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INTRODUCTION

Language learning entails mastering the four foundational skills which are reading,
writing, speaking, and listening. Additionally, acquiring linguistic knowledge is recognised as
an essential component of language learning. Among others, the knowledge and skills have a
lot to do with sharpening one's grammatical abilities and the knowledge of syntactical
structures. Undoubtedly, in the language teaching and learning process, grammar is essential
as it plays a significant role as the internal language structure (Al-Muttawa & Kailani,1989).
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Among others, it functions as a key role in the refinement and development of the language
learning. It does not only explain how words are used to construct sentences, but also how they
are communicated to the recipient.

In the context of English language learning, grammar is often associated to formula sets
and concepts that depicts the syntactical structure of words and sentences in making meaningful
expressions (Cowan, 2008). Without sufficient grammar knowledge, students’ language
growth would be affected (Batstone and Ellis, 2009, Ellis, 2006 and Nassaji and Fotos, 2011).
Hence, it is important that language learning courses to provide sufficient attention to grammar
development and enable students to grasp it.

Despite this, there are some worries over the unfavourable views that students have
towards grammar, as it is frequently viewed as being overly complex, challenging, and tedious.
Factors associated to grammar learning have been studied extensively in the past (e.g.,
motivation, self-efficacy, cognitive domains, engagement, and environmental exposure). In
addition, studies have shown that the majority of students study grammar not driven by their
adaptive motivations, often including factors like interest or enthusiasm in relation to the task,
but due to learning obligations such as accountability, willingness to impress, and denial of
negative repercussion (Walker, Hoover-Dempsey, Whetsel, & Green, 2004). Prominent
scholars of the self-determination theory, Ryan and Deci (2000) corroborated that these types
of individual drives, also known as external forces, are brief and inferior to that which is
intrinsically driven by aspects like curiosity, interest, sense of purpose — self-determination
theory (Ryan & Deci, 2000).

There are, however, only a few research that have examined the role of interest and
perceived competence in students' acquisition of grammar. In the present study, we evaluated
the interest development models of students’ grammar learning. More specifically, we tested a
theoretical model that suggests that students’ interest towards grammar learning is associated
to their perceived competence and academic performance. The expectancy-value model
(Eccles & Wigfield, 2002) — which advocates that students will make the decision to actively
participate in active learning activities if they consider the importance of learning, perceive that
they can effectively partake in active learning, which then positively influence their learning
outcome — provides the theoretical framework for this study.

The word "interest™ is commonly believed to refer to a keen curiosity for learning more
about a certain topic. There are three aspects that make up a person's interest: emotional, value-
related, and cognitive (Prenzel et al., 1986; Hidi, 2006; Ainley, 2017). Positive or enjoyable

feelings derived from interaction with the focus of attention are an inference of the emotional
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component. In a broad sense, this represents the psychological facet (Krapp, 2002). A person's
desire to learn more about something they're interested in and build on what they already know
about it is the cognitive side of interest (Pawek, 2009). As for the third, it relates to the subject's
values and shows that the object of study is important to the person and is held in great esteem
(Prenzel et al., 1986; Krapp and Prenzel, 2011).

Interest, which is frequently linked to a heightened emotional state of engagement and
gives a predisposition to reengage with a certain object, event, or topic. The emotional state of
interest makes people more likely to return to a previously enjoyed activity or subject matter.
Interest, as it motivates individuals to engage with a certain course of action, has been identified
by decades of research as a crucial component to effective learning. Therefore, it plays a crucial
role in encouraging the growth of competence, the acquisition of knowledge, the activation of
cognitive processes, the maintenance of focus and attention, and the adoption of efficient
methods of learning (Hidi & Renninger, 2006; Renninger, 2007; Renninger & Hidi, 2011,
Renninger & Su, 2012; Silvia, 2006).

Both pedagogy and educational research have placed a significant emphasis on the
concept of interest for a significant amount of time. For instance, the educator John Dewey
understood the need of maintaining one's attention more than a century ago (Dewey, 1913).
Since then, there has been a substantial development in the research on interest. In particular,
the interest construct has evolved substantially through the research of scholars like Schiefele
(1991), Prenzel (1992), Krapp (1999), and Ainley et al. (2002).

