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ABSTRACT 

This study investigates how teachers exercise agency and enact pedagogical adaptation in 

online Teaching English to Young Learners (TEYL) within non-formal English education 

contexts. Employing a qualitative phenomenological approach, the data were collected 

through semi-structured interview to five EFL tutors navigating online class. The findings 

reveal that structural digital challenges, such as connectivity instability, hardware 

limitations, and platform constraints, function as catalytic conditions that activate teacher 

agency. In response, tutors invest in technological resources, provide connectivity backups, 

and implement real-time adaptive solutions to sustain instructional continuity. Furthermore, 

the study highlights a shift toward human-centered digital pedagogy through intensified 

individual interaction and parental collaboration. The results suggest that the non-formal 

English education sector provides a flexible space for pedagogical innovation, transforming 

digital platforms from emergency tools into permanent infrastructures for inclusivity and 

digital literacy. This study implies that the future of online TEYL depends on balancing 

digital efficiency with the fundamental developmental needs of young learners. 

 

 

Keywords: Digital Platforms, Teacher Agency, TEYL, Non-Formal English Education, 

Pedagogical Innovation 

 

A. INTRODUCTION  

In the contemporary digital era, the English language pedagogical landscape has undergone 

a fundamental shift where technology is not only as optional supplement but also as an 

essential infrastructure for learning. This digital transformation is a continuous element in 

education, necessitating a strategic adaptation of instructional designs into hybrid and 

blended environments (Cahyono et al., 2024; Choi & Chung, 2021). Recent studies 

demonstrate that the integration of various technological tools significantly improves 

teaching quality and supports essential language functions, including reception, production, 
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and interaction (Anwar et al., 2025; Wu & Huang, 2025). As digital capacities are embedded 

into the curriculum, they have been shown to improve both macro-skills such as listening 

and speaking and micro-skills like grammar and vocabulary (Ghanizadeh et al., 2015). This 

combination also fosters greater student autonomy and improves overall pedagogical 

efficiency (Al-Khresheh et al., 2025; Zhang, 2025). Thus, the synergy between digital 

devices and language instruction fundamentally optimizes the learning experience, though 

its implementation requires distinct considerations for different learner demographics. 

 

Despite the extensive resources offered by the digital age, teaching English to young learners 

(TEYL) in online environments presents unique pedagogical challenges that contrast 

significantly from adult learner. This is because young learner education emphasizes the 

essential of a communicative environment that involves interaction with real objects and 

physical activities, alongside dynamic task variations to accommodate their limited attention 

spans (Linse & Nunan, 2005). Furthermore, the basic characteristics of children who prefer 

to be play-oriented and require instructional scaffolding render their instruction far more 

challenging compared to adult learners who possess greater cognitive independence (Lopez-

Caudana et al., 2022; Prihatin et al., 2021). These situations become particularly problematic 

in online settings due to the loss of direct physical interaction or lack of face-to-face 

interaction (Harsch et al., 2021), alongside a restricted student focus that lasts only about 

seven minutes, thereby demanding greater energy, creativity, and sensitivity from teachers 

(Asprilia et al., 2020; Sholihah et al., 2023). Such realities create various operational barriers, 

ranging from lesson plan preparation and student distraction to difficulties in teaching 

productive skills like speaking and writing (Putri, 2021; Tran et al., 2023). Ultimately, the 

effectiveness of this learning process is highly dependent on individual teacher competence 

and the availability of adequate supporting infrastructure (Suwanto & Rahman, 2022). The 

discrepancy between children's developmental needs and the limitations of formal systems 

is precisely what drives the growth of the non-formal education sector as an alternative 

solution.  

