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國立政治大學英國語文學系碩士班 

碩士論文題要 

論文名稱：無聊真無趣嗎？：從成功與不成功國中英語學習者的角度探索社會建構主  

     義下無聊情緒對第二語言學習的影響 

指導教授：黃怡萍博士 

研究生：陳鳳吟 

 

論文提要內容： 

      不同於其他情意因素的成熟發展(Horwitz, Horwitz, & Cope, 1986; Dörnyei, 1998; 

Gardner, 2001; Gardner & MacIntyre, 1993)，無聊此情意因素在語言學習的領域中一直

以來皆為被忽略的對象。過去研究顯示，無聊已確實存在於課室情境中(Bown & 

White, 2010; Goetz, Pekrun, Hall, & Hagg, 2006)；其重要性也已開始漸漸受到重視

(Dörnyei, 2001)。然而，針對無聊與語言學習作為研究對象的相關文獻卻依然十分匱

乏。有鑑於此，本研究大膽地做了嘗試，採用社會建構主義為理論基礎，透過觀察一

群國中英語學習者在課室內的學習經驗，試圖找出無聊在第二語言習得領域中的定義

以及建構出課室無聊情緒的互動形式。採用質化個案研究為執行方法，此一研究一共

邀請了四位國中生；包含兩位成功學習者及兩位不成功學習者，並透過訪談與課室觀

察來收集資料，最後根據 Glaser and Strauss (1967)的對比分析法彙整原始資料並得出

研究結果。 

     關於第一個研究方向，結果顯示四位學生共同將第二語言習得之無聊情緒定義為

一種「對於學習英文感到無意義的情緒」。另一方面，此兩種分類的學習者也各自給了

無聊不同的定義；對於成功的學習者來說，無聊為「一種必須忍受以求獲得獎勵的情 

viii 
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緒」，而不成功的學習者對無聊的定義則為「一種因為學習障礙而無法克服的情緒」。

此外，針對第二個研究問題，此研究的結果顯示成功與不成功學習者所經歷的相似無

聊情緒是受到課堂內互動交流以及教學方法對學生來說是否有意義所影響。另一方

面，無聊的情形分別發生於成功與不成功學習者身上的影響因素則受到學生對於接收 

訊息的困難度評價以及對自我英語程度的認知所影響。 

     為了幫助學生避免無聊所造成的學習不良，根據所得出的研究結果本研究提出了

下列建議以供語言教學教師參考：1. 提高課程設計的多樣性；2. 運用生活化的教學方

式；3. 促進正面的課堂互動；4. 注意活動困難度的設計；5. 幫助學生提高學習動

機。 

ix 
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Abstract 

Unlike other affective emotions which have been developed maturely (Horwitz, 

Horwitz, & Cope, 1986; Dörnyei, 1998; Gardner, 2001; Gardner & MacIntyre, 1993), 

learning boredom has long been ignored in the area of language learning and teaching. 

Previous literature has pointed out the existence (Bown & White, 2010; Goetz, Pekrun, Hall, 

& Hagg, 2006) and its significance in the field of L2 learning and teaching (Dörnyei, 2001); 

however, limited research has concerned with this issue. Therefore, taking a bold step, this 

study aimed to find out the proper definitions for L2 learning boredom and figure out the 

interactive patterns co-constructed students’ L2 boredom in the classroom setting with the 

social constructional perspective of emotion. Employing a qualitative case study as the 

research approach, the researcher invited four junior high school students who were in half 

classified into the successful and unsuccessful learners as the participants for the present 

study. Data for analysis were collected from multiple sources, including three types of 

interviews: (a) semi-structured interview, (b) stimulated-recall interviews, and (c) focus-

group interviews, and classroom observation. Through analyzing the data by adopting Glaser 

and Strauss’ (1967) constant comparative method.

 Regarding the first research direction, the results showed that the students defined 

L2 boredom similarly as the feeling of meaninglessness in learning English while differently 

as an emotion must be borne to expect the rewards (by the successful students) and an 

emotion cannot be overcome due to learning obstacles (by the unsuccessful students). In 

terms of the second interest of this study, it was also found that the similar pattern resulting in 

classroom L2 boredom was influenced by the interactive flow in the L2 class and the extent  

x 
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to which meaningful approaches were applied. On the other hand, L2 boredom happened

differently to the two categories of students could be attributed to the interplay between the 

difficulty degrees of given information and the students’ self-perception of L2 capability.  

Based on the findings, this study yielded some implications for language teachers 

concerning the affective domain of the students. Suggestions including increasing the variety 

of class designs, using authentic teaching approaches, promoting positive class interactions, 

controlling the challenge degree of the materials and activities skillfully, and helping 

students increase L2 motivation were claimed helpful to decrease the negative impact L2 

boredom could make on the students’ L2 learning.  

xi 
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1 

CHAPTER ONE 

INTRODUCTION 

1.0 Introduction 

  This chapter provides an overview of the present study. Firstly the background 

and rationale of the research are introduced, followed by the explanation of the 

research purposes. 

1.1 Background and Rationale 

Emotion has been considered as an important aspect impacting processes and 

outcomes of language learning. As stated by MacIntyre (2002) and Wright (2006), 

emotions have made a great impact on learners’ willingness to engage in class 

activities as well as the social climate in the classroom. In the field of Second 

Language Acquisition (SLA), particular attention has long been given to some 

commonly discussed affects such as language anxiety (Horwitz, Horwitz, & Cope,

1986), motivation (D örnyei 1998; Gardner, 2001), and learning attitudes and beliefs 

(Gardner & MacIntyre, 1993). However, in recent years some scholars have noticed 

the deficiency of this partial exploration and warned that it may put researchers in 

danger of “missing important parts of students’ affective life” (Pekrun, Goetz, & Titz, 

2002, p. 93). Therefore, researchers including Bown and White (2010) and Goetz, 

Pekrun, Hall, and Hagg (2006) have suggested that a wider range of emotions should 

be included for discussion in the field of L2 learning. And the emotion of boredom is

indicated as one aspect that requires further exploration.

     Although the seriousness and negative influence of L2 learning boredom have 
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2 

been pointed out by scholars such as Dörnyei (2001) and Wlodkowski (1986), so far it 

has not received enough attention as it deserves to. Several reasons might explain 

such a sluggish and incomplete development of the literature on L2 learning boredom. 

The first point worth noting is the debate over the nature of boredom among different 

schools of theory. In traditional psychological point of view, boredom is often 

considered as an emotional state or trait internally generated in response to either 

high- or low-stimulation from the external environments (Shaw, 1996; Smith, 1981). 

On the contrary, scholars advocating sociocultural perspective take boredom as a 

social construction (Brissett & Snow, 1993; Conrad, 1997) and argue that the feeling 

of boredom is an interactive phenomenon that should be understood in 

communicative contexts. The fact that different schools talk a different language 

makes it difficult for researchers to follow up with a base. 

Narrowing the discussion to the area of L2 teaching and learning, most 

researchers concerned about L2 learning boredom seem to unconditionally take

psychologists at their words and incorrectly assume that boredom is nothing but a 

state resulting from low task challenge or a trait inhered in one’s personality

(Chapelle & Jamieson, 1988; Gan, Humpherys, & Hamp-Lyons, 2004; Weaver, 1996). 

However, there has been an accusation against this tendency since the biased 

discussion failed to take into consideration the point that a classroom is indeed a

social context in which learning occurs through interaction (Araga˜o, 2011; Jackson, 

1968; Weinstein, 1991). Another inadequacy lies in the fact that learning boredom has 

long been regarded simply an adjunct under the discussion of motivation (Chamber, 

1993; Dörnyei, 2007). Not until recently has the problem of learning boredom been 

explored as a main issue in the area of L2 learning (Huang, 2010; Zhu & Zhou’s, 

2012). In Zhu and Zhou’s (2012) and Huang’s (2010) studies, boredom has been 

reported as a common feeling experienced by junior high school students. 
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Unfortunately, the lack of a theoretical background and the quantitative research 

method make the exploration not deep enough. In addition, some studies indicated 

that learning boredom is particularly in relation with unsuccessful language learners 

(Gan, Humpherys, & Hamp-Lyons, 2004) who are often labeled as worse test takers 

(Abraham & Vann, 1987; Green & Oxford). However, the results seem to be in 

conflict with the conception of the Flow Theory (Csikszentmihalyi, 1975, 1994) 

which claims that more competent learners are supposed to get bored more easily than 

less capable ones when the tasks given are not challenging enough. All these 

confusing contradictions and unresolved puzzles, however, might be influential 

factors impacting on students’ L2 learning and should be the prior concerns to the 

teachers, parents, as well as students themselves.  

Based on the brief introduction discussed above, it can be concluded that our 

understanding of L2 learning boredom is far less enough in spite of the promotion 

from the researchers (Dörnyei, 2001; Wlodkowski, 1986). The bias of standpoint, the 

lack of definition, and the confusions of construction and influence have delayed the 

establishment of L2 learning boredom theories. Therefore, this aim of the current 

study is to unravel the mystery of L2 learning boredom through conducting a 

qualitative research.  

 

1.2 The Purposes of the Study 

     In view of the insufficiency of previous literature and the importance of further 

understanding of L2 learning boredom, there has been an urgent appeal for (a) widely 

accepted definitions of L2 learning boredom, (b) an exploration of L2 learning 

boredom from the sociocultural perspective, and (c) the understanding of boredom by 

incorporating both successful and unsuccessful L2 learners’ perspectives. Therefore, 

this study, through employing a qualitative research approach, aims to provide in-
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depth understandings of how successful and unsuccessful junior high school learners 

experience socially constructed boredom and how L2 learning boredom means to 

them. It is hoped that the research results could enable L2 learners to make reflection 

on their learning process and provide the practitioners with pedagogical suggestions.  
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CHAPTER TWO 

LITERATURE REVIEW 

 

2.0 Introduction 

     Emotions are often the common topics for interpersonal communication. One of 

the most common emotions sensed by human beings is “boredom.” Research has 

shown that people feel bored at work (Fisher, 1993), at home (Martin, Sadlo, & Stew, 

2006) and in school (Belton & Priyadharshini, 2007; Larson & Richards, 1991). It 

seems reasonable to assume that people have an intuitive understanding of what 

boredom is. However, the issue becomes more complex when it comes to definition. 

For the purpose of having a comprehensive knowing about boredom, the review in 

this chapter will include the discussion of boredom from both psychological and 

sociocultural perspectives and the issues of learning boredom in SLA field, followed 

by a discussion of research purposes and questions.  

 

2.1 Psychological Theory 

     Boredom in psychological explanation is often considered as an unpleasant 

affective state (Mikulas & Vodanovich, 1993) “in which the individual feels a 

pervasive lack of interest in and difficulty concentrating on the current activity” 

(Fisher, 1993, p. 396). On the other hand, there are also a great number of studies 

discussing boredom proneness as a trait associated with personality disorder and 

behavioral aberration (Gordon, Wilkinson, McGown, & Jovanska, 1997; Vodanovich, 

2003; Vodanovich & Rupp, 1999). Both the two sects of psychological viewpoint will 
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be respectively specified below.  

 Traditional theories viewing boredom as a sate often related boredom to the 

external stimulations from the performed tasks. Researchers had found that people felt 

bored because of the inadequately stimulating situation provoked by an event or 

activity. For instance, Shaw (1996) described boredom as “a state of understimulation, 

underarousal, lack of momentum, or a lack of psychological involvement associated 

with dissatisfaction in the task situation” (p. 275). The Flow Theory 

(Csikszentmihalyi, 1975, 1994) also aligned with this sect, stating that boredom was 

engendered when an actor with high skills received a low-challenging task. From this 

viewpoint, boredom is caused by “a state of relatively low arousal and dissatisfaction” 

(Mikulas & Vodanovich, 1993, p. 3). As opposed to this “understimulation model,” 

some other scholars proposed that boredom was a state of high arousal (Barbalet, 

1999). As suggested by Barbalet (1999), boredom is not a feeling of acceptance of or 

resignation toward a state of indifference; instead, it consisted of “the elements of 

active discomfort” (p.634). In this case, boredom occurs when one struggles to 

maintain attention while it has been lost. Boredom, as explained in this model, is 

caused by overarousal of the mental state, stemming from “the frustration and 

experienced effortfulness of the situation” (Larson & Richards, 1991, p.420). 

The above discusses boredom as a state; however, some scholars also describe 

boredom proneness as a trait. They consider people’s self-perception as a significant 

index (Bailey, Thackery, Pearl, & Parish, 1976; Robinson, 1975), and thus designed 

some self-report scales such as the Boredom Proneness Scale (Farmer & Sundberg, 

1984) for participants to do self-evaluation. The results showed that individuals who 

scored higher on the questionnaire got bored more easily with less differentiated and 

more effortful tasks, compared with those felt nonbored. In this sense, boredom 

proneness is closely related to some undesirable personality traits. The symptoms of 
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boredom proneness have also been identified, including the feeling of depression 

(Ahmed, 1990), hostility and aggression (Sommers & Vodanovich, 2000) and some 

disordered behaviors such as drug abuse, drunk drinking or even criminality (Iso-

Ahola & Crowley, 1991).  