The most important takeaway from this research is that when people believe they have
the ability to be successful in specific pursuits, they are more likely to participate in those
pursuits, be resilient in the face of challenges, and excel in the performance of those pursuits
(Bandura, 1997; Graham & Williams, 2009; Schunk & Pajares, 2009; Weiner, 1992). Eccles,
Wigfield, and Schiefele (1998) characterized these constructs as reflecting the question "Do |
want to do this activity and why?" . Students' motivation and participation in various activities
would depend on their responses to these questions. If they have little interest in or motivation
for something (for example grammar assignment), they are less likely to accomplish it, even if
they think they are capable of doing it (see Elliot, 2005; Wigfield & Eccles, 1992; Wigfield,
Tonks, & Klauda, 2009).

Seminal work by Reninger et al. (2002) highlighted that higher interest helps to focus
on tasks and to complete them. Hidi and Renninger (2006) argued, "it impacts attention, goal
setting, and learning strategies in ways that make it a particularly relevant variable for those

focused on improving educational practice" (p. 121). Hence, it does not only trigger students’
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emotional domains, but inform whether they would be cognitively ‘present’ in the learning
process. This would then determine their behaviour (self-regulation behaviour and
perseverance) and engagement (focused attention, and conciliation towards unfavouring
learning hiccups) in the learning course (Hidi & Renninger, 2006; Kang, Scharmann, Kang, &
Noh, 2010. Thus, having an interest in a subject generally results in improved academic
performance in that subject (Denissen et al., 2007), as interest positively correlates with
learning and encourages a deeper comprehension (Schiefele & Schreyer, 1994).

Hence, we think it is important to explore these constructs together for several reasons.
Hidi and Renninger’s interest development model focuses on learners’ development of interest
destitute of equitable emphasis of actual performance. The crux of their model is that interest
has an inherent developmental nature which does not set in stone, rather multiple situational
contexts may play a role to nurture it. It focuses on learners’ engagement and reengagement in
the course of learning, as indication of ‘interest’. Learner’s perceived competence, on the other
hand, according to the expectancy-value model, advocates that when the learner can see the
value (which inherently developed from their interest towards the subject-matter), they would
or would not believe that they can do well, which in turns may stimulate to their actual
performance.

The benefits of interest are most readily visible in the setting of an educational
institution and academic work, particularly. The evidence for the previous studies that looked
into the effect that interest plays in academic success. For instance, Schiefele et al. (1992)
conducted a meta-study in which they looked at a total of 121 studies that were conducted in
18 different countries. They discovered that the average correlation value between interest and
academic success was r = 0.31, which demonstrated the positive association factors. In another
study by Bge (2012, focusing on the influence of interest in students' selection of the
subsequent courses, they found that having an interest in the course is one of the most critical
factors. Specifically, students who have a greater interest in natural science are more likely to
pursue studies in the natural sciences when they are in high school, and natural science classes
in particular. In addition, over a period of four to seven years, a longitudinal study conducted
by Harackiewicz et al. (2002) indicated that university students' interest in the introductory
course had a substantial correlation with subsequent course enrolment as well as the academic
major that they ultimately chose. These findings from the research highlight the significance
of interest in connection to learning decisions and the level of success achieved in learning.

Scholars have argued that individual interest is crucial for the acquisition of a second

language, especially when it comes to focusing on language domains such as grammar
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knowledge, practise the language, engage and persevere in learning experiences, and develop
positive attitudes toward grammar. Although relatively little research has been done to
understand interest in the acquisition of a second language's grammar, scholars have argued
that this is essential for the acquisition of a second language (Renninger, 2007; Renninger &
Su, 2012). Learners who are interest driven tend to spend more time in behaviours related to
conscious or unconscious grammar learning, are likely to devote more effort to the related
tasks, and are, as a result, more likely to become skilled users of English grammar than their
peers who are less interested in those activities. Interest in grammar learning is important for
language acquisition because learners who are interest driven tend to spend more time in
behaviours related to conscious or unconscious grammar learning (Ecalle, Magnan, & Gibert,
2006; Malloy, Marinak, Gambrell, & Mazzoni, 2013).