 

The flexibility of digital platforms has triggered a rapid growth in the non-formal education 

sector, as parents increasingly seek specialized online English courses to compensate for the 

limitations of formal school curricula. In Indonesia, this phenomenon is significantly driven 

by government policies that no longer categorize English as a compulsory subject in state 

elementary schools, thereby creating a substantial gap in children's foundational language 

acquisition (Farahdina et al., 2023). Furthermore, parental dissatisfaction with the quality of 

disrupted online schooling often characterized by a lack of individual attention and brief 

instructional durations has further legitimized the investment in shadow education services 

(Hajar & Karakus, 2024). While parents initially perceive these non-formal services as a 

relief for their parenting burden, the demanding nature of online assignments can eventually 

transform this investment into a psychological burden for the family (Zeng & Yung, 2024). 

Unlike conventional classrooms, the non-formal sector attracts learners through practical 

methodologies and flexible environments that prioritize student interests (Tarigan, & 

Lasnumanda, 2020). Ultimately, the complex dynamics between high parental expectations 

and the technical challenges within these supplementary spaces position the teacher as the 

pivotal actor in educational success. 
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The success of digital learning environments is fundamentally rooted in ‘teacher agency’ the 

capacity of educators to make intentional professional choices while navigating both 

opportunities and constraints on online platforms. Appropriate guidance is essential 

provided by the teachers to encourage and help student supporting the engagement in 

learning process (Fan and Tian, 2026; Heilporn et al., 2021). Agentic technology integration 

has been shown to accelerate the overall digitalization of English teaching (Phuong, 2025), 

where its enactment is mediated by the teachers' ability to recognize technological 

affordances and constraints based on the unique characteristics of young learners (Jeon et 

al., 2022). This is evidenced by teachers’ creativity in utilizing applications like Zoom to 

foster positive learning situations that motivate students (Sujiatmoko, 2021), as well as the 

implementation of innovative strategies such as flipped and cooperative learning to create 

meaningful interactions at the primary level (Karmina et al., 2024; Sujiatmoko, 2022). 

Although language learning now extends to online tutoring platforms beyond formal 

schooling (Noprival, 2024), the experience of emergency remote teaching has significantly 

enhanced teachers' technological fluency and professional development (Medgyes et al., 

2025). This body of evidence demonstrates that technology integration is not an automatic 

process but rather a result of the complex roles teachers plays in adapting instruction to meet 

students' pedagogical needs (Gao & Cui, 2022). Without a conscious choice from teachers 

to innovate in digital spaces, technological platforms would fail to reach their full 

instructional potential. Therefore, this digital agency must be sustained by strong values and 

practical support from stakeholders (Marisa et al., 2024) to mitigate the technical challenges 

that often burden instructors independently in the field. 

 

Despite the growing body of literature on digital pedagogy, a significant research gap 

persists regarding the specific experiences of instructors in non-formal TEYL settings. 

Existing studies have predominantly focused on student-centered outcomes and general 

technology use. For instance, Sujiatmoko (2022) and Sujiatmoko (2021) explored how 

cultural dimensions and positive environments influence students' online motivation, while 

Cahyono et al. (2024) and Sabila et al. (2024) examined strategies to enhance student 

independence and speaking skills through specific digital tools. While Noprival (2024) 

correctly identifies the importance of language learning beyond formal schooling, empirical 

research that delves into the internal adaptive strategies of teachers in these "shadow 

education" contexts remains scarce. Addressing this gap, the present study foregrounds the 

instructors’ perspectives in non-formal online TEYL contexts, where operational and 

technological responsibilities are often individually borne. Unlike prior research that 

underestimates the technical burdens faced by private tutors (Deiniatur & Cahyono, 2024) 

or overlooks the developmental and interactional needs of young learners in virtual settings 

(Mafulah et al., 2023; Rustan et al., 2023), this study conceptualizes these constraints as 

catalytic conditions that shape teacher agency and pedagogical transformation. 