  No matter boredom has been established as a state or a trait, if as what 

psychological theory claims that emotions are considered as bodily responses to 

external stimulus (Damrad-Frye and Laird, 1989), then it could be observed based on 

some physical actions such as yawns, fidgeting or empty gaze (Martin, Sadlo, and 

Stew, 2006). Moreover, some more ambiguous physical signs such as day dreaming, 

turning attention to other tasks or doodling might also imply the occurrence of 

boredom (Conrad, 1997). These bodily signs are considered by psychologists as the 

messages signifying boredom to the current activity that one is eager to stop. 

To sum up, physiological theory views boredom as a state or a trait that could 

be attributed to under- or over- internal arousal. In addition, boredom could be 

observed through physical actions and associated with a wide range of dysfunctional 

behaviors. Boredom from physiological perspective can be generally defined as a 

deleterious emotion brought about by the interaction between one’s personality trait 

and the task situation (Larson & Richards, 1991).  

 

2.2 Social Constructional School of Thought 

     Different from the psychological theory of emotion, social constructionists 

consider emotions as “culturally defined dramatic scenarios” and “forms of 

commutation” (Larson & Richards, 1991, p.421). From this standpoint, the term 

“boredom” somehow connotes some underlying socially assigned meanings. For 

example, Conrad (1997) argues that boredom in its simplest form can be used to 

describe a certain feeling of disinterest or a situation of monotony, indicating some 
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undesirable sensations or events that are coming up. Besides, Conrad (1997) also 

suggests that boredom is an appellation commonly used by young people to show 

disapproval. In addition, boredom could be used to show one’s motive (Brissett & 

Snow, 1993). For instance, a student might skip a class because “The class is so 

boring!” Conrad (1997) concluded that boredom represents certain meanings given by 

the society or culture and is usually negative. This socially constructed boredom could 

be examined from various perspectives, which will be specified below. What should 

be noted is that all the viewpoints should be considered as implicative dimensions 

influencing one another.  

     One of the standpoints to explore social construction of boredom is from the 

aspect of individual factors. This perspective concerns about how one interprets 

boredom through their self-perception including experience, belief and ideology. For 

instance, Barbalet (1999) indicates that the subject’s experiencing of boredom might 

be attributed to the lack of meaningfulness in some aspects of their experience of 

circumstances. Conrad (1997) also observes that one interesting thing to someone 

may be a bore to another. Boredom is not inherent in any person or activity, but in 

their interpretation of experience. That is why Gaylin (1979) claims that boredom is 

“in response to the value of survival and the meaning of life” (p. 637). Sometimes the 

discussion of individual differences would be extended to include groups sharing 

similar ideologies. For example, it has been proposed that the expression of boredom 

among adolescents is one typical way to show their resistance to the adult (Caldwell 

& Smith, 1995) for the high level of parental monitoring (Caldwell & Darling, 1999). 

Based on the discussion from the perspective of individual differences, “simply 

depicting something as boring doesn't say very much” (Conrad, 1997, p. 469). What is 

more important is “one’s evaluation of it might be” (Conrad, 1997, p. 469).  

      Besides the factor of individual worldviews, sociocultural conditions as causes 
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of boredom are also the concern of many scholars. A great number of works relate the 

emergence of boredom with the foundation of the modern world. For example, Klapp 

(1986) claims that people living in the modern society commonly experience the 

culturally symptomatic boredom since redundancy and noise have already replaced 

resonance and variety in the modern world. Due to industrialization, people are forced 

to face monotonous routine of schedules. The change of the live pace and the inability 

to get rid of the mechanical daily work thus result in a certain 

“hyperboredom“ defined as “the ego’s awareness of its helplessness in regard to its 

aspirations” (Healy, 1984, cited in Belton & Priyadharshini, 2007, p. 584). In this 

explanation, it is the feeling of sameness to the modern society induces boredom.  

In addition to the attribution to the modernity, some researchers probe socially 

constructed boredom from the aspects of morality because emotion, according to 

Parrott and Harré’(1996), “displays as having both semantic content and illocutionary 

force as the performance of social acts” (p. 39). As social and culture beings, people 

may care about whether we have done is improper in the context (Goffman, 1967). 

Since as suggested that boredom has long been considered as a deleterious emotion 

type, it is often connected with moral issues such as crime, (Ferrell, 2004), gambling 

(Simmel, 1971) and the use of drug and alcohol (Patterson & Pegg, 1999). Owing to 

its negative impact, Spacks (1995) even pointed out that “given the residuum of moral 

opprobrium some circles attach to being bored, many people vigorously deny 

boredom in themselves while seeing it in others” (p. xi).  

What is more, boredom could also be connected with the experience of power 

and disempowerment (Kemper 1978), which is referred by other scholars as forced-

effort model of boredom (Larson & Richards, 1991; O’ Hanlon, 1981). Forced-effort 

model of boredom can be explained as a situation in which “individuals are forced to 

expand cognitive energy and effort on tasks construed as homogeneous” (Caldwell, 
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Darling, Payne & Dowdy, 1999, p. 105). This coercive compulsion might come from 

more powerful parties, so that the task takers have no choice but to do the job. To 

summarize, this perspective takes into consideration not only the subjects’ perception 

but also the social and cultural conditions in which they interact with. 

      Based on the review, what could be recognized is that boredom is a complex 

social emotion existing widespread in human life; however, as indicated by Belton 

and Priyadharshini (2007) that “it takes a number of forms and can arise out of a wide 

range of factors” (p. 586). To put it briefly, socialists relating the emotion of boredom 

to social meaning often put emphasis on the individual’s interpretation of being 

boring or bored, in relation to the social others, events happened, and contexts 

involved (Lynch, 1991).  

 

2.3 Boredom in L2 learning and teaching 

Dörnyei (2001) has pointed out the necessity of paying attention to the issue 

of learning boredom since boring language classes might hinder not only class but 

also lifelong learning. Unfortunately, L2 learning boredom has not received enough 

attention as it deserves to. Some researchers such as Bown and White (2010) have 

been proposing that a wider range of emotions should be incorporated for further 

exploration in the field of SLA; and boredom is one on the list. However, due to the 

tardy development and limited literature, uncovering the veil of learning boredom in a 

language classroom thus becomes a thorny task. Unlike other emotions such as 

motivation or anxiety, boredom is never the main issue concerned by researchers 

digging into L2 affective influence. Instead, it is often considered merely as an 

alternative to demotivation (Chambers, 1993) or the feeling of lack of interest (Zhu & 

Zhou, 2012). Through the lens of the existing emotion theories, the following review 

will firstly display the discussion of boredom in L2 learning and teaching. Afterwards 
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the inadequate or neglected will be indicated. 

A pile of works take the psychological standpoint and explain boredom as a 

response to an external stimulus or a given task. For instance, Weaver (1996) and 

other researchers pointed out that language learners often experience boredom in the 

class since English learning to them is nothing but learning grammar. As Weaver 

(1996) noted, the process of learning grammar is dreary to students in that they deal 

with simply seatwork such as quizzes or worksheets with “a paucity of activities 

requiring problem solving, the achievement of group goals, students’ planning and 

executing a project, and the like” (p. 213). Besides, the interrelationship between 

individual’s language ability and task difficulty is also one of the perspectives to the 

discussion of boredom. Take Chapelle and Jamieson’s (1988) study as example, they 

designed a questionnaire for students to evaluate their attitudes toward the English 

learning; the results indicated that students with high language skills often got bored 

with tasks that lacked the sense of challenge in a computer-assisted language learning 

context. Their research seemed to echo the fundamental concept of the Flow Theory 

raised by Csikszentmihalyi, (1975, 1994). Another research exploring successful and 

unsuccessful learners’ perceptions of college English courses showed that the feeling 

of boredom commonly existed among the unsuccessful learners (Gan, Humpherys, & 

Hamp-Lyons, 2004). Through studying the participants’ interviews and diaries, they 

concluded that in general students with lower language ability attributed their 

experience of boredom to the teachers’ teaching styles and their perception of low 

abilities such as not being able to memorize the words. Different from Gan, 

Humpherys, and Hamp-Lyons’ (2004) study in selecting the participants, Chamber 

(1998) in his research recruited 13-15-year-olds and investigated their self-perception 

of learning a foreign language. The results indicated that the teens felt bored with the 

materials because “the pictures are from 60s” (p.243). Based on the review above, it 
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could be stated that learning boredom in second language learning is often regarded as 

an emotional state to described learners’ feeling toward specific learning events or 

tasks, such as grammar study and practice, task types and task difficulty, teachers’ 

teaching styles as well as teaching materials. 

Although receiving little response from other researchers, boredom in language 

learning has been reported as a trait as well, especially existed among students turning 

from primary to junior high school (Huang, 2010). Huang (2010) pointed out that 

more than half of the students in Grade Seven had already gradually lost their interest 

in learning English. Through conducting a questionnaire, Zhu and Zhou’s (2012) 

study investigating the affective factors in junior high school students resonated 

Huang’s (2010) observation, arguing that boredom was one of the three negative 

affects junior high school students suffered in English learning classes. In their study, 

boredom was equated with low interest; and they attributed students’ proneness of 

feeling bored to the background knowledge they have already had in primary school.  

 

2.4 Gap Identification 

Based on the brief review of the previous literature about the feeling of 

boredom, our understanding of L2 learning boredom seems to be limited and 

incomplete owing to the following reasons. First and foremost, the definition of 

boredom is not clear and requires to be clarified. Although the issue of L2 learning 

boredom has been noticed in recent years, the consensus on boredom has not been 

achieved (Martin, Sadlo & Stew, 2006); besides, the review on L2 leaning literature 

above provides no definition for boredom. What is more, the existing literature has a 

tendency to see boredom as an equivalent to the absence of motivation, interest or 

positive emotions. However, this biased standpoint has been attacked by researchers 

(Berlyne, 1960; Goetz & Frenzel, 2006) who have suggested that these two affective 
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situations are not identical with each other. So far we could conclude that boredom 

has been discussed as a state or a trait in the area of L2 learning and teaching. 

Nevertheless, this partial interpretation of learning boredom ignores the fact that the 

classroom is indeed a curious social setting (Jackson, 1968; Weinstein, 1991) in which 

students are expected to interact with the teachers, other students and the given 

activities. Therefore, in this study we are in line with sociologists and will adopt 

Brissett and Snow’s (1993) definition that “boredom is an interactive phenomenon 

which can only be understood in an experiential and communicative context” (p. 585). 

From this interactive perspective, boredom is thoroughly understood since it becomes 

“a powerful definition of the situation as well as an indictment of the people 

concerned” (Belton & Priyadharshini, 2007, p. 586). In other words, how language 

learning boredom is to be defined in this study will depend on how the learners 

construct the meaning of boredom through self-interpretation of their emotional social 

interaction in the classroom. 

Besides the definition, the approaches to investigate learners’ affective 

experience have also become a concern to some researchers. According to the review, 

most researchers relied on self-reflective appraisal methods such as filling up a 

questionnaire or recalling past experience during an interview to measure students’ 

feeling of boredom. This way of data collection might make the researchers neglect 

some significant aspects of the learners’ “real-time emotional experiences” (Imai, 

2010, p, 280). Imai (2010) questioned the reliability of explaining emotions through 

“colored past memories” (p. 280) and emphasized the importance of observing 

learners’ on-the-spot emotional experiences in naturalistic settings. Therefore, in this 

study, we will take into consideration not only the learners’ individual experience but 

also their immediate interaction with the social events or others since learning 

boredom should be studied under the communicative context (Brissett and Snow, 
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1993).  

     Regarding the objects, it seems that boredom is a term most often connected 

with students who have trouble with their learning. For example, many of the studies 

investigated the 13-15-year-olds’ experience of learning boredom (Chamber, 1998; 

Zhu and Zhou, 2012) since adolescents at this critical age of puberty are becoming 

less and less interested in English (Huang, 2010). By now we have already known that 

factors such as teachers’ teaching styles, materials as well as activities would result in 

L2 learning boredom. However, the process leading to boredom remains ambiguous. 

Furthermore, boredom seems to be a unique characteristic commonly exists among 

unsuccessful language learners (Gan, Humpherys, & Hamp-Lyons, 2004) but never 

reported by successful language learners. This result, however, is in conflict with the 

basic conception of the Flow Theory (Csikszentmihalyi, 1975, 1994) which argues 

that learners with higher ability tend to get bored more easily with low challenge tasks 

(Chapelle & Jamieson, 1988). Under this circumstance in which researchers all talk a 

different language, not only do we know little about the process leading to boredom 

but also the influence boredom makes to their L2 learning. These conflicting points 

show that boredom is a complex phenomenon that could not be easily understood 

through a linear way of conceptualization.  

