall test scores between the pretest and posttest,
although not in the structure and written expression sec-
tions. In qualitative data, students highlighted the benefits
gained from the TOEFL preparation course, including
improved skills, familiarity with test questions, confidence,
and increased efficiency in answering. Their perspective on
TOEFL preparation was positively influenced, leading to
higher expectations for scores and future educational oppor-
tunities. However, this perception of improvement may not
align with their test results in grammatical knowledge, con-
trasting with Ahmad and Arifin’s [25] findings. Nonetheless,
this study’s overall results align with previous research in
Thailand [48], Turkey [49], and Iran [50] that highlighted
positive impacts on learning outcomes. While many studies
confirm the positive effects of these approaches [27, 28],
others indicate no significant differences in academic
achievement and motivation between gamified and nonga-
mified learning, emphasizing the importance of teacher-
student relationships and emotional factors in online teach-
ing [42, 43].

5.3. Correlations between Learning Experiences and TOEFL
Scores. A moderate correlation between students” learning
enjoyment and motivation was confirmed, indicating that
higher levels of enjoyment are associated with increased
motivation. However, no significant correlations were found
between learning enjoyment and anxiety, as well as between
learning anxiety and motivation. Furthermore, none of these
emotional variables showed significant correlations with the
TOEFL posttest scores in listening, structure, reading, or
overall performance. These results suggest that while learn-
ing enjoyment may have a motivational impact, it does not
necessarily influence anxiety levels or overall performance
on the TOEFL test. While previous studies have highlighted
the benefits of integrating gamification and flipped learning
in educational contexts [51, 52, 54], the findings of this study
present a contrasting perspective. It is important to consider
other factors that may contribute to anxiety and academic
achievement, as the present study’s results challenge the
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notion that gamified and flipped learning alone can lead to
improved outcomes. The research conducted by Yu and
Yu [53] in the form of a meta-analysis supports the effective-
ness of gamified flipped classrooms in enhancing academic
achievement, motivation, engagement, and satisfaction
among secondary and university students. However, the
findings of the present study suggest that there may be other
factors contributing to students’ anxiety and academic
achievement that were not captured by the emotional vari-
ables examined. It is important to consider additional vari-
ables and contextual factors that might influence students’
experiences and outcomes in language learning. Further
research is needed to explore the complex relationship
between these emotional variables, language learning out-
comes, and the potential role of gamification and flipped
learning in language education.

5.4. Implications of the Findings. The findings of this study
have several implications for the development of TOEFL
preparation courses in higher education and the practice of
English language learning in Thailand. By integrating flipped
and gamified learning strategies, TOEFL courses can create
engaging and motivating learning experiences for students,
while also addressing individual variations in language skills
through targeted instructional strategies. Furthermore, the
identification of moderate anxiety levels highlights the
importance of implementing supportive measures to create
a positive learning environment. English language educators
in Thailand can adopt these approaches to enhance student
engagement, personalize instruction, and explore innovative
teaching practices that leverage technology. Ultimately, these
implications can lead to improved outcomes in TOEFL
preparation, enhance students’ motivation and enthusiasm
for learning English, and better cater to the diverse language
learning profiles in the classroom.

5.5. Recommendations for Future Studies. Multiple sugges-
tions for further investigations arise from the discourse sur-
rounding the research outcomes. To begin with, further
investigation is warranted into the learning experiences of
students who are exposed to integrated, flexible, and gami-
fied learning models. In addition to uncovering moderate
levels of anxiety, this research revealed high levels of enjoy-
ment and motivation. It is necessary to conduct additional
research to comprehend the causes and effects of this anxi-
ety, in addition to potential support methods. Indeed, the
considerable disparity in personal achievement indicates
that it is critical to customize teaching approaches to address
the varied requirements of students. Moreover, research into
the impacts of learning model interventions should be sus-
tained. Significant gains in TOEFL scores were observed in
this study, specifically in the listening and reading sections.
However, no such improvements were observed in the struc-
ture or written expression sections. Further inquiry into the
causes of these discrepancies and potential strategies to
improve performance across all sections of the TOEFL could
be the subject of future research.

Furthermore, it is imperative that scholars persist in
investigating the associations between practical learning
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experiences and TOEFL scores. While a moderate correla-
tion was identified between enjoyment of learning and moti-
vation in this study, no significant correlations were
discovered between anxiety or motivation or between enjoy-
ment and anxiety. This indicates that although experience-
based learning may increase motivation, it may not have a
direct effect on TOEFL performance or anxiety reduction.
Further research is warranted to investigate the intricacies
of the associations between anxiety and academic achieve-
ment, which may involve an examination of supplementary
variables. Contextual factors that may impact the language
learning experiences and outcomes of students should be
considered in future research. Insisting on the importance
of considering other variables that may influence outcomes,
the study’s results refute the claim that gamified and flipped
learning can solely result in enhanced tests. Overall, the
results of this research provide significant contributions
and ramifications for the advancement of TOEFL prepara-
tion programs and strategies for acquiring proficiency in
the English language. Subsequent investigations may expand
upon these discoveries through an examination of the intri-
cacies inherent in educational strategies, learning model
interventions, and the nuances of learning experiences. The
aforementioned endeavors will enhance the collective com-
prehension of efficacious language education methodologies
and their influence on the linguistic proficiency and affective
states of students.

6. Conclusion and Limitation

This study has revealed that the integrated approach of
flipped and gamified learning can create an engaging and
motivating learning environment, leading to improvements
in overall test skills. However, it also identified moderate
levels of anxiety among students, highlighting the need for
further strategies to address this aspect of language learning.
While the intervention showed positive outcomes, it had
varying effects on different language skills, indicating the
importance of targeted instructional strategies. The study
contributes to the existing literature by providing insights
into the potential benefits and considerations of incorporat-
ing flipped and gamified learning in online TOEFL prepara-
tion courses in higher education.

Despite the valuable insights gained from this study, sev-
eral limitations should be acknowledged. Firstly, the study
was conducted in a specific context with a limited sample
size, which may limit the generalizability of the findings.
Further research with larger and more diverse samples is
needed to validate and extend these results. Secondly, the
study focused on a specific language proficiency test
(TOEFL) and may not capture the full range of language
learning outcomes. Future studies could explore the applica-
bility of flipped and gamified learning in other language
assessments or proficiency domains.

Data Availability

Data are available upon request.
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