 

Therefore, this study aims to examine how instructors in non-formal online TEYL settings 

exercise teacher agency in response to structural digital challenges. Specifically, it 

investigates (1) the technical and pedagogical barriers encountered by instructors, (2) the 

strategic enactment of agency through adaptive instructional practices, and (3) the ways in 

which these adaptations reshape task design, interactional presence, and the sustainability of 

digital learning for young learners. Through this focus, the study seeks to illuminate how 

teacher agency operates as a dynamic and transformative force in the evolution of human-

centered digital pedagogy.  
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B. METHOD  

This study employed a qualitative research design with a transcendental phenomenological 

approach, as proposed by Creswell (2019). This design was selected to deeply explore the 

lived experiences of Indonesian EFL tutors and to reduce their individual accounts into a 

description of the universal essence of the phenomenon (Creswell, 2017). The focus was 

placed on understanding the shared experiences of participants as they navigate online TEYL 

within non-school settings. To ensure the purity and objectivity of the descriptions, the 

researcher practiced epoche (or bracketing). In this process, the researcher consciously set 

aside personal experiences, biases, and pre-existing understandings about online teaching to 

lean into the participants' perspectives. This approach allowed for a fresh view of the 

phenomenon, focusing strictly on the participants' subjective reality as it appeared to their 

consciousness. 

 

The participants of this study consisted of five English instructors (P1–P5) currently teaching 

in non-formal English education called English course. These practitioners, often referred to 

as tutors, operate in various non-school settings across Indonesia, including major cities in 

Java and Sulawesi. They were selected through purposive sampling based on specific 

criteria, including their active involvement in teaching English to elementary-aged learners 

(TEYL) through digital platforms and their extensive experience navigating online 

instruction both during and after the pandemic. Ethical protocols were strictly observed; the 

researcher provided a detailed explanation of the study's objectives and potential risks before 

obtaining informed consent. To ensure confidentiality, all personal identities were 

anonymized, and participants were assured that their involvement was entirely voluntary. 

The comprehensive demographic profiles of the instructors are summarized in Table 1. 

 

Table 1. Demographic Information of the Participants 

Participants  Gender Education 

Level  

Teaching 

Experience  

Institution Location 

P1 Female B.A. 4 years English 

Course 

Kediri  

P2 Female B.A. 3 Years English 

Course 

Bandung  

P3 Female B.A. 3 years English 

Course 

Yogyakarta  

P4 Female B.A. 3 years English 

Course 

Jombang  

P5 Male M.Ed. 8 years English 

Course 

Bau Bau  

 

Data were collected through semi-structured interviews as the primary instrument, which 

underwent expert judgment to ensure validity. The interviews were conducted over a one-

week period, with each session lasting approximately 25–35 minutes. Depending on the 

participants' technical availability and internet stability, the interviews were held via Google 

Meet or WhatsApp voice notes. This flexibility was essential to accommodate the diverse 

digital conditions in non-formal settings while ensuring the depth of the data. In line with 

the phenomenological interview approach (Creswell, 2007), the protocol was designed to 

capture both the textural and structural aspects of the tutors' experiences. The interview 

questions focused on three primary areas, namely the pedagogical and technical challenges 

in using digital platforms, the adaptive strategies and teacher agency employed to address 
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these issues, and the participants' perceptions regarding the future of digital technology in 

TEYL. All interviews were conducted in Indonesian to allow participants to express their 

lived experiences naturally and vividly. The recordings were then transcribed verbatim and 

translated into English for analysis, with a back-translation process to ensure linguistic 

accuracy. 

 

The data were analyzed following the thematic analysis framework by Braun and Clarke 

(2006), which was systematically integrated with the phenomenological procedures 

recommended by Creswell (2014). The analysis began with horizontalization, where the 

researcher meticulously reviewed the interview transcripts to highlight significant 

statements that provided deep insights into the tutors' lived experiences in online TEYL. 