 

2.5 Purpose and Research Questions 

The above review and discussion show that our understanding of L2 learning 

boredom is so far limited and confusing. If as Dörnyei (2001) warned that the affect 

of L2 learning boredom could really kill students’ motivation in classroom or even 

lifelong learning, then a deeper and more comprehensive knowing about L2 learning 

boredom definitely allows no more delay. Therefore, through conducting a qualitative 

case study, this research aims to explore how boredom is constructed through learners’ 
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self-interpretation of their social participation and interaction with others in an L2 

classroom setting. In addition, we are interested in how the meaning of boredom is 

different or similar to both successful and unsuccessful learners. With curiosity, we 

design two research questions to guide our investigation. 

1. How do L2 learners define “learning boredom”? Are there any similarities or 

differences between successful and unsuccessful students? In what ways? Why? 

2. What types of social interaction bring about the successful and unsuccessful L2 

learners’ feelings of boredom? How does the feeling of boredom dynamically 

change within a class?  
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CHAPTER THREE 

METHODOLOGY 

 

3.0 Introduction 

     In this chapter, the research design of a qualitative multiple-case study used to 

frame the discussion will be introduced first. After that, the information of the context 

for conducting the study and the participants recruited for the research will be 

presented. Then, the methods adopted to collect the data, the procedure of 

implementing them, as well as the ways employed to analyze the data will be 

displayed, followed by the descriptions of the ethical consideration and the 

trustworthiness of the research. 

 

3.1 Research Design  

     The study aimed to reveal L2 learning boredom by interpreting the voices from 

both successful and unsuccessful junior high school learners, a qualitative case study 

was considered to be the more appropriate method for this research inasmuch as the 

researcher’s interest is “in process rather than outcomes, in context rather than a 

specific variable, in discovery rather than confirmation” (Merriam, 1998, p. 19). A 

case study, according to Creswell (1998), is “an exploration of a ‘bounded system’ of 

a case or multiple cases over time through details, in depth data collection involving 

sources of information rich in context (p. 61).” In this present study, we studied the 

“bounded system” of how two successful and two unsuccessful junior high school 

students, representing two contrastive cases, constructed the meaning of L2 learning 
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boredom by taking into consideration their self-belief about learning, interaction with 

the social others as well as their manipulation and participation in class activities. 

More specifically, a multiple-case study was employed to conduct the research, for 

the purpose of deriving a more direct comparison between the similarities and 

differences of the event in different contexts (Silverman, 2000) and investigating 

distinct cases to gain insights into a central phenomenon (Creswell, 2002; Yin, 2003).  

 

3.2 Context and Participants  

This study was conducted in a junior high school located in northern Taiwan. 

The reason of choosing this school laid in the fact that it was a regular junior high 

school at a medium level of reputation, which could be more representative. All 

students in this junior high school are required to take four regular and one 

supplementary English classes per week. According to the school policy, the purpose 

of adding one supplementary class is to provide students with more extra-curriculum 

English knowledge. After obtaining the permission from a teacher teaching in this 

school, one of her seventh-grade class was selected as the target field for 

investigation. According to the instructional program found on the campus website, 

the teacher teaching the selected class intended to help improve students’ vocabulary, 

develop their grammatical concepts and enhance the abilities of the four language 

skills. Additionally, the teacher put some of the class focus on cultivating the 

learners’ values of pluralism and the appreciation of diverse cultures. The teaching 

methods mainly used by the teacher included lectures and questions and answers, 

supplemented by English songs and videos. Instead of forcing students to recite the 

rules mechanically, the teacher claimed that she tried to enhance learner interest by 

guiding the students to learn through considering the connection between the cultural 

thought pattern and the language used by the people. Furthermore, by giving extra 
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points, students were encouraged to raise hands and answer the teacher’s questions in 

class. Students’ learning result was evaluated based on the average of the three-time 

sectional tests and the regular grades. The teaching objectives and ways of evaluation 

pointed to the criteria for selecting the appropriate participants, which will be 

specified in the following paragraph. 

      Purposeful sampling strategy was used to find the participants. The reason 

why seventh graders were selected as the research subjects was that they were labeled 

by Huang (2010) as a group that had gradually lost interest in English, which was 

worth investigating. Four junior high school students were selected through the 

recommendation from one of the English teachers teaching in this school. The 

following criteria were given to the teacher for helping find the suitable participants. 

First of all, English proficiency was the main factor influencing the selection. Based 

on the performance on examinations and the teacher’s perception (Abraham & Vann, 

1987; Green& Oxford, 1995; Wen & Johnson, 1997), the teacher was asked to 

recommend students who could be classified into either successful or unsuccessful L2 

learners according to the conditions as follow: (a) for successful students, the average 

scores of their sectional exams should be in the top 20% of the class; for unsuccessful 

learners, the average scores should be in the bottom 40% of the class. (b) for 

successful learners, their general English competence in the four skills should be 

ranked as the top 10% of the class by the teacher; for unsuccessful learners, their 

general English competence should be ranked as the bottom 10% of the class. 

Secondly, the students recommended were hoped to be willing and cooperative to 

participate in this prolonged study. In addition, they were expected to be articulate 

enough and willing to share in their mother tongue so that some deeper perspectives 

could be obtained. After completing the negotiation with the teacher, getting the 

willingness from the students, and obtaining the admission from their parents, four 
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seven-grade students, including two successful and two unsuccessful learners, were 

recruited as our participants. Pseudonymous names were given to the four students in 

order to protect their privacies. Table 1 presents the background information about the 

four participants.  

 

Table 1. Demographic Information of the Participants  

Pseudonym Gender Length of Time 

Learning English 

Successful or 

Unsuccessful Learner 

Jim Male 7~8 years Successful 

Jessica Female 8~9 years Successful 

Wayne Male 4~5 years  Unsuccessful 

Rita Female  6~7years Unsuccessful 

Note. Whether students are labeled as successful or unsuccessful learners depends on 

the average of their performance on exams and regular grades, coupled with the 

teacher’s perception. 

 

3.3 Data Collection and Procedure 

A qualitative case study should demonstrate “a rich, thick description of the 

phenomenon under study” (Merriam, 1998, p. 29) in order to present in-depth 

insights, discovery and interpretation of the entity being investigated. Therefore, for 

the purpose of exploring the true meaning of boredom perceived by successful and 

unsuccessful junior high school students, the data of interviews and classroom 

observations were collected to elicit “thick description” from the participants; and 

ways to collect each of the data types will be specified below. 

 

3.3.1 Interviews 

Conducting interviews is definitely the most effective technique to obtain the 
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answer we intended to research because it allows us “to enter into the other person’s 

perspective” (Patton, 1990, p.196). With considerations of the affective concern and 

the language barrier which might hinder the participants’ full expressions, all the 

interviews were progressed in Chinese, their native language. In addition, every 

interview was tape-recorded after receiving the permission from the participants. 

Depending on different purposes, different types of interviews were conducted. 

 

3.3.1.1 Semi-Structured Interviews 

First of all, semi-structured interviews were employed to probe into the 

participants’ background information and boring learning experiences. In total, the 

researcher designed two semi-structured interview protocols and conducted four to six 

forty-five minute semi-structured interviews with each of the participants; two of the 

interviews covering the first protocol were done before their second sectional exam 

and the other two covering the second protocol were done after it. 

Carspecken’s (1996) guideline was used as the base to design the interview 

questions. The before- and after-exam interviews were conducted for different 

purposes. In the before-exam interviews, the focus had been put on the general L2 

learning background of the participants in order to develop rapport with them, while 

at the same time having basic understandings of their perceptions of English learning. 

The following two areas were covered in the first protocol (Appendix A): (a) the 

participants’ beliefs and their general feelings towards learning English or English 

classes and (b) their past and current experiences of socially constructed boredom in 

classroom English learning. On the other hand, the other two after-exam interviews 

particularly focused on the social construction of L2 learning boredom in the 

classroom context. Two domains were discussed (Appendix B), including (a) their 

boring experiences in current English classes and possible explanations and (b) the 
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class interaction and its influence on the construction of L2 learning boredom. The 

purposes of the interviews were to understand their English learning experiences and 

beliefs as a whole, interpret the possible definitions of socially constructed boredom 

from their perspectives, and infer the possible types of interaction constructing L2 

learning boredom in the classroom.  

 

3.3.1.2 Stimulated Recall Interviews 

Besides semi-structured interviews, stimulated recall interviews were adopted 

to supplement observation data. This method is recognized as a means to explore L2 

learning processes that might not be observable (Cohen, 1987). Since the class 

observation was conducted based on the unit of a whole lesson, the stimulated recall 

interviews were also implemented in the same way. All in all, two whole lessons were 

observed. Besides, the classes in which the teacher prepared and reviewed the exam 

for the students before and after the midterm were also included for discussion. Thus, 

two rounds of the stimulated recall interviews were conducted respectively before and 

after the second sectional examination. Each observation took 1~2 times to finish; so 

during the one-and-a-half month data collection period 12 classes were observed but 

21 times of stimulated-recall interviews were conducted in total. 

After each class observation, we took advantage of the participants’ lunch 

break or after-school time to have the interviews done; and each interview lasted for 

about forty-five to fifty minutes. When doing each interview, we firstly asked the 

participants to talk about their perception and the boring experiences of the observed 

class in general. And then the participants were invited to watch the video which had 

recorded their in-class learning situations and asked to recall and clarify their mental 

processes through some guiding questions. As mentioned that basically each 

observation took 1~2 times of a forty-five minute interview to complete; 
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unfortunately, in order to obtain the better quality of interview while their memories 

were still fresh, the available time still did not allow a thorough review of the video 

from start to finish. Therefore, mostly the discussion was proceeded based on the 

transition of class activity. For example, for each stimulated recall interview, usually 

the researcher played the video and asked the participants to retrospect what had 

happened during that period in the specific class. If the participants could clearly 

describe the scenes and events occurred, the researcher would jump to the discussion 

of their perception and feelings; and after that the section of the next activity would be 

played and discussed. If the participants were not able to recall their memories, the 

video would be further played in order to help their retrospection. In addition, due to 

the fact that one of the main purposes of this research was to understand socially-

constructed L2 learning boredom, we interviewed the four participants altogether as a 

group since we believed that the meaning of boredom could be shaped or reshaped 

through the communication and negotiation among the students.  

The interview questions (Appendix C) were designed based on Gass and 

Mackey’s (2000) suggestions in that events, structures and processes are incorporated 

for discussion in order to understand the participants’ mental activities during the 

class time, which was also the aim of this study in that we would like to investigate 

the “real-time emotional experiences” (Imai, 2010, p, 280) of L2 learning boredom 

from the junior high school students’ perspectives. It was hoped that the participants’ 

dynamic emotions while taking an English class could be noted and portrayed through 

the interviews. 

 

3.3.1.3 Focus-group Interview 

The third type of interview was focus-group interviews. A focus-group 

interview is a technique to interview a group of participants who are selected as a 
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purposeful sampling of a specific population (Lederman, 1990). Although in this 

study we recruited pairs instead of groups as the target subjects, the rationale for 

conducting focus-group interviews was the same, that is, the multiple interactions 

among the interviewees and between the group members and the interviewer lead to 

the synergy inherent in small groups (Hesse-Biber & Leavy, 2011).  

Two approximately fifty-minute focus-group interviews were conducted with 

all the participants as a whole group after all the semi-structured interviews and 

observations were done. When discussing an issue, each participant took turn to 

answer the posed questions. After the speaker’s talking, other participants were 

allowed to politely give their feedback and opinions or raise questions to elicit further 

discussion. The moderator basically did not interrupt during their discussion but only 

directed it when the focus went wrong or when any of the participants was too quiet. 

Besides, follow-up questions were posed by the moderator in order to make 

clarification. After an issue was discussed, the moderator would draw a small 

conclusion to summarize and double check with the students about whether the 

researcher’s interpretations were right or not.  

In terms of the questions to pose (Appendix D), the researcher followed the 

principles suggested by Krueger and Casey (2000) and designed questions that could 

get participants involved. The major goal of employing focus-group interviews was to 

let the participants co-construct the essence of boredom and the meaning of L2 

learning boredom through the discussion and interaction with one another. What is 

important was that the focus-group interviews were not conducted for pushing for 

agreement or consensus; instead, we aimed to understand the valuable insights of L2 

learning boredom from the individuals’ unique perceptions or experiences (Krueger & 

Casey, 2000) through listening to this homogeneous group of participants.  
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3.3.2 Classroom Observation 

In addition to interviews, classroom observation was also employed as one 

means to collect the data for the purpose of understanding how boredom was co-

constructed in a classroom setting. Non-participant observation (Long, 1980) was 

conducted to avoid interruption. In addition, in order to minimize biases, the 

researcher took Lincoln and Cuba’s (1985) suggestion of using a flexible observation 

schedule. The researcher in all observed 12 English classes during the one-and-a-half 

month data collection period, including 10 classes covering two whole lessons taught 

respectively before and after the second sectional exam and two classes preparing and 

reviewing the exam for the students.x 

All the four participants were observed simultaneously in every class; and the 

observing time for each participant was equally distributed. In order to help the 

participants recall their experiences and mental processes, each class was video-taped 

and selectively played afterwards when conducting the stimulated-recall interviews. 