The level of interest taken in a task or activity within the same area, or the value placed
on it, is connected with how competent one is perceived to be in that task or activity (Deci &
Ryan, 1987; Eccles, 1983; Jacobs, Lanza, Osgood, Eccles, & Wigfield, 2002). However,
research also suggests that even if learners believe that they are competent at an activity and
are able to perform it effectively, they may still not engage much in that activity if they are not
very interested in it or do not value it highly (Wigfield & Cambria, 2010). Hence, the notion
of perceived competence is fairly intertwined with interest in learners’ motivation towards
learning.

According Wigfield’s and Eccles’s (2000) Expectancy-Value theory, motivation is the
result of the interaction between two factors: value and expectancy. According to this notion,
value denotes the significance of a specific objective from the perspective of a person. For
example, student could view learning grammar as both a critical skill and fun activity. Hence,
they place a higher value on grammar and will be more likely to want to learn and practice it.
On the other hand, a person's level of expectation on their own success in reaching a goal is
referred to as their "expectancy." Even if they believe that learning English grammar is vital,
students who have the belief that they would not likely be able to gain the necessary knowledge
or become competent in English grammar will have less motivation to learn it. Hence, beliefs
about one's own capabilities as well as beliefs about the jobs themselves are factors that play a
role in this. Thus, this theory emphasizes that motivation as a manifestation of individual's
attitudes and opinions of themselves.

In the current study, we hypothesize that learners’ interest towards grammar learning
would be related to their perceived grammar competence. This in in line with the assumptions

of the expectancy-value model. Accordingly, this study validated the interest scale in the area
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of grammar learning. This study tested an alternative model by inserting perceived competence,
and scores of the course.
Method
Participants

Participants included two hundred and sixty-seven ESL students (217 females 50
males). The students were studying in a preparatory course, undertaking compulsory grammar
courses in two consecutive semesters as a prerequisite for a teaching degree programme. At
the point data collection, they have completed the fundamental grammar course in the
preceding semester and were doing their compulsory advanced grammar course. Their
performance at the end of the semester course were taken as a measure of sample’s actual
performance.
Procedure

Permission to administer the surveys to students was granted by the relevant
departments of the institute. After explaining the content and anonymity of the survey, the
individual consent by each participant was obtained. The students were made aware that their
names, survey responses, demographic information, and grades of their high school
examination and the course would be visible to only the researcher, while maintaining their
anonymity. All the information was needed to allow matching all the constructs of the study.
The sample was selected randomly, with very high response rate. They responded to the survey
via an online form. After the students completed the survey, the researcher transferred their
responses to a Microsoft Excel sheet (metadata), SPSS 28, and AMOS for data analysis.
Method

Responses on all items were on a 5-point Likert scale ranging from 1 (not at all) to 5
(very much). All the measures were based on existing measures previously published, with
additional demographic information. Several measures were modified to focus on grammar
learning. Cognitive interviews were conducted to three intended participants and two experts
from the field (background: research expert & content expert).
Interest constructs

Five constructs of interest were measured — information-seeking, motivation,
persistence, self-regulation, and value. All 21 items from the original interest scale were used.
The only adaptation made is the specifying the interest towards the specific course of
learning, which is the grammar course. (Appendix 1)

Perceived grammar competence
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This is self-assessed grammar competence based on 5-Likert scale. Score-5 indicates
very good, while score-1 indicates weak.
Scores

There are two objective measurement scores used in this study: initial overall English

score, and course score. The initial overall English score refers to the students English score
in their high school examination (SPM). This examination assesses students based on four
main language skills — reading, writing, listening, and speaking. Hence, this score would
indicate students’ overall proficiency of the language, while grammar knowledge is tested
implicitly based on the skills measured. The second objective score is the students’ scores of
their grammar course taken in the semester (the semester when the data was collected). The
score indicates their performance in the grammar course.
Results
Descriptive statistics and correlations
Table 1 presents the descriptive statistics of the variables in the study and the correlation among
variables. The independent variables — perceived competence, information-seeking,
motivation, persistence, self-regulation, and value moderately positively associated among
themselves.
Table 1
Descriptive Statistics and Correlations for Study Variables
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Motivati  .127

on * 293** .705**

Persisten .146

ce * .355** 486**

Self-

regulatio .148

n * .364** 563**  .689**  .730**
Value 129

* 207** S577**  631**  491**
Course 156
Score * 0.008 0.022 -0.005  -0.039
Note:
*p <.05. **p < .01

*N = 267. Participants were on average of 19 years old.