These statements were then organized into clusters of meaning, forming broader themes such 

as technical barriers, teacher agency, and pedagogical adaptation. Subsequently, the 

researcher developed both a textural description of what the tutors experienced and a 

structural description of how the specific context of non-formal settings influenced those 

experiences. The final stage involved a synthesis of essence, where these descriptions were 

merged to uncover the universal essence of the phenomenon, representing the core reality of 

being an online TEYL tutor in Indonesia. To ensure the trustworthiness of the findings, 

member checking was performed by returning the transcripts to the participants for 

validation and confirmation of accuracy. 

 

C. FINDINGS AND DISCUSSION  

1. Challenges in Utilizing Digital Platforms for Teaching 

The first theme identified in this study involves the multifaceted challenges instructors 

encounter when utilizing digital platforms for TEYL in non-formal settings. These hurdles 

are categorized into technical and pedagogical dimensions, which significantly impact the 

quality of interaction in the virtual classroom. A comprehensive summary of these 

challenges and their corresponding data sources is presented in the table below: 

 

Table 2. Challenges Faced by Teachers in Using Digital Platforms for Teaching 

Essence of 

Challenge  

Participant  Key Quotation  

Universal 

Connectivity Crisis 

P4, P2 P4: Internet connection is "very important in 

online learning”, yet she "frequently" experiences 

problems. P2: Unstable or slow connection "can 

disrupt the online condition" and is the "biggest 

technical problem". 

Teacher Hardware 

Limitations 

P1 P1: "My laptop is sometimes less supportive... 

often “ngeheng” or quits the application itself". 

Platform Functional 

Constraints 

P4 P4: When using the share screen feature on 

Google Meet, the video of [students’ faces] is 

"off," meaning she cannot see "their physical 

appearance". 

Student Technical 

Readiness Gap 

P5, P4  P5: Operating Google Meet "must be assisted by 

their older siblings, or their parents". P4: Students 

do not understand how to share screen or turn on 

the camera. 
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Based on Table 2, the most prominent technical issue is the Universal Connectivity Crisis. 

Instructors emphasized that while a stable internet connection is the fundamental foundation 

of online learning, disruptions frequently occur beyond their control. P2 specifically noted 

that unstable or slow connections represent the biggest technical problem because they can 

disrupt the entire online instructional condition. This infrastructure issue is further 

compounded by Teacher Hardware Limitations, such as laptops that frequently hang or quit 

applications unexpectedly during live sessions. Scientifically, these findings indicate that the 

success of online TEYL in the non-formal sector is heavily dependent on the physical 

readiness of individual infrastructure. Unlike formal school settings that typically provide 

institutional technical support, the burden of procuring and maintaining hardware in a non-

formal context is often the sole responsibility of the individual tutor. This aligns with 

Cahyono et al. (2024), who emphasized that technology is no longer an optional supplement 

but a crucial infrastructure requiring strategic adaptation. However, this study provides a 

contrasting point: in purely online non-formal settings, the hardware burden remains a 

persistent barrier that directly undermines pedagogical efficiency, regardless of the teacher's 

instructional motivation. 

 

Beyond physical constraints, instructors faced Platform Functional Constraints and a Student 

Technical Readiness Gap. P4 highlighted a significant limitation in Google Meet, where the 

share screen feature prevents the teacher from seeing the students' physical appearance. For 

young learners, visual presence is crucial for monitoring engagement. Furthermore, P5 and 

P4 observed that young students often lack the digital literacy to operate platforms 

independently, necessitating constant assistance from parents to perform basic tasks like 

turning on the camera. These functional limitations create a unique pedagogical dilemma, 

resulting in a "visual disconnection" between the teacher and the student. This finding 

extends the work of Tran et al. (2023) by demonstrating that barriers in TEYL are not merely 

a matter of teacher competence. Instead, there is a fundamental discrepancy between the 

developmental needs of children and the technical design of current platforms. This gap, 

while challenging, is what often drives the growth and necessity of the non-formal sector as 

an alternative educational space (Suwanto & Rahman, 2022; Farahdina et al., 2023). This 

suggests that technological gaps serve as a catalyst for teacher agency, driving instructors to 

seek alternative solutions to maintain emotional proximity with their students. 