While observing the class, the researcher took down field notes in order to supplement 

the aspects that might not be captured by the recording device. What was more, 

“observer comments” (Merriam, 1998, p. 98) were included in the field notes as the 

reflection of the researcher’s observation. 

Regarding the focal spots of the observation, in particular we focused on the 

three aspects: (a) the participants’ reaction and participation to the instructional 

practices and events; (b) the participants’ interaction with and responses to the 

teacher; and (c) the participants’ interaction and cooperation with their peers in class 

or group activities. Through classroom observation, the researcher aimed to find out 

how the “real-time emotional experiences” (Imai, 2010, p, 280) of L2 learning 

boredom was socially-constructed in such an interactive teaching and learning 

context.  
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3.3.3 Procedure for Data Collection 

The methods and procedure for data collection is visualized in Table 2. Since 

as noted by Merriam (1998) that data collection and analysis should be processed 

simultaneously in qualitative research, the researcher kept reviewing the literature, 

reading the data, and modifying the track of the research during the process of data 

collection. 
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Table 2. Procedures for Data Collection 

Time Method Purpose 

Apr. 21~30, 

2014 

● Conducted the first round of 

classroom observation 

● Conducted the first round of 

stimulated-recall interviews  

●   Understood their “real-time” boring 

 experiences of classroom learning 

●   Understood the dynamics of 

 students’ learning emotion in the 

 English class. 

May 6~9, 

2014 

● Conducted the first round of 

semi-structured interviews  

●    Understood their past and current 

 English learning experience  

●   Understood their beliefs about 

 English and English learning  

●   Interpreted socially-constructed 

 boredom from their perspectives 

May 13~14, 2014 Mid-term Exam 

May 20~31, 

2014 

● Conducted the second round 

of classroom observation 

● Conducted the second round 

of stimulated-recall 

interview 

 Observed and Understood their 

“real-time” boring experiences of 

classroom English learning 

 Observed and understood the 

dynamics of students’ learning 

emotion in the English class. 

Jun. 4~10, 

2014 

 Conducted the second 

round of semi-structured 

interviews 

 Understood past and current boring 

L2 learning experiences  

 Understood the possible influences 

past learning experiences made on 

the construction of current L2 

learning boredom  

 Understood how and what types of 

interaction occurred in the L2 

classroom co-constructed students 

feeling boredom 

Jun. 16~17, 

2014 

 Conducted the focused-

group interview 

 Understood the essence of boredom 

to the students through group 

discussion and interaction 

 Understood L2 learning boredom 

through listening to the conversation 

among the homogeneous group of 

participants.  
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3.4 Data Analysis 

All the collected data were analyzed based on Glaser and Strauss’ (1967) 

constant comparative method, aiming at discovering the patterns and developing a 

theory that are “grounded in the data” (Boeije, 2002).  

Several phases were gone through to generate the analysis results. The first 

phase was the emergence of preliminary analysis. Three ways helped piece together 

the initial picture of the findings. Firstly, the researcher started analyzing the data 

during the period of time having interviews with the participants since she needed to 

extract the useful information relevant to the research questions; in addition to it, the 

statements from the participants should be interpreted correctly through double check 

with them. Secondly, following the suggestion from Lincoln and Cuba (1985), the 

researcher took advantage of the field notes done for the interviews and observation 

and organized some embryo ideas by reading them repeatedly. Last but not least, since 

the conversation of the interviews were transcribed and read holistically by the 

researcher for several times in order to understand the narratives within context, some 

patterns emerged through pondering over the participants’ perspectives during the 

transcribing process. While reading the transcription of each stimulated-recall 

interview, the corresponding class video-taped was watched for the purpose of double 

confirmed the participants’ behaviors and their interpretations.  

Since this study aimed at comparing two contractive cases, the major task for 

the second phase of analysis was creating a completed scheme for each case. The 

establishment of the two sound coding schemes was done through the following two 

steps: (a) doing comparison within an individual participant and (b) conducting 

within-case comparison. The researcher coded the data in the following procedure: 

First of all, through explaining or inferring each participant’s ideas by reading line-by-

line of the transcriptions, the initial codes were given and compared within each 
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individual. After the analytical databases had been constructed with each participant, 

the codes were compared with one another within the same case. Axial coding was 

then used for making connections between categories or subcategories. Finally, when 

the sub-themes emerged through employing selective coding strategy, within-case 

study was accomplished. During the whole processes of doing the coding, the codes 

were frequently reexamined and adjusted when the researcher found the 

profundity and the analytical precision could be improved.  

Once the within-case analysis has been done, the final phase for analyzing the 

data was developing the cross-case analysis by creating word tables that displayed the 

data from the individual cases based on some uniform framework, as suggested by 

Yin (2009). Through cross-case analysis, the researcher tried to “build a general 

explanation that fits each of the individual cases, even though the cases will vary in 

their details” (Merriam, 1998, p. 195). In other words, the similar and different 

patterns of thinking between the two classified participants were constructed and 

displayed in the word table; themes were thus figured out.  

 During the process of analyzing the data, the researcher kept reading, 

comparing, constructing, and reconstructing the data and tracking the developments of 

and between the themes. Through the process of constant comparing one unit of 

information with the next, it was believed that the “recurring regularities” (Merriam, 

1998, p. 180) had helped the generation of important themes which could be 

justifiable to answer the research questions. 

 

3.5 Trustworthiness 

In order to persuade the audience that the study presents true value, applicability, 

consistency and neutrality (Lincoln and Cuba, 1985), the following strategies were 

used to enhance the trustworthiness of this research. Firstly, multiple sources of data 
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were collected for the purpose of triangulation; this strategy helped construct 

“plausible explanations about the phenomena being studied” (Mathison, 1988, p.17). 

Secondly, a prolonged study of almost two-month observation and investigation was 

conducted for validation. In addition, a pre-service teacher who had been also 

dedicating herself to L2 education and qualitative research was invited as the peer 

debriefer for this study. Furthermore, the researcher constantly conducted member 

checks with the participants during the data collection period to make sure that the 

results were plausible to them. Most important of all, the study provided the reader 

with a rich and thick description in order to show that the author’s conclusion “made 

sense” (Firestone, 1997, p. 19).  

 

3.6 Ethical Consideration 

     As Stake (1994) stated, “qualitative researchers are guests in the private spaces 

of the world. Their manner should be good and their codes of ethics strict “(p.244). 

Since the subjects we intend to research were under age, the researcher designed 

Chinese consent forms for the student participants, their parents, and the school and 

teachers to sign. The example of the consent form could be found in Appendix E. 
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CHAPTER FOUR 

FINDINGS 

4.0 Introduction 

     The purpose of Chapter Four is to reveal the mystery of L2 learning boredom  

by presenting the results of data analysis. Therefore, how successful and unsuccessful  

junior high school students defined L2 learning boredom and what types of social  

interaction brought about the dynamic constructions of L2 learning boredom will be  

reported in the following. 

 

4.1 Definitions of L2 Learning Boredom 

     Although boredom has been defined diversely by different schools of thought, 

so far there is no common agreement for the definition of it. Due to the tardy 

development of the literature, researchers in the field of SLA found no proper 

definition to depict the feeling of boredom that students encounter in class. Viewing 

boredom from the socio-constructional perspective, in this section the definitions 

provided by both the successful and the unsuccessful junior high school students will 

be discussed. Firstly the similar definition agreed by the two classified students will 

be reported, followed by the different ones. 

 

4.1.1 Similar Definition of L2 Learning Boredom: The Feeling of Meaninglessness in 

Learning English 

     Based on the results of analysis, junior high school students went through some 

similar boring experiences in learning English. Therefore, in as much the same way 

they defined L2 learning boredom as “the feeling of meaninglessness in learning 
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English.” Looking up the meaning in Webster’s Dictionary, the term “meaningless” 

refers to “having no real importance or value” (meaningless, 2015). This definition 

clearly described the junior high school students’ attitude towards L2 learning 

boredom in that “boring” was an adjective often used by them to show their disvalue 

of English learning. Three sources that constituted their feeling of meaninglessness in 

learning English will be specified in sequence below, including the disgust at the 

values of the L2 imposed by the more powerful parties, the helplessness of not being 

able to get away from the L2 learning circle, and the personal dislikes of learning the 

L2.  

 

4.1.1.1 Boredom as an Emotion Used to Express Resistance or Surrender to the 

Values of the L2 Imposed by the More Powerful Parties 

     Students are often involved in diverse power relations. However, the restriction 

caused by the power surrounded them may easily arouse their desire to fight back, and 

it is especially true for students at pubertal age. Based on the analysis results, the first 

source making students defined L2 learning boredom as the feeling of 

meaninglessness in learning English was their disgust at the values of English 

imposed by the more powerful parties. To be more specific, to show their resentment 

at the power that pressured them to learn English, the students often used boredom to 

express their resistance or surrender to the powerful parties’ values of English that 

were in conflict with theirs. The conflicts of values were generated from three types of 

power relation: power relations with the adults, the educational system, and the 

society. 

 

4.1.1.1.1 Adults as the More Powerful Party 

     “Adults always like to preach at us. They always think that they are like some 
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kind of prophet that can foresee our future and force us to meet their expectations. 

And it makes me bored” (IN1-Jim-P5). Just like what Jim complained, the first type 

of power junior high school students underwent was the pressure from the adults, 

including their teachers and parents. Statements including “For your own sake, you’d 

better study English harder” and “You’ll get punishment if you don’t get a better score 

on English next time” were mimicked by the participants when they were invited to 

talk about their parents’ or teachers’ attitudes 

towards their learning of English. The conflicts generated from the power 

relationships with adults could be further classified into two categories: (a) resistance 

to the expectation from parents or teachers and (b) surrender to the pressure from 

parents or teachers.  

      The first category of value conflict was the students’ resistance to parents’ and 

teachers’ expectations. In terms of teachers’ expectations, what made the students feel 

unbearable the most was the teachers’ preaching at the importance of learning 

English. Jessica , for instance, felt bored with her teachers’ lectures of urging them to 

put much more effort on learning English. As she noted:  

 

    Not only our English teacher but also teachers teaching other subjects keep 

emphasizing the importance of learning English. They say that English will 

definitely be a useful tool when we step out of school and start developing our 

career, so we’d better study English harder. “There you go again!” I thought. It’s 

boring to hear them say that. (IN1-Jessica-P9) 

 

For the students, the teachers’ expectations were like long and tedious sermons that 

they were not interested in listening at all. Their lectures made them lose patience and 

feel bored with the learning of English even more. In addition to the complaints about 
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the teacher’s preaching, Jessica further took issue with the teachers on the lectures, as 

she further expressed, “Those are simply their [the teachers’] expectations, but not 

exactly what we want. If we can develop other skills or specialties, probably we can 

get some great jobs even though we’re not good at English” (IN1-Jessica-P10). For 

Jessica, the idea of connecting good English proficiency with better job opportunities 

was the teachers’ one-sided account, which was in conflict with her own value. In this 

case, the students felt bored because they were not willing to take the teachers at their 

words and meet the teachers’ expectations of “studying English harder.”  

     Similar situation happened with the case of the parents. However, different 

from the teachers’ expectations, parents often expected more about the immediate 

learning results; namely, the better scores on their English tests. And this expectation 

seemed to incur higher degree of resistance from the students. Boredom caused by 

this type of power could be illustrated by Rita’s expression. As she noted, “They [her 

parents] always ask me about my English scores, and it makes me feel pressured and 

get more bored with English learning” (IN3-Rita-P5). The resistance to parents’ high 

expectations toward Rita’s English test scores did not increase her feeling boredom 

only, it even made her question the necessary to learn English. As she further stated, 

“I just feel like… Why should we learn English? It’s boring to death” (IN3-Rita-P5). 

What made the situation even worse was that the parents’ expectations sometimes 

sounded like sarcasm to their children, which harmed the children’s self-esteem and 

made them have deeper antipathy towards English. As complained by Wayne:  

 

    Whenever seeing my English test scores, my dad always tells me, “English is 

very important, but look at how bad the scores you got! You are such an 

incompetent! He says that he expects more from me but does not see any 

progress on me. (IN15-Wayne-P2) 
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According to Wayne, his dad’s caustic words upset him and even further influenced 

his attitude towards the learning of English in class. As shown in the following except, 

 

    The emotion…Although he [his dad] says that he just expects me to get a better 

score, it sounded sarcastic to me. It makes me unhappy and not unwilling to 

listen to the teacher in class. Of course it is boring if I’m not willing to attend the 

class! (IN15-Wayne-P2) 

 

From the excerpt above, the reason why Wayne felt bored with English learning was 

that his father had inflicted his high expectation on him. His unwillingness to 

participate in class in turn deepened his boredom with English learning and English 

classes. To sum up, since parents’ expectation made the students feel pressured and 

upset, “boring” was the term used by the students to express their resistance to 

parents’ expectations of English learning. 

     Aside from the resistance to adults’ expectations, boredom was also generated 

from the students’ surrender to the teachers’ and parents’ values of English learning. 