*Initial score = English score in high school national examination; perceived competence =
self-rated English grammar competence; [perceived competence, information-seeking,
motivation, persistence, self-regulation, value] = constructs of interest; course score = final
score of grammar course

Table 1 presents the bivariate analysis of the study variables. All measured interest
constructs indicate significant associations with appropriate psychometric characteristics. The
initial English score is significant to all constructs tested. Students’ perceived grammar
competence is significant to all constructs of interest, but not the course score. And, the course
score 1s not significant to all construct of interest and students’ perceived grammar competence,
but only to their initial English score in the national examination. Despite the insignificant
associations, the course score was inserted in the alternative model of the subsequent analysis,
and the estimates of the model were analyzed.
Path analysis

Path analysis was conducted using AMOS7. (Arbuckle, 2006). Three different models
were tested. In Model 1, all interest items were assigned to the five latent factors. This was
based on the literature on the interest construct of the original instrument (Hidi & Renninger,
2006). In Model 2, an alternative model was proposed. The pathways between the interest
constructs and learners’ perceived grammar competence were explored. And, in Model 3,
students’ students’ course score was inserted. Finally, the model fit of Model 1 and two

alternative models were compared according to Kline (2005) proposed measures.
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Model 1

A confirmatory factor analysis (CFA) was utilised in order to investigate the
instrument. When constructing an instrument, it is usual practise to make use of a CFA as a
tool to investigate the dimensionality of a scale as well as the relationship of items to one
another (Brown, 2015). In contrast to a principal component analysis (PCA), a CFA provides
the researcher with the ability to tailor the components and structure of the study to the
theoretical framework of the construct under investigation (Worthington and Whittaker,
2006).
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Figure 1 indicates all interest items that were assigned to the five latent factors. Model fit of
this model was assessed according to measures by Kline (2015).

Table 2

Model fit measures of Model 1

- y 2 P df v2/df  CFI TLI SRMR RMSEA

Model1 335,70 .000 173.00 1.940 954 944 .049 .059

Alternative models
Whereas the analysis supported our hypothesized theoretical model, such analysis
cannot rule out the possibility that other models would fit the data as well, or even better, than

the hypothesized model, it is recommended to compare its findings to those from an alternative
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model. Therefore, to provide further support for the hypothesized theoretical model. We a
tested model to put the one we put forth. This alternative model 2 is based on the theory that
students’ interest towards the subject-matter would influence their perceived competence.
After the factor structure of the test instrument was examined in study 1, the construct —
perceived grammar competence was inserted in the model as an alternative model. Reliability
and validity of the items will be tested in study 2

Model 2:
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Figure 2 shows that students’ perceived grammar competence was inserted. Model fit of this

model was assessed according to measures by Kline (2015).

Table 3
Model fit measures of Model 2

x 2 P df y 2/df CFlI TLI SRMR RMSEA
Model 2 358.753 .000  189.00 1.898 953 942 .040 .058

Another alternative model was tested, Model 3. In this model, students’ course score was
inserted.
Model 3:
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Table 4
Model fit measures of Model 3
- % p df v2df  CFI TLI SRMR  RMSEA
Model 4 373.496 0.00 205.00 1.822 .953 .937 .056

Model Comparison

All three models, Model 1 and two alternative models indicate reasonable fit. The CFA
revealed a high correlation between the five higher- order factors of the construct of interest
(>0.7). The regression weights are also high for all items (>0.5), with an average of 0.75 (Figure
1). The fit indices differ slightly between the two models. However, Model 2 and Model 3
obtained slightly better values for all indices. The exact fit indices for both models can be found
in Table 2.
Table 4