 

2. Strategies for Overcoming Digital Platform Challenges by Teachers 

The second theme identifies the proactive strategies and adaptive measures implemented by 

instructors to navigate technical and pedagogical hurdles. These strategies represent the 

enactment of teacher agency, where instructors take personal responsibility for ensuring 

instructional continuity. The summary of these adaptive strategies is presented in the table 

below: 

Table 3. Strategies for Overcoming Digital Platform Challenges by Teachers 

Essence of Strategy Participant Key Quotation 

Connectivity Backup 

Provisioning 

P3, P4, P5  P3: "Besides using the Wi-Fi at home, I also 

have to provide packages or quota... using a 

different provider than Telkomsel."  

P4: "The Wi-Fi is sometimes off... So I have 

to use data or passwords from my phone." 
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Investment in Additional 

Hardware 

P1, P5  P1: "I bought a small Wi-Fi catcher tool... I 

also used an extra camera... and I used a 

headset."  

P5: "The extra camera is important so 

students can see the teacher more clearly... 

and the drawing pad." 

In-Class Adaptive 

Solutions 

P2, P5  P2: "When my internet connection is low, I 

usually switch to YouTube, but I keep it 

silent."  

P5: "I immediately taught (the technical 

solution) in the middle of the class... telling 

not only him but also the other members." 

 

Based on Table 3, the instructors engaged in Connectivity Backup Provisioning to mitigate 

the connectivity crisis. Participants such as P3 and P4 reported that relying on a single 

internet source is insufficient; thus, they provided secondary data packages or mobile 

hotspots from different providers to anticipate Wi-Fi failures. Furthermore, instructors 

performed Investment in Additional Hardware to enhance teaching quality. P1 and P5 

invested in external tools like Wi-Fi catchers, extra cameras, headsets, and drawing pads to 

ensure students could see and hear the instructional materials more clearly. This proactive 

acquisition of specialized tools demonstrates a high level of Technological Pedagogical 

Content Knowledge (TPACK). As framed by Mishra and Koehler (2006), the instructors did 

not merely use available technology; they identified specific technological tools that could 

best support their pedagogical goal of delivering English content clearly to young learners, 

thereby bridging the gap between technical constraints and instructional quality.  Lastly, they 

demonstrated In-Class Adaptive Solutions, such as P2’s innovative workaround of switching 

to silent YouTube videos during low bandwidth and P5’s initiative to provide immediate 

technical scaffolding to students during live sessions. 

 

The strategies identified in this theme highlight a high level of "agentic technology 

integration," where teachers' creativity is used to foster positive learning situations despite 

technical constraints. This finding aligns with Phuong (2025) and Jeon et al. (2022), who 

argued that teacher agency is mediated by the ability to recognize and overcome 

technological affordances. Interestingly, while Marisa et al. (2024) suggested that digital 

agency must be sustained by institutional stakeholders, these findings reveal that in the non-

formal sector, agency is often an autonomous individual effort. The instructors' willingness 

to invest in "extra cameras" and "backup quotas" reflects a deep personal commitment that 

compensates for the lack of institutional infrastructure. 

 

Furthermore, the in-class adaptive solutions, such as P2’s tactical use of YouTube, 

demonstrate what Gao and Cui (2022) describe as the complex roles teachers play in 

adapting instruction to meet pedagogical needs. This suggests that the experience of teaching 

online has significantly enhanced the instructors' technological fluency, as they have learned 

to navigate emergency situations independently. Unlike formal school settings where 

teachers might wait for IT support, these non-formal tutors exercise immediate agency. This 

proves that the flexibility of the non-formal sector is a direct result of the instructors' 

professional autonomy and resourcefulness in transforming technical barriers into 

opportunities for pedagogical innovation. 
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3. Negotiating Presence: Pedagogical Adaptation in TEYL Online 

The third theme explores the instructors' professional perspectives on adapting their 

instructional "persona" and methods to maintain pedagogical quality in virtual spaces. 