Being restricted by the adults, Jim, Rita, Wayne, and Jessica usually did not directly 

challenge their authorities. Instead, they surrendered to their control but used the 

feeling of boredom as silent protest. For example, Jim, who always considered school 

learning as “boring in essence,” complained about the restriction from his mother. “In 

order to stop my mom’s nagging, I have no choice but to bear the boring English 

classes” (IN15-Jim-P7). And he further added, “I’m not afraid of being scolded by 

her. What I’m afraid is not being allowed to play computer games. I just have to bear 

it for a while if I get scolded, but it would kill me if my mom doesn’t let me play 

computer” (IN15-Jim-P7). Based on Jim’s description, he was bored with English 
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classes in the first place; however, that his mother used her power to force him to pay 

attention in English classes and get higher scores made him become even more 

disgusted with English learning. “It makes me more bored because I am threatened by 

her. I do not learn it out of my own willingness” (IN15-Jim-P7). 

     Compared with the resistance to parents’ power, boredom was more commonly 

used by the students to express their surrender to teachers’ power. During the fifty-

five minutes of an English class, the immediate interaction between the teachers and 

the students was intense. Therefore, students suffered higher degree of restriction 

from the teachers’ power than from the parents’. Since the teacher was the authority, 

the students had no choice but to follow the teacher’s commands. Take Rita as an 

example. She thought that the only reason why she attended the lectures was that she 

could get her away from being punished. As she stated, “...But you could not do 

anything else. You would be dead if you got caught chatting or doing other stuff by 

the teacher, so you still had to pay attention even if you thought that the class was 

boring” (IN14-Rita-P2). Having similar experience with Rita, Jim complained about 

being forced by the teacher to copy the notes from the blackboard. As he noted: 

 

I felt bored at that time when the teacher asked us to jot down the notes. 

Actually I really wanted to perfunctorily get it done, even though I was doing 

as the teacher required. That was because…if the teacher had stepped down 

from the podium and seen me not taking the notes, I would have been a goner! 

(IN3-Jim-P22) 

 

Although Jim wanted to quit the note-taking job as soon as possible, he yielded to the 

teacher’s power which forced him to continue the work. And he used the feeling of 

“boredom” to describe the act of surrender. 
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     According to the students, the adults often imposed their own values towards 

English or English learning on them and used their power to force them to learn. In 

order to fight against their pressing, the students used this emotional term “boring” to 

express their reluctance. For the students, it made no sense for them to learn English 

since they did not learn it for the purpose of fulfilling themselves but to capitulate to 

the adults’ power. In conclusion, the first reason making students consider learning 

English meaningless and feel it boring to learn was the resistance to the adults’ 

expectations or the surrender to the adults’ pressure. 

 

4.1.1.1.2 Educational System as the More Powerful Party 

     “A totalitarian government” was a metaphor used by the students to depict the 

educational system. The students had an antipathy to the system because it decided for 

them about what subjects to learn and what materials to use; and even forced them to 

take exams. Based on the complaints above, it was not difficult to imagine that the 

second type of value conflict that made students define L2 learning boredom as the 

feeling of meaninglessness in learning English came from the power from the 

educational system. 

     The L2 learning boredom generated form the educational system could be 

further classified into two categories: (a) the resistance to the educational policy of 

incorporating English as a school subject and (b) the acceptance of academic pressure 

with reluctance. In terms of the first category, all students talked about it with 

discontent. All of them blamed the educational for incorporating English in one of the 

school subjects. As Wayne complained, “Why do we learn English? Because we’re 

bound by the school rules and the education policies. Or why should we learn it? I 

think it’s totally useless to learn English” (S3IN3-Wayne-P10). For Wayne, learning 

English was pointless. He took English classes simply because of the enforcement of 
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the educational policy. Similar feeling had happened to Jessica. As she noted: 

 

    Reasons? What reasons could we possibly have for learning English? The reason 

for us to learn English was that there are English classes in school and we’re 

required to take them. But…we do not take the classes voluntarily; that’s why I 

say that it is boring for me to learn English. (S2IN4-Jessica-P5) 

 

From the excerpt above, we could find out that Jessica couldn’t think of the purposes 

for her to study English except for the requirement of the educational system. Because 

of this reluctance, “boring” was used to describe her attitude towards English 

learning. 

     Notwithstanding the complaints about the educational policy, all students 

seemed to accept the reality that English was one of the major subjects that they must 

study in order to face the Entrance Exams in the future. Therefore, in the second case, 

the students’ boredom resulted from their reluctance to accept the academic pressure. 

Take Wayne as an example. He talked about his feeling towards the academic pressure 

with resignation. As he noted,  

 

      Of course it does [influence my feeling about class learning]. It’s 

because…you have no choice but to learn it because you’ll have to take 

English exams, especially the entrance exams. And it’ll be miserable if we 

don’t do it well, so that’s why we have to attend the class. (S3IN3-Wayne-P3) 

 

For Wayne, getting bad scores on the exams was unacceptable. And that was why he 

thought that he had to take English classes and learn English. However, he took issue 

with the purpose of learning. As he further stated, “Of course it is boring because we 
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learn it for the exams” (S3IN3-Wayne-P3). Compared with Wayne, Jessica had even 

fiercer emotional reaction about the academic pressure. As she complained, 

 

      I just think that it is meaningless to take tests! Why should we do it? Doesn’t 

the ministry of education promote the idea of learning for fun? Asking us to 

take exams is definitely not fun at all! Once we take a test, there must be a 

score. When facing the score, there comes pressure, especially when taking an 

exam. So… it makes me feel bored with English learning whenever I think of 

all the tests and exams. But…we can’t do anything with it. It’s the educational 

system. (IN9-Jessica-P20) 

 

Although Jessica talked about it with indignation, she seemed to accept the reality that 

English was one of the subjects to be tested. Therefore, studying English was the 

thing that she must do even though she felt bored with it.  

     For the students, the educational system held the authority to control their 

present and the future. Since the students were not able to change the status quo, they 

used the emotion of boredom to express their resistance to the educational policy and 

the academic pressure. And also because of this, they defined L2 learning boredom as 

the feeling of meaninglessness in learning English. 

 

4.1.1.1.3 The Society as the More Powerful Party 

If the educational system was a concrete power source, then the society could 

be seen as the invisible pressure pushing students to learn English. Based on the 

results of analysis, the third type of value conflict that resulted in the students’ L2 

learning boredom was the surrender to the social value that English was the 

international language which must be learned.  
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      The reason why the students regarded English as a language that must be 

learned was that “the Americas are more advanced country” (S4IN2-Rita-P6), in 

Rita’s words. Influenced by the social values that “People say that English is an 

interactional language” or “Everyone emphasizes the importance of English since it is 

a useful tool for communication,” the students thus forced themselves to learn English 

with reluctance. The reluctance could be understood by the following excerpts, 

 

Example 1: I don’t know… I kind of agree with my grandfather. He said that it 

was not necessary for us to learn a language which did not belong to us. 

But…on the other hand, I think English is an international language that must 

be learned because everybody says that it will be useful in the future, although 

I don’t think so. Now I don’t know what to believe…I don’t know whether I 

should listen to my grandfather or stick to what people say. But… I just don’t 

like it [English]. (S3IN3-Wayne-P6) 

 

Example 2: Many people say that English is sort of an international language, 

so learning it is a necessity. Although I personally think that English is not that 

important, it seems that we’re not able to have a foothold on the society if 

we’re not good enough at English. (S1IN1-Jim-P4) 

 

According to the interviews with Jim and Wayne, they faced the dilemma about 

whether it was necessary for them to learn English. On the one hand, they could not 

give up the social value imposed on them because they were still in doubt of its 

veracity; on the other hand, they did not want to disobey their inclination for not 

willing to learn English. And it was the struggle of minds making them feel it boring 

to learn English since they learned it simply due to the surrender to the big 
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environment. Although the influence of the social values seemed to be the most 

indirect; however, it was deeply rooted in their subconscious. 

     In junior high school students’ L2 learning environment, the influence of 

imposed values is ubiquitous. Because of the resistance or surrender to the pressure 

from more powerful parties, students define L2 learning boredom as the feeling of 

meaninglessness in learning English. Sources including the power from the adults, the 

educational system, as well as the social environment were the factors constituting 

junior high school students’ English learning boredom.  

 

4.1.1.2 Boredom as an Emotion Used to Express Helplessness to Get Away from the  

Sameness in L2 learning 

Browsing in a bookstore, many books teaching people studying skills could be 

found. A lot of them may talk about the inefficiency of spending too much time 

reading since people get tired of doing the same thing and so may lose interest in it. 

Similar situations occurred in the students’ English learning process. Therefore, the 

second source making students define L2 learning boredom as the feeling of 

meaninglessness in learning English was their detestation of the sameness in learning 

English.  

Compared with shorter attention span, the students suffered from a more 

general and long-term weariness about the learning of English. Starting learning 

English from elementary school or even kindergarten, the junior high school students 

seemed to have certain emotional reaction against the helplessness to get rid of the 

sameness of L2 learning, so they used “boring” as the adjective to represent their 

feeling. This types of feeling can be further classified into two categories, including 

(a) the tiredness of long-term English learning process and (b) the frustration of 

feeling unable to get away from the L2 learning circle. In the following paragraphs, 
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the two types of sameness that made the students feel bored with English learning will 

be discussed respectively. 

In terms of the first type of sameness, all students complained about the 

endless L2 learning journey. Take Rita for example. She had learned English for about 

seven years and blamed her feeling of boredom on the weariness of long-term L2 

learning process. As presented below: 

      

Don’t you think that it’s always more interesting when you just start to learn 

one thing? It is totally a fresh experience because we never touch it before. 

However, we’ve been learning English since we went to elementary school. 

And all the time we’ve been doing the same things such as memorizing 

vocabulary and learning grammar. It makes people bored when learning one 

same thing for a long period…I don’t know. It’s just boring, nothing else. 

(IN4-Rita-P9) 

 

According to Rita, she was fond of learning English in the first place. However, as 

time went by, she gradually got bored with it due to the tiredness of long-term 

learning. Apart from the explanations, students even used some metaphors to describe 

their tiredness of the long-term L2 learning process. “I’ve already been learning 

English for like a hundred years…It’s been a long time…I’m worn out, just like a 

rubber-band losing its elasticity” (S3IN3-Wayne-P1). As described by Wayne, the 

long-term learning process made him feel exhausted and thus got bored with it.  

   In addition to the complaint about the long-term sameness in learning English, 

the students also regarded the changelessness of English classes as a factor that bored 

them. Based on the analysis results, the English classroom was a place for the students 

to be inculcated with the same knowledge items and asked to do the same practices 
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and learning activities. This endless learning circle bored the students and made them 

want to run out of this changelessness in their lives. Therefore, the second type of 

sameness causing students’ feeling boredom was the frustration of not being able to 

get away from the L2 learning circle. The following discussion will report how the 

two types of learning circle, namely the general and the specific types of learning 

circle, made impact on the definition the students gave to L2 learning boredom. 

The more general concept of L2 learning circle was formed by the students’ 

viewing English class as a regular course of official duties. For example, in one of the 

interviews, Jessica took the lead to complain about the endless classes to take. As she 

noted: “Just like watching a movie, you would feel it interesting when the first time 

you see it, right? But will you still think that the movie is interesting if you 

repetitively watch it for ten times?” (IN7-Jessica-P1). Jim further complemented this 

annoyance in detail. As described in the following example: 

 

    Yeah…It’s just boring to take another English class after this one; and then there 

comes the next one. It’s endless. And we’re required to learn vocabulary, 

grammar, reading texts, and listening skills. Life is just like a circle. Oh, NO!! 

(IN2-Jim-P3) 

 

For the students, taking English classes was just like a routine that they must go  

through with pain when spending time in school. And the feeling of not being able to  

get away from the routine thus caused their feeling of boredom. Digging deeper into 

this issue, the same learning content was the other sub-category of the students’  

grumbles. Rita, for instance, complained about the monotony of the learning content.  

As she noted: 
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    We just memorize the vocabulary and do the quizzes every day. Grammar…the 

learning   of grammar is too difficult for me, so I don’t want to learn it at all. 

About the textbook topics, some of them are acceptable while some others are 

really boring. Besides all of these, we also have to learn KK phonetics and 

practice listening. Isn’t the learning of English more or less like this? The circle 

just repeats itself over and over again. There are many things you have to learn, 

and you cannot avoid them… (IN4-Rita-P9) 

 

According to Rita, her everyday learning of English was simply composed of all these 

knowledge skills that did not interest her. What was even worse, she had no chance to 

get away from the sameness of these learning items. This feeling was thus referred by 

her as “boring.” 

To sum up, the sameness of English learning was another reason making 

students unbearable and bored in an L2 classroom. For the students, not only the long-

term L2 learning tiredness but also the changeless learning content constituted their 

feeling of boredom. And the resistance against the sameness of English learning thus 

made students define L2 learning boredom as the feeling of meaningless in learning 

English. 