Model fit comparison of the three tested models

x 2 p df y2/df  CFI TLI SRMR  RMSEA
Model 1 335.70 .000 173.00 1940 954 944 049 .059
Model 2 358.753 .000 189.00 1.898 .953  .942 .040 .058
Model 3 373.496 0.00 205.00 1.822 953  .937 .056
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Note: All models used the same sample 267 participants.
Discussion & Implication

An increasing body of research has been supporting the measure of interest as a
multidimentional construct, encompassing both cognitive and non-cognitive elements. For
instance, several research that surveyed the various components of the interest construct dealt
with each of those characteristics as if they were separate factors (e.g., Linnenbrink-Garcia et
al., 2010; Holstermann et al., 2012). In contrast, the instruments that are used in other research
that also covers the various components of the construct are treated in a unidimensional manner
(Schiefele, 1990; Schiefele and Krapp, 1996; Kleespies et al., 2021). In more recent study,
Kleespies et al. (2021), they evaluated interest as both unidimentional and multidimensional.
For a very thorough review on this topic, we recommend Rowland et al. (2019). In the present
study, students’ grammar learning interest was measured as a multidimensional construct,
encompassing the aspects of information-seeking, motivation, persistence, self-regulation, and
value. The results demonstrated good model fit, indicating the substantiation of theory and
suitability of the factor structure in the context of the study.

In this study, we hypothesized that the five aspects of students’ interest towards
grammar learning would be related to the students’ perceived competence of the course. With
the assumption that, when they are interested and driven towards the learning of the course,
they would have better belief in their ability to perform in the course. The findings indicated
that information-seeking, motivation, persistence, self-regulation, and value associated to the
grammar learning are significantly related to how the students perceived their competency of
the course. As corroborated by the Wigfield’s and Eccles’s (2000) expectancy-value model,
learners’ perceptions of competence are associated with the amount of interest taken in and the
value of the task placed on. This finding is also consistent with the substantial body of research
that demonstrates favourable correlations between the level of perceived competence and the
extent and quality of engagement in behaviour (Bandura, 1997).

Having established the association between interest (measured as information-seeking,
motivation, persistence, self-regulation, and value associated to the learning course) and
perceived grammar competence, we also hypothesized that these two measured constructs
would be related to the students’ course performance. Interestingly, this study found no
association between any aspects of interest measured, students’ perceived competence of the
course, and their course performance. Despite the model indicates better fit with the inclusion
of the construct, the findings show insignificant pathway to the course score, which suggests

there could be incoherence in the pathways.
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The insignificant pathways between all interest constructs and students’ perceived
grammar competence to the course score would suggest that there could be incoherence
between the students’ expectation of what it takes to succeed in the overall grammar
competence, their perception over their own grammar competence and the course score of the
grammar course. This suggests there exists a breaking chain between learning expectation of
effort and success, and the objective assessment of the course, which would call for further
research.

In structuring a course, there should be a reciprocity between learning intentions,
perceived performance, and objective learning outcomes. These three elements would justify
the needs for the course, the coverage of the content, and the validity of the assessment.
Nevertheless, the findings indicate incoherence between learners’ perceived competence of the
course performance, learners’ vocation to perform in the course. Hence, it questions the
inherent meaningfulness of the assessment in relation to students’ learning.

Conclusion

Previous research recognizes the important role of interest and perceived competence
to form positive learning outcomes and continuous engagement. Grammar is one of the focal
areas in language learning. Unfortunately, grammar is often seen as a sore issue as it is
associated to being too technical. The findings of the current study highlight the important role
of cognitive and non-cognitive aspects of interest, most particularly the influence of these
aspects in supporting students’ perceived competence of themselves towards the learning of
grammar. This is an important insight for educators who aim to encourage more positive
attitudes towards grammar learning by tapping on the development of interest. This study
emphasizes that interest is not a constant characteristic of a learner, rather it is a developmental
phenomenon as theorized by Hidi and Renninger (2002, 2006). This understanding is also
important for other research seeking to identify students potential and meaningful
characteristics that contribute to the better performance and continuous engagement.
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