Rather than viewing the screen as a barrier, instructors implemented strategies to intensify 

human connection. The summary of these pedagogical perspectives is presented in the table 

below: 

 

Table 4. Teachers' Perspectives on Digital Platforms in Education 

Essence of 

Strategy 

Participant Key Quotation 

Intensified 

Individual 

Interaction 

P1, P4, P5  P1: "I made sure to call the children one by one... I did 

drill one by one." P5: Teachers must "use their name... 

that makes them feel like the center of attention."  

P4: “Used the method of "asking and question to the 

students" to ensure participation.” 

Integration of 

Affective & 

Kinesthetic 

Elements 

P4, P5  P4: “Asked students to draw and link the drawing to the 

action, creating a "kinesthetic activity."  

P5: “Used songs and movements to make learning more 

engaging and help students remember vocabulary. 

Parental 

Collaboration 

as Co-

Facilitator 

P1, P5  P1: "We collaborate with the parents... so the child is 

accompanied during class."  

P5: “Parents should be back-up because they are the ones 

who know their child's daily habits." 

Strategic 

Mood/Activity 

Negotiation 

P4  P4: “If the student is "not in the mood for learning," she 

offers a choice, like game first, to refresh them before 

starting the material.” 

 

Based on Table 4, the instructors emphasized Intensified Individual Interaction. P1, P4, and 

P5 made concerted efforts to call students by name and conduct one-on-one drilling to ensure 

each child felt like the "center of attention." These interpersonal strategies are essential for 

establishing Social Presence within the Community of Inquiry (CoI) framework. According 

to Garrison et. al (2000), creating a sense of belonging and individual recognition is vital in 

a text or screen-based environment. By 'intensifying' their individual presence, the 

instructors ensured that students remained emotionally and cognitively connected to the 

lesson despite the lack of physical proximity. Furthermore, they prioritized the Integration 

of Affective and Kinesthetic Elements. For instance, P4 engaged students in drawing 

activities linked to actions, while P5 used songs and movements to bridge the physical gap. 

Crucially, the instructors viewed Parental Collaboration as Co-Facilitators, where parents 

(P1 and P5) acted as essential backups who understood the child’s daily habits. Finally, 

Strategic Mood/Activity Negotiation was employed by P4, who offered students choices in 

activities when their mood for learning declined, ensuring a student-centered approach. 

 

Scientifically, these findings suggest that success in digital TEYL is fundamentally rooted 

in the teacher's ability to create a "communicative environment" that transcends the screen. 

The emphasis on individual attention and kinesthetic activities directly aligns with Linse and 

Nunan (2005), who argued that child education must involve hands-on physical activities to 

accommodate limited attention spans. However, this study extends that theory by showing 

how these physical activities can be successfully "digitalized" through creative instructional 

design, proving that kinesthetic learning is not lost but transformed in the virtual realm. 
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Furthermore, the perspective on parental collaboration reflects a significant shift in the 

teacher’s role. While Hajar and Karakus (2024) identified parental involvement as a 

hallmark of shadow education, these findings reveal that in the online context, this 

relationship is not merely administrative but deeply pedagogical the parent becomes the 

teacher’s "physical hands" at home. In line with Karmila et al. (2024), the practice of 

strategic mood negotiation promotes self-awareness and meaningful interaction through 

consensus. This capacity for negotiation also supports Medgyes et al. (2025), suggesting that 

online teaching has enhanced teachers' sensitivity toward students' psychological needs. 

Ultimately, these perspectives argue that digital platforms are not merely tools for delivery 

but spaces for building resilient educational partnerships between teachers, students, and 

parents. 