 

4.1.1.3 Boredom as an Emotion Used to Express Personal Dislikes of the L2 and L2 

learning 

     During the two-month period of time for data collection, it was often seen that 

from time to time the students argued with one another about the degree of boredom 

on one activity. It was thus obvious that the generation of boredom to someone could 

also be influenced by personal preferences. Therefore, the last source making students 

equate L2 learning boredom with the feeling of meaninglessness in learning English 
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was their personal dislikes of English and the English learning. Detestation of two 

aspects will be further illustrated in the following.  

 

4.1.1.3.1 English is not Incongruent with Their Personal Value Orientations 

     According to the analysis results, all students connected the feeling of boredom 

with English and English learning and attributed the factor to its incongruence with 

their personal value orientations. Four reasons could be used to explain their 

perceptions, including the lack of interest in English learning, the structural conflicts 

between English and the native language, the judgment of uselessness in learning 

English, and the evaluation of inutility in future career development; each of them 

will be elaborated below. 

     The first reason making the students feel no connection with English was their 

lack of interest in learning English. Although all the students brought up their 

disinterest in English, it could be further discussed from several perspectives. First of 

all, they complained about his or her dislike for English learning in general. Take 

Jessica as an example. She said that one of the reasons making her bored with English 

learning was her lack of interest in it. As she expressed, “Am I crazy? How can I 

possibly like to learn English? Why English makes me bored is just because I have no 

interest in it at all” (S2IN1-Jessica-P5). Rita also had similar comment on English 

learning. As she noted, “It’s pretty easy to understand. I like Art class because I have 

an interest in it. And I don’t like English because I have no interest in it. It’s just as 

simple as that” (IN4-Rita-P9). In addition to the general comments about learning 

English, the students’ lack of interest in English learning could also be explored from 

the perspective of how they positioned English. According to the students, English to 

them was nothing but a school subject. “It is just a school subject that must be 

studied” (S2IN1-Jessica-P3), as indicated by Jessica. For the students, studying 
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English was a responsibility, not an interest. Therefore, learning English became a 

boring thing to them. Apart from the two points discussed above, the students’ 

disinterest in English learning could also be seen from their complaints about the 

learning content. For example, Jim talked about how boring it was when he listened to 

the teacher’s lectures: “The teacher then started talking about things I had no interest 

to know, like in what situations we should add an -s or –es after a verb” (IN5-Jim-P7). 

Besides the lack of interest in listening to lectures on the learning content, students 

also had issue with the textbook topics. Wayne, for instance, complained about how 

boring the learning topics were. As he noted: 

 

    It’s just… what do all these have to do with me? I won’t borrow eggs from my 

next door neighbor. I won’t make birthday cake for anyone. Besides, who would 

like to know how to ask about the weather? Why don’t you just go outside and 

check it out by yourself? I have no interest in learning English, but all these 

topics bore me even worse! (S3IN4-Wayne-P2) 

 

No matter what reasons the students had for their disinterest in English learning, it  

was true that this lack of interest did make them feel weary of the learning. Therefore,  

they felt it meaningless to learn English and used “boredom” to express their feeling  

about it. 

The second reason making the students feel that English was incongruent with 

their personal value orientations lied in the structural differences between English and 

Chinese. Since the structures between the two languages are not identical, sometimes 

the differences made the students feel confused and troublesome. Take Jessica for 

example. She complained about how the differences between the two language 

systems wore out her patience to learn. As Jessica indicated:  
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Because… our language is different from theirs. The grammar rules and the 

orders of the structure are different. For instance, in Chinese we say “ni hsi 

huan she mo?” while in English we put “what” in the beginning of the 

sentence, so we say “What do you like?” The orders of “she mo” are different 

in these two languages. And I feel that it is weird to put “she mo” in the 

beginning when you want to ask someone what they like. It’s just…weird and 

it’s different from ours…So it upsets me and makes me think that learning 

English is boring and troublesome. (S2IN2-Jessica-P3) 

 

Due to the fact that Jessica had acquired a sound language system of her native 

tongue, to her the different structures of the new-learned language were in conflict 

with the language that she had recognized. And because of this conflict, Jessica used 

“boring” to describe the situation making her confused. Besides Jessica’s confusion, 

Rita even take a further step to explain the reason why the differences made her feel 

bored with English. As she explained, 

 

      I think…it is because we’re not the native speakers of English, we don’t know   

the reasons why they use the language like this. Whenever the teacher is 

talking about some structures contradictory to Chinese structures, I always feel 

troublesome and want to ignore them. But… if there’s a foreign teacher who 

could explain why they foreigners speak this way, then probably it will be less 

boring after we realize the reasons. (IN21-Rita-P4) 

 

According to Rita’s own words, the L2 learning boredom came from her not knowing  

the reasons behind the usages, so she even suggested that the conflicts might be  
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resolved if there could be a native speaker explaining the reasons of the language  

usages for them. 

The third personal factor making the students feel no connection with English  

was their judgment of uselessness in learning English. Since the students were 

studying English in Taiwan, an EFL context in which the learners had no environment 

to really use the language they learned, the absence of practicality of learning English 

became one of the reasons making them try to avoid the learning. Take Wayne as an 

example. He directly pointed out the unnecessity of learning English due to the fact 

that he would not use it in everyday life. As he expressed, “We don’t use English in 

our daily life, then why should we learn it?” (IN5-Wayne-P15). Since Wayne did not 

encounter any situations in which he needed to use the language he learned, he thus 

felt it meaningless to learn the language. To see the problem more closely, sometimes 

students even did not know how to apply what they learned in real situations. Take 

Rita as an example. She queried the practicability of the learned knowledge. As she 

indicated:   

 

    Our learning now is all about memorizing. We’re always memorizing vocabulary 

and grammar rules. However, we still cannot clearly express ourselves when 

encountering foreigners. We are required to memorize so many difficult but 

useless things, but we barely have opportunities to use English in our daily lives. 

It’s just like what I said before. That is, although we learn it, we’re not able to 

really use it…then what’s the meaning of learning English? (IN15-Rita-P8) 

 

According to Rita, the meaninglessness of learning English lied in two aspects. 

Firstly, she was frustrated by the inability to apply what she learned from English 

classes to real situations, which was also why she oppugned the necessity of her 
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learning. The second reason making Rita feel meaningless to learn English was 

similar to Wayne’s concern, namely the lack of a real environment for her to use the 

language she learned. 

     The final irrelevance lied in the students' belief about no connection between 

English and their future careers. Notwithstanding the uncertainty about their future 

work, all of them thought that it would be meaningless to learn English if they did 

jobs unrelated to English use. For example, Rita did not think that English would 

become one of the requirements of her future job. As she stated, “I personally do not 

think so. Who says English is certainly related to my future work?” (S3IN1-Rita-P3). 

Similar opinion could be found in Jessica’s statements: “I don’t know what job I’ll do 

in the future. If it has nothing to do with English, then why bother learning it? It’s 

meaningless” (S2IN1-Jessica-P3). Wayne even believed that his future career would 

be definitely not relevant to English. As he noted: 

 

      I want to be a tour guide introducing scenic spots in eastern Taiwan. I just 

want to stay here. Or maybe I’ll open a guesthouse, but foreigners will not be 

welcome to stay…Then I won’t need to learn English; besides, I won’t need to 

take those boring English classes anymore. (S3IN3-Wayne-P9) 

 

Since English was considered not relevant to Wayne’s future career, he felt it 

meaningless to learn a language that might not be of use in his future plan. And this  

meaninglessness was the source causing his feeling of boredom with English and  

English learning. 

     All in all, considering English or English learning incongruent with the  

students’ value orientations was the first factor making them dislike the learning. And  

as illustrated above, their feeling of disassociating with English learning could be  
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explained by three reasons: (a) their lack of interest in English learning, (b) the  

structural conflicts between English and the native language, (c) their judgment of  

uselessness in learning English, and (d) their evaluation of inutility in future career  

development. Because of the four reasons, L2 learning boredom was defined by the  

students as the feeling of meaninglessness in learning English. In the next section, the  

second factor making students dislike English learning will be presented. 

 

4.1.1.3.2 English is Contradictory to Their Personal Identities 

     Regarding the personal factors, the contradiction to the students’ identities was 

the other reason making the students think that learning English was meaningless. The 

term identity here refers to how the students perceived themselves personally and how 

they positioned themselves in the group. Two aspects of contradiction will be 

individually introduced below. 

     First of all, learning English was contradictory to students’ identity in the ethnic 

perspective. According to the students, it was not reasonable for them to learn a 

language belonged to other countries. As shown in the following excerpt: 

 

      I’m a Taiwanese growing up natively here in Taiwan, so I should love our own 

language and culture. I just need to know how to speak Chinese and 

Taiwanese. That’s enough for me. Why do I have to learn other people’s 

language? (IN16-Jim-P10) 

 

According to Jim, the recognition of his own country seemed to be a factor deterring  

him from receiving the learning of English. This resistance thus became one of the  

sources of his boredom with English classes. In addition to the ethnic concern, the  

conflict of cultural diversity was the other issue to be discussed. Although the students  
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could distinguish the cultural differences between the east and the west, they felt  

reluctant to tolerate the differences or accept the cultural customs that were different  

from those of their own country. As pointed out by Jessica: 

      

      Of course I understand the differences between the east and the west, but why  

are we different? It’s annoying! If we’re the same, it won’t be necessary for us   

to learn all these different customs of other countries…Actually sometimes I  

feel that they’re weird. Sometimes I think…for example, compared with us,  

the foreigners are more direct, right? But isn’t it better to be more 

euphemistic? It’s weird that they’re too straight. It’s strange and impolite. But  

what’s even worse is that we’re required to learn their language as an imperial  

edict. What if these differences cause some communication 

misunderstandings? (IN17-Jessica-P18) 

 

Besides Jessica, other students also complained about some cultural customs that they 

could not understand. “Why can they [Americans] legally own guns? It’s dangerous!” 

(IN6-Wayne-P8) and “Greeting people by saying how are you is weird. It’s strange if I 

use it to greet my classmates in Chinese.” (IN21-Rita-P4) were example questions 

that showed the students’ misunderstandings of the culture that was different from 

theirs. And also because of the confusions, the students felt it boring to learn the 

language with a total different culture. The other point making students feel 

meaningless to learn a language that belonged to another culture was the issue of “so 

what?” Take Jim as an example. He felt it pointless to know about the cultures behind 

the language because “Knowing their cultures doesn’t have any influence on me and 

neither does it bring me any help, so I feel bored with it” (IN17-Jim-P17). Rita also 

held similar opinion, as she noted: 
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It’s because…we don’t understand. It was kind of interesting when hearing  

them [American customs] for the first time. However, it becomes more and  

more boring after we hear the same things for too many times. Besides, what  

could we do with them after knowing about their cultures? That’s why I get  

more bored with learning their culture as well as their language. (IN17- 

Jessica-P18) 

 

According to the explanations above, not understanding the western cultures and not 

knowing what to do with the customs they learned were the reasons that made the 

students feel meaningless in learning English. Because of these factors, boredom 

became a term used by them to show their disfavor when they were asked to talk 

about the learning of English or English cultures. 

     In sum, the second personal factor making students dislike English learning was 

the conflicts between English and their own identities. Two contradictions, including 

conflicts in ethnic aspect and cultural aspect, were part of the sources that made 

students feel bored with English learning.  

 

4.1.1.4 Summary: Similar Definition of L2 Learning Boredom 

According to the results of analysis, L2 learning boredom was commonly 

defined by both the successful and unsuccessful students as the feeling of 

meaninglessness in learning English. This definition was made based on the three 

sources causing their feeling boredom with English learning, including (a) the 

resistance or surrender to values of the L2 imposed by more powerful parties, (b) the 

helplessness to get away from the sameness in L2 learning, and (c) the personal 

dislike for the L2 and L2 learning. In terms of the first source, three types of power 
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resulted in the students’ pressure and made them used boredom to express their 

resistance, including the expectations from the adults, coercion from the educational 

system, as well as the force of the social values. Because of their resistance or 

surrender to these types of power, L2 learning boredom came after them. As for the 

second source making students feel it meaningless to learn English, being restricted 

by the long-term L2 learning journey and the endless L2 learning circle were the 

major factors. The feelings of changelessness and invariability thus made them feel 

bored with English classes. The third source came from the students’ personal dislikes 

for English and English learning. The first reason for them to hold negative evaluation 

towards learning English was because English did not conform to their personal 

preferences and future plans. Four factors, including having no interests in English, 

confusing the structural differences between English and Chinese, considering 

English useless in daily lives, and thinking that English was unprofitable in future  

career development, were further provided by the students as the reasons to support 

their viewpoints. In addition to personal preferences, the contradictions to the 

students’ personal identities was the other factor making them dislike the learning of 

English. Examples given by the students included the conflicts in ethnic and cultural 

aspects. Due to the reasons illustrated above, L2 learning boredom was defined by the 

junior high school students as the feeling of meaninglessness in learning English.  