 

4. Gamification and Redefinition of Learning Tasks 

The fourth theme illustrates how instructors redefine traditional learning tasks through 

digital tools to sustain engagement and alter the learning atmosphere. This transformation is 

not merely about digitizing materials but strategically integrating platforms to meet the 

psychological and competitive needs of young learners. A summary of the tools and 

strategies used for this transformation is presented in the table below: 

 

Table 5. Evidence of Transformation/Tools 

Essence of 

Strategy 

Participant Key Quotation 

Strategic 

Gamification 

P3, P4, P5, 

P2 

P3: Used "Wordwall, Educaplay" when students "already 

started burning out or getting bored". P5: Used quiz as a 

competition because students "have a sense for 

competition".  

P4: Used game apps like "Pretty Kids" to ensure students 

are "refreshed first".  

P2: Regularly used "Kahoot, Quizlet or Quizizz". 

Innovative 

Dual-

Platform 

Immersion 

P3 P3: Used Roblox, keeping Zoom on while students were 

playing and "talking in English" inside the game 

environment. 

Adaptive 

Intervention 

Pacing 

P3 P3: "As long as they are not bored, I will remain focused 

on my track... The application is only brought out when the 

situation is not conducive". 

 

Based on Table 5, instructors utilized Strategic Gamification to combat student burnout. 

Participants P2, P3, P4, and P5 integrated interactive platforms such as Wordwall, 

Educaplay, Kahoot, and Quizizz. Notably, P3 demonstrated an Innovative Dual-Platform 

Immersion by using Roblox while keeping Zoom active, allowing students to "talk in 

English" within a live game environment. The integration of Roblox alongside Zoom 

signifies a shift toward the higher levels of the SAMR model. While the use of quizzes like 

Kahoot might function as Augmentation, P3’s use of Roblox represents the Redefinition 

stage as described by Puentedura (2010). In this stage, the technology allows for the creation 

of new tasks immersive linguistic immersion in a virtual world that were previously 

inconceivable in a traditional TEYL classroom. Furthermore, Adaptive Intervention Pacing 

was employed by P3, who noted that gamified applications are only "brought out" when 
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students begin to lose focus, ensuring that the technology serves the pedagogical track rather 

than distracting from it. 

 

These findings demonstrate a high level of pedagogical agency, where instructors do not 

simply replicate offline materials but redefine the essence of the learning task itself. The use 

of gamification as a refreshment tool aligns with Zhang (2025), who argued that digital 

integration is most effective when it enhances pedagogical efficiency. However, the 

discovery of using Roblox as a linguistic immersion tool goes beyond existing literature on 

simple gamification. While Wargadinata et al. (2020) emphasized the shift to creative 

materials during crises, this study reveals a more advanced evolution: the creation of a 

"digital third space" for TEYL. In this space, the screen is no longer a barrier but a portal to 

an immersive, task-based environment where language use occurs naturally and 

spontaneously. 

 

Furthermore, the adaptive pacing mentioned by P3 indicates that the instructors have 

developed a sophisticated "digital intuition." This supports the notion of teacher agency as a 

reflexive process (Ghanizadeh et al., 2015), where the choice of tool is dictated by the real-

time affective state of the students. Ultimately, these results suggest that for young learners, 

the redefinition of tasks through immersive and competitive platforms is essential to bridge 

the gap between their everyday digital lives and formal English instruction. This proves that 

instructors are no longer just users of technology, but "architects of digital experiences" who 

can balance entertainment with instructional rigor. 

 

5. Future Trajectories: The Enduring Role of Digital Platforms 

The final theme captures the instructors' long-term outlook on the integration of digital 

platforms in TEYL, reflecting a matured perspective after navigating various challenges. 

Their insights regarding flexibility, inclusivity, and future expectations are summarized in 

the table below: 

 

Table 6. Perspectives on the role and evolution of digital platforms 

Essence of  Participant  Key Quotation  

Inevitable 

Adoption 

and 

Flexibility 

P1, P4, P5 P1: Digital platforms "will always be used" because they 

enable learning "from afar" without face-to-face 

necessity.  

P4: Platforms like Google Meet "are often used because 

it's flexible and efficient". 