4.1.2 Different Definitions of L2 learning boredom  

After the discussion of the similar definition junior high school students 

provided for L2 learning boredom, the following section will present other definitions 

in terms of the different perspectives. Starting from the successful students who 

defined boredom as an emotion that must be borne to expect the rewards, followed by 

the unsuccessful students’ definition in that boredom was an emotion that cannot be  

 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

54 
 

overcome due to learning obstacles, the different viewpoints between the two pairs of 

students will be illustrated with examples and explanations. 

 

4.1.2.1 Successful Students’ Definition of L2 Learning Boredom: Boredom is an 

Emotion that Must be Borne to Expect the Rewards 

      Although suffering from L2 learning boredom, the successful students had 

their own way to get along with its existence. Based on the results of analysis, L2 

learning boredom was particularly defined by the successful students as an emotion 

that must be borne to expect the rewards. In other words, in order to make the efforts 

they paid for learning worthy, boredom was considered by them as an emotion that 

must be undergone during the L2 learning process. To understand the reasons making 

students more willing to put up with boredom, two kinds of reward brought up by the 

successful students will be introduced below.  

     The first kind of reward was external rewards, namely the virtual return from 

the outward sources. Three types of external reward were brought up by the two 

successful students. The first external reward making the students willing to put up 

with L2 learning boredom was their expectation to get good scores on tests. Take Jim 

for example. He said that he was bored once when the teacher was teaching new 

vocabulary. However, he still forced himself to focus on the learning task since he 

wanted to get a good score on the quiz they were going to do later. As he expressed, 

“She [the teacher] said that she was going to quiz the words right after the instruction, 

and I didn’t want to get a bad score…So although it was boring, I still followed her 

when being asked to repeat the words” (S1IN2-Jim-P4), said Jim. In this situation, 

boredom was the affect he must conquer since he expected to get a better score on the 

quiz. The other successful student, Jessica, also had similar opinion. As she noted: 
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I still pay more or less attention to the teacher no matter how boring I think the    

classes are. I won’t empty my mind for too long because I want to get better   

scores on tests. I’m afraid that I would miss anything important if I don’t listen  

to the teacher. There’re always more advantages to get good scores than bad  

ones, right? (IN9-Jessica-P23) 

 

For Jessica, to get better performance on tests was her priority concern; and the 

endurance of boredom was a must assisting her to achieve her goal. In addition to the 

expectation of good results on tests, the successful students also looked forward to 

getting extra points from the teacher. In order to earn the opportunities to answer the 

teacher’s questions and get extra points, boredom was the emotion that should be 

borne. For instance, Jim said that he was usually more attentive when the teacher was 

asking them questions because they could get extra points by correctly answering the 

questions. Jessica also shared her experience of enduring boring English classes for 

the purpose of earning the chances to answer questions and get extra points: 

 

Even though the class is boring, we still have to sit in the classroom. If we 

have to take the class no matter what, of course it would be better if I could get 

extra points. Besides, I think most of my classmates do not know the answers 

to the questions the teachers asks, especially if the questions are difficult. At 

that time if I am paying attention, there will be better chance that I could get 

the points. That’s why I like the teacher asking us more difficult questions… 

(IN2-Jessica-P10) 

 

In order to get extra points, the successful students would try their best to stay focused 

even though they felt bored with the class activities or even English learning in 
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general. Apart from the scores and points, the successful students also valued the 

effectiveness of their learning quality. Therefore, the expectation of the aids in L2 

learning was the third concern of the two successful students. Take Jessica for 

example. Although she always complained about how boring listening activities were 

to her, she still forced herself to contain the boredom because she knew that it was 

beneficial to her learning. As she stated: 

 

The accents of the speakers make me sick and bored with listening practice, 

but I found my listening competence becomes better and better after I force 

myself to pay attention on the exercises. So now you know how boring the 

accents are! They’re too boring to be forgotten. That’s why I said that boring 

things were usually more helpful. (IN3-Jessica-P22) 

 

Sharing similar viewpoint with Jessica, Jim even used a metaphor to show his 

perspective when being asked to compare teachers’ lectures and group discussions. As 

he expressed: 

 

What do you think? Of course learning regular class content is more boring, 

but boring things are usually more beneficial. Take food as an example. Junk 

food is mostly delicious while healthy food is always unsavory. It’s the same 

concept here…For example, we could get new knowledge in regular class 

learning and recall the old concepts reviewed by the teacher. It is good for 

students like me who always don’t study at home. Doing group discussions, on 

the contrary, has nothing to do with learning. We’re just chatting and playing 

around. But of course it’s more interesting…(IN3-Jim-P10) 
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For Jim, paying attention to the class was considered advantageous even though he  

thought that the class activities were boring. “That’s why I still concentrate on class.  

Because I know it’s the right thing to do; I know it’s beneficial” (IN3-Jim-P11), said  

Jim. As the above excerpts illustrated, the successful students bore L2 learning  

boredom because they hoped to get some practical aids to their L2 learning. Apart  

from external rewards, the two successful students also endured L2 learning  

boredom to expect internal rewards. Internal rewards refer to the encouragement from  

the inside self. There were four types of internal reward that the successful students  

were eager to obtain. The first type of internal reward was the sense of self-challenge.  

Even though the classes were boring to the two successful students, they chose to put  

up with it since it gave them the opportunities to challenge themselves. Jim, for  

instance, got a sense of self-challenge from doing listening activities even though he  

often complained about how boring it was. Besides listening activities, Jessica also  

felt it boring to learn grammar, but she at the same time raised another perspective  

towards it. As she stated: 

 

Learning grammar is not interesting. But…it’s just my personal opinion. 

Actually I think that the learning of English is boring in essence, but grammar 

is more difficult, compared with other skills. It’s more difficult, but also more 

challenging. Although you have to pay more cognitive effort on it, you’ll also 

feel self-satisfied when you find that you’re able to make complete and correct 

sentences. (IN5-Jessica-P12) 

 

In addition to the willingness to get the sense of self-challenge, the sense of 

superiority was another internal reward that successful students wanted to obtain.  
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Most of the time the sense of superiority they got was from the comparison with other 

peers. As illustrated in the following excerpts: 

 

      Example 1: Although it was boring to do the listening practice, I felt better 

when thinking that I could laugh at other classmates after finishing listening. 

Sometimes I caught them peeping at my book and trying to copy my answers, 

and it makes me feel good. I know they must be anxious because they have no 

ideas about the answers. (IN5-Jim-P15) 

 

      Example 2: By doing so [correcting other classmates’ quiz sheets] I feel more  

confident because it makes me feel that I am superior…That is a feeling. It’s 

like…although learning English is a boring thing, it makes me feel gratified 

when seeing myself doing better than others. (IN2-Jessica-P9) 

 

Besides the feeling of superiority, the successful students also bore boredom to seek 

for the enhancement of self-confidence. Notwithstanding the complaint of L2 learning 

boredom, both of them viewed English as a subject that could raise their self-

confidence since it was a subject they were good at. As Jim expressed, “After all 

English is one of my best school subjects; it could enhance my self-confidence” (IN5-

Jim-P6). Sharing similar feeling, Jessica also indicated the enhancement of self-

confidence that English brought to her. As she expressed,  

  

We’re all unique in that everyone is good at different things. Take myself as an 

example. Although I don’t like English, it’s a better school subject of mine. Of 

course I want to make it better because I’ll feel more confident about myself. 

(IN5-Jessica-P23) 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

59 
 

 

Last but not least, both the successful students also expected to get a sense of self- 

achievement through the endurance of L2 learning boredom. The sources of obtaining  

the sense of self-achievement were different. The first one was from others’ praises.  

As stated by Jim, 

 

[Although I felt bored with the class], I always answer questions as long as I 

know the answers. It gets me a sense of self-achievement. Maybe it is out of 

my vanity. When showing others that I’m capable and hearing their praises, I 

got a sense of self-achievement. (IN16-Jim-P14) 

 

The other source of sense of self-achievement came from the successful students’ self- 

affirmation. Take Jessica for example. She got a sense of self-achievement when  

finding herself understanding the listening content. As illustrated in the following  

excerpt: 

 

Me, too [get a sense of self-achievement]. But it’s not because of others. I just 

want to make sure if I get it right or wrong. I want to see the extent to which I 

could bear the disgusting accents of the speakers. And when I find that I can 

understand what the foreigners are talking about, I get a sense of self-

achievement. (IN16-Jessica-P16) 

 

     To conclude, for the two successful students, boredom was regarded as an 

emotion that must be borne to expect the rewards. Both external and internal rewards 

facilitated the production of this definition. In terms of the external rewards, the 

desires to get better performance on tests, extra points, and aids in L2 learning were 
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the reasons making the students more willing to withstand the L2 learning boredom. 

Furthermore, the pursuits of internal rewards, including the sense of self-challenge, 

self-confidence, self-achievement, and feeling of superiority were the motives 

impelling them to face and conquer their feeling boredom with L2 learning.  

 

4.1.2.2 Unsuccessful Students’ Definition of L2 Learning Boredom: Boredom is an 

Emotion that Cannot be Overcome due to Learning Obstacles 

     Similarly, the two unsuccessful students also had their own interpretation of L2  

learning boredom. However, different from the successful students’ attitude of 

acceptance or breaking through, L2 learning boredom to unsuccessful students was 

like a tough mountain that could not be climbed over. Therefore, looking from the 

unsuccessful students’ perspectives, boredom was defined as an emotion that cannot 

be overcome due to learning obstacles. In order to understand what difficulties 

making the two students not being able to bear the invasion of boredom, two kinds of 

obstacles, including the external and internal factors, were found out and will be 

presented in detail below.  

     The external obstacles were the actual difficulties the students encountered in 

the learning environment, which could be discussed from two aspects. The first aspect 

was their difficulty of not being able to follow class instructions. For example, 

receiving newly taught L2 knowledge was one type of class instruction bothered the 

two unsuccessful students. This point could be explained by the two students’ 

complaints about learning new vocabulary. As indicated by Rita: 

 

Actually I prefer the teacher to read the words in English for us. By doing so I 

could probably know how to pronounce the words. At least it’s easier for me 

to catch up when listening to the teacher and reading the book at the same 
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time. But…if I don’t know how to read them, I would just randomly read by 

following everyone else. It’s just like I’m chanting scriptures. It’s even more 

boring! (IN5-Rita-P2) 

 

The way that teacher instructed new words by reading Chinese and asking the  

students to translate the words into English caused the learning difficulty to the  

unsuccessful students, which in turn made them feel bored with the learning activity.  

Beside the learning of vocabulary, grammar instruction also frustrated the students. As  

stated by Wayne: 

 

Because grammar…there’re too many things that I don’t understand. For 

example, I don’t understand things like whether we should add –s or –es after 

the word “glass.” And because it was a new concept, I couldn’t comprehend it 

in such a short time. So I was just sitting there with a blank mind. I just took 

down the notes as the teacher asked, but I didn’t know what I was writing. 

(IN5-Wayne-P9) 

 

According to Wayne, his inability to comprehend the newly taught knowledge made 

him not being able to cognitively engage in the class activity, which resulted in his 

feeling of boredom. In addition to the acquisition of newly taught information, the 

review of old L2 knowledge seemed to cause even higher degree of boredom to the 

students. Take Rita for example. She explained the reason why review classes were 

more boring than regular ones. As shown in the following excerpt, 

 

Review is more boring. Although sometimes I don’t understand any of them, 

the concepts sound to me the same things that have been repetitively taught 
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over and over again. Also, the teacher does not really teach carefully because 

it’s review. For example, she does not provide any examples or model 

sentences. So, it’s more difficult for me to comprehend. (IN12-Rita-P5) 

 

For the unsuccessful students, review was more boring because the teacher often went  

through faster, making it more difficult for them to follow the class; the degree of  

boredom thus became higher.  

Apart from the reason of not being able to follow class instruction, the other  

aspect of the unsuccessful students’ external obstacle could be understood from their 

inability to take part in class activities. The class activities the unsuccessful students 

felt difficult to join were further classified into two categories, including in-class 

activities and in-group activities.  

In terms of the in-class activities, the first one that caused the unsuccessful 

students’ feeling boredom was their difficulty in doing listening exercises. For 

example, Wayne complained that he was bored with listening exercises because he 

was not able to comprehend the listening content. Rita even compared the different 

degrees of boredom with different types of topics. As she expressed: 

 

Although listening to me is boring in essence, it still depends on the topics. 

For example, this one [Listen to the sentences and fill in the words you hear] 

is…even if you know the words, its’ useless if you don’t know how to spell 

them. So what I can do is to sit there in a trance…so of course it’s more boing. 

But topics such as selecting the correct K.K. phonetics are better because I 

could take a look at the spellings and make a guess from the options. (IN18-

Rita-P2) 
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According to Rita, although listening practice was tedious in general, the more 

challenging topics seemed to cause even higher degree of boredom to her. Another in- 

class activity making the unsuccessful students feel bored was doing quizzes and  

tests. The reason why the students felt bored with quizzes and tests was explained by  

Rita. As she expressed, “[Doing quizzes]” is boring because I don’t know the answers.  