Advocacy 

for 

Inclusivity 

and Digital 

Literacy 

P1, P2, P3 P2: Platforms can "lower geographical and financial 

barriers" to education.  

P1: Digital platforms "will make students digitally 

literate". 

Desire for 

Enhanced 

Technical 

Presence 

P2, P3, P4, 

P5 

P4: Her expectation is that Google Meet can add a feature 

"to see the person" while screen-sharing.  

P2: Hopes for learning platforms that can be "accessed 

offline".  

P3: Finds it difficult to build personal closeness (personal 

presence) virtually, which remains a future challenge. 
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Based on Table 6, instructors view the adoption of digital platforms as a permanent shift in 

the educational landscape. P1 asserted that these platforms "will always be used" because 

they remove the necessity for face-to-face interaction, while P4 emphasized that Google 

Meet is favored for being "flexible and efficient". Beyond convenience, P2 highlighted the 

potential of digital tools in "lowering geographical and financial barriers," and P1 noted their 

role in making students "digitally literate". However, instructors also identified a Desire for 

Enhanced Technical Presence, with P4 expecting features to see students while screen-

sharing and P2 hoping for platforms that can be "accessed offline". Furthermore, P3 pointed 

out that building "personal closeness" remains a significant future challenge in virtual 

environments. 

 

The evolution of perspectives in this theme signifies that the instructors have moved beyond 

the "emergency remote teaching" phase into a phase of strategic digital literacy. This belief 

in the inevitability of digital platforms aligns with Tran et al. (2023), who noted that 

operational barriers eventually transform into new professional expertise. This study adds a 

unique layer by showing that in the non-formal sector, digital platforms are viewed as a tool 

for "social inclusivity" by breaking down geographical and financial barriers. Unlike formal 

education which often focuses on standardized outcomes, non-formal TEYL practitioners 

prioritize the democratization of access through technology. 

 

However, the persistent desire for enhanced technical presence reveals a critical gap between 

current technology and the developmental needs of young learners. While Phuong (2025) 

suggested that technology is now part of a teacher's professional identity, these findings 

indicate that teachers are now acting as critical evaluators of technology. They are no longer 

passive users; instead, they are demanding specific features such as offline access and 

improved visual interaction that cater specifically to the affective needs of children. This 

shift suggests that the future of TEYL will be defined by a strategic hybridity, where digital 

efficiency is balanced with the fundamental human need for connection and personal 

presence. 

 

D. CONCLUSION  

This study concludes that while online TEYL in the non-formal sector faces significant 

technical and pedagogical hurdles, such as the "Universal Connectivity Crisis" and platform 

limitations, these obstacles have successfully triggered a robust enactment of teacher agency. 

Tutors have evolved from mere technology users into innovative problem-solvers who 

demonstrate advanced TPACK through personal hardware investment and creative 

redefinition of learning tasks. The practical implication of these findings suggests that 

success in digital TEYL depends heavily on the teacher's individual resourcefulness and their 

ability to establish Social Presence within a Community of Inquiry through intensified 

individual interaction, kinesthetic activities, and strategic parental collaboration.  

 

This research advances the field by shifting the academic focus from teacher deficiencies to 

agentic technology integration, particularly within the flexible landscape of the non-formal 

sector. It demonstrates that non-formal education provides a unique space for radical 

pedagogical innovations achieving the Redefinition stage of the SAMR model through dual-

platform immersion using Roblox which are often constrained in formal school settings. 

Ultimately, digital platforms in this sector have evolved from temporary emergency tools 

into permanent infrastructures that promote social inclusivity and digital literacy. However, 
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this study is limited by its focus on a small number of teachers within a specific non-formal 

TEYL context and by its reliance primarily on teachers’ perspectives.Future research is 

encouraged to explore the long-term impact of these digital innovations on students' 

linguistic proficiency and to advocate for platform designs that better cater to the 

developmental and affective needs of young learners. 
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