I always finish it in a short time since I don’t know how to do them” (IN9-Rita-P24).  

The inability to answer the questions was not the only reason making them feel bored;  

in addition to it, different types of quiz or test also influenced their comments on the  

degree of boredom. Take Wayne for example. He talked about the differences between  

dictation word quizzes and translation quizzes. As he expressed: 

 

Doing dictation word quizzes [is more boring]. Because I would be in a daze 

and not know what to write after I get confused. And then my mind would go 

blank because I have nothing else to do. Actually doing sentence translation 

quizzes is also boring because I can’t answer the questions. But doing 

dictation quizzes is more bothersome since I have to bear the teacher’s reading 

of the words even though I don’t know how to spell the them. (IN10-Wayne-

P13) 

   

In addition to the in-class activities that students worked independently, 

interactive in-class activities were also discussed by the two unsuccessful students. 

Therefore, besides doing listening exercises and quizzes or tests, the third in-class 

activity reported boring by the two unsuccessful students was questions and answers. 

Take Rita for example. Although there was more interaction between the teacher and 

the students, the teacher’s asking of questions did not seem to help expel Rita’s 

boredom. As she stated, 
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[No matter whether the teacher ask questions by selecting students or asking 

for volunteers], I feel bored with both. When the teacher asks a question, other 

classmates might be thinking of it. But I was just sitting there with a blank 

mind because I don’t know the answer. (IN7-Rita-P6) 

 

According to Rita, the inability to answer the questions lowered her willingness to 

take part in the activity, which deepened her feeling of boredom toward the class. 

However, not all class discussions made the unsuccessful students feel bored. 

According to Wayne and Rita, topics more related to English learning were usually 

more boring to them. For example, discussion topics such as favorite food and after-

school activities were more welcome to them. On the contrary, activities that were 

more language-oriented were commented by the unsuccessful students as “boring 

discussions.” The following excerpt will illustrate the students’ opinion: 

 

Discussing English learning-related topics is boring, especially when 

discussing grammar or vocabulary. Take this lesson as an example. The topic 

of this lesson is about weather. In the first class the teacher asked us what 

words we could think of when talking about weather. The word “sun” was the 

only word I knew, but someone else just took it. So I just had nothing to say. 

(IN23-Wayne-P14) 

 

Because of Wayne’s limited word bank, he was not able to participate in the class 

discussion. Therefore, he got bored with the rest of the session while other peers were 

fiercely discussing the topic. Similar situation occurred to Rita when the class was 

discussing the usages of grammar in one of the review classes. As she expressed: 
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The discussion this time was boring! Because we were voting for the correct 

prepositions for these sentences. But…actually I didn’t know the answers. It 

was about the grammar we’d learned in previous classes. I didn’t know, so I 

just raised my hand perfunctorily. (IN7-Rita-P7) 

 

Although Rita seemed to follow the class activity by raising hand as the teacher 

asked, she did not really get involved in it since she was not able to figure out the 

answer to the question.  

Besides whole-class activities, many of the L2 teachers also designed group 

activities for the purpose of enhancing class participation of individual students. 

However, surprisingly we found that taking part in group discussion was also 

considered boring by the unsuccessful students. When giving opinions or sharing 

ideas in group discussion, for example, the unsuccessful students found it difficult to 

provide help because they were not capable of solving the given tasks, especially in 

form-focused activities. The L2 learning boredom generated from this situation can be 

exemplified by the following excerpts: 

 

Example1: Because I have no ideas about what to say. Activities like 

translation…because I don’t know how to do it at all. If the discussion is about 

English, it’s not what I’m good at…then of course I don’t know what to say 

and I don’t want to say anything, either. It’s boring! (IN9-Wayne-P21) 

 

Example 2: At last there was only Alex doing the translation; and Judy was 

listening to him. I was there in a daze because I did not understand what they 

were talking about even though they’d already translated the sentences into 
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Chinese. I didn’t understand, so what I could do was sitting there with an 

empty mind. I couldn’t join them though I didn’t want to participate, either. It 

was so boring that I couldn’t express the feeling in words. (IN9-Wayne-P21) 

  

Although the students were supposed to have more opportunities to share their ideas  

and opinions in group discussions, their lower L2 competence as well as the types of  

the tasks might give them no space to present themselves. The duration of group  

discussions thus became a period of time in which they idled with a blank mind; the  

feeling of boredom thus came to them.  

Unfortunately, the unsuccessful students’ complaints about group activities were 

not simply restricted to the time for discussing. L2 learning boredom also occurred to 

them when the students were asked to present their discussion results. Take Wayne for 

example. He said that he still drown in boredom when the teacher asked for volunteer 

groups to present their results. As he expressed: “It’s always them, not me, making the 

presentation. It’s not going to be possible that they would let me present because I 

don’t know how” (IN19-Wayne-P14). That was also why he called it a very boring 

activity because “it is none of my business” (IN19-Wayne-P14), in Wayne’s words. 

For the unsuccessful students, they seemed to be unconnected with the tasks and even 

squeezed out by the peers while doing the group activities. From the above 

discussion, it was clear that L2 learning boredom could not be avoided through doing 

group works, both in the discussing session and the presenting time. The inability to 

participate in discussions, the different types of tasks, the attitudes of other group 

members, as well as their willingness to join the activities were part of the factors 

resulting in the generation of L2 learning boredom.  

     In addition to the external obstacles of the inabilities to take part in class 

instruction and class activities, internal obstacles also made a great influence on the 
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way the unsuccessful students defined L2 learning boredom. Internal obstacles could 

be regarded as the mental struggles hindering their L2 learning, which could be 

discussed from two aspects.  

     The first mental obstacle was about attribution, namely how the students 

explained the reasons for their own success or failure. In the case of the two 

unsuccessful students, past learning experiences were expressed by them as the causes 

of their failure. Take Rita for example. She imputed her failure in learning grammar to 

the past mistakes she made. As she confessed, 

 

[Learning grammar] is to correct past mistakes. Because I didn’t learn well 

before, I messed up concepts such as how to use past tense and other things 

like that. Now I have to learn new things, but…the hole is too big to patch up, 

so it’s getting more and more difficult for me to understand. Now I just want 

to let it be. (IN5-Rita-P9) 

 

Based on the above excerpt, Rita thought that part of the reasons making her fail to 

acquire new grammar was that the foundation stone of her English was not built well 

in her previous learning, which made her become less willing to pay further efforts on 

learning it. And the attributions like this became part of the sources resulting in the L2 

learning boredom sensed by the unsuccessful students. As Wayne further indicated, 

 

I think it is because…there are too many words that I should have learned  

before but I didn’t learn well. How can I possibly understand what she [the  

teacher] is talking about if I don’t even know the words? Besides, the things  

we’re learning are all related to what we learned previously. But since I didn’t  

learn well before, it’s getting harder for me to understand. And because I  
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didn’t learn it well, of course it’s getting more and more boring to me. (IN5- 

Wayne-P12) 

 

According to Wayne, his feeling boredom could be blamed on not only his present  

self-evaluation of low L2 proficiency but also his learning experiences in the past.  

The feeling of helplessness to acquire new knowledge thus decreased his willingness  

to learn, so that boredom occurred.  

     In addition to the influence of the attributions, the other internal obstacle was  

the unsuccessful students’ lack of L2 learning motivation. To explore how the lack of  

motivation influenced the two unsuccessful students’ definition of L2 learning  

boredom, the following discussion will start from the explanation of extrinsic  

motivation, followed by the intrinsic one. Mostly the sources of insufficient extrinsic  

motivation came from the unsuccessful students’ inability to get the benefits from  

English classes or English learning. For example, adding extra points was supposed to  

attract more of students’ participation; however, it was not the case for the 

unsuccessful students. Wayne, for instance, was not motivated by the teacher’s lure of  

adding extra points in question and answer activity. As he stated, 

 

I…have no opinions. I don’t know…but I can’t answer the teacher’s questions. 

So even if she may add extra points, it has nothing to do with me because it’s 

not possible that I can get them right. I’d rather sit there quietly and not being 

called. (IN7-Wayne-P6) 

 

According to Wayne, although the teacher’s act of adding extra points could be  

viewed as the attraction for enhancing their extrinsic motivation, it did not work with  

him. Besides having no expectation towards getting extra points in class, the other  
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source making the two unsuccessful students lack extrinsic motivation to learn was  

their failure in getting satisfying scores on English tests. Rita, for example, seemed to  

feel a sense of helplessness in that she still could not gain a better score even though  

she thought she had studied hard for the test. As she stated: 

 

It [Taking tests] is boring because I don’t know the answers. I don’t have to 

double-check them because I don’t know the answers in the first place. No 

matter how hard I try, the scores are still very poor. That’s why I don’t have 

any motive to learn it. (IN9-Rita-P24) 

 

No matter whether the students liked English or not, they always wanted to get better 

performance on tests. However, according to the above description we could know 

that Rita’s confidence of getting better scores on English tests decreased; therefore, 

the good scores serving as the other source of extrinsic motivation did not facilitate 

her willingness to learn because she believed that the effort paid was never going to 

be rewarded. 

     Besides extrinsic motivation, the lack of intrinsic motivation was also part of 

the reason constituting unsuccessful students’ definition of L2 learning boredom. Not 

influenced by other factors, both the unsuccessful students reported their indifference 

to the activity of learning English itself. Take Rita as an example. English was not a 

thing that would arouse her interest at all. As shown in the following excerpt, 

 

      It’s actually because of my personal dislike of English. It’s not like other 

subjects such as music or art which are the subjects I like to learn, English is 

definitely not my interest. Of course I won’t have the willingness to get to 

know more about it since I don’t like it in the first place. Of course the degree 
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of boredom is higher when you are forced to learn one thing in which you’re 

not interested. (IN15-Rita-P7) 

 

The lack of intrinsic motivation became an invisible obstacle impeding Rita from 

giving it another shot, which made her use “boring” to describe her feeling when it 

came to English classes or English learning.  

     During the long-term learning process, students might encounter lots of 

difficulties which make them frustrated. However, when the difficulties are not 

conquered and instead become the students’ physical or mental burdens, there might 

be high probability that the students may give up learning. Based on the analysis 

results of the current research, unfortunately, L2 learning boredom was defined by the 

two unsuccessful students as an emotion that cannot be overcome due to L2 learning 

obstacles. The obstacles they faced could be further explained from two perspectives, 

including the extrinsic and intrinsic obstacles. Extrinsic obstacles such as the lack of 

abilities to follow class instruction and participate in class activities were factors 

resulting in the unsuccessful students’ feeing boredom. In addition to it, intrinsic 

obstacles also made influence on the definition provided by unsuccessful students. 

According to them, intrinsic obstacles were composed of their attributions of present 

failure to previous learning experiences, coupled with the lack of extrinsic and 

intrinsic motivation. Because of the incompetence or even the unwillingness to deal 

with the obstacles, boredom was regarded as a negative emotion that cannot be 

avoided.  

 

4.1.2.3 Summary: Different Definition of L2 Learning Boredom 

     Although sharing some common perceptions towards L2 learning boredom, the 

successful and unsuccessful students had their particular interpretations of it as well. 
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For the successful students, L2 learning boredom was defined as an emotion that must 

be borne to expect the rewards; that is to say, they expected that the efforts they paid 

for English learning would be rewarded, but the goal could only be fulfilled by getting 

through the emotion of boredom. The rewards expected by the successful students 

could be classified into external and internal two types. Through bearing boredom the 

external rewards the successful students expected to gain included better performance 

on English tests, extra points added in class, and aids in English learning. On the other 

hand, the internal rewards attracted the successful students to be more willing to bear 

L2 learning boredom were the sense of self-challenge, the sense of superiority, self-

confidence, as well as the sense of self-achievement. Different from the successful 

students’ opinion, the unsuccessful students defined L2 learning boredom as an 

emotion that cannot be overcome due to learning obstacles. In other words, because 

they had difficulties learning the L2, boredom came to them when doing activities 

related to L2 learning without exception. The obstacles were classified into two types, 

including the external and internal obstacles. The influence of external obstacles was 

more explicit in that both the unsuccessful students found themselves not being able 

to follow class instruction and take part in class activities. The intrinsic obstacles 

including their attribution of failure to previous learning experience as well as the lack 

of extrinsic and intrinsic motivation, on the contrary, were harder to detect but no less 

serious. To sum up, though all of them gave negative evaluation towards L2 learning 

boredom, the successful students viewed it as a barrier that should be broken through 

while the unsuccessful students regarded it as a torment that cannot be expelled.  

 

4.2 The Dynamic Construction of L2 Learning Boredom 

    When discussing affective issues in the field of SLA, by and large we explore 

each concept as a general idea. However, based on the analysis results of this study, it 
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was found that students’ feeling of boredom in class did not remain stable; instead, it 

was dynamic in that the students’ feeling boredom varied with each subtle social 

interaction occurred in class. To present how the four junior high school students 

interacted with the English teacher, the peers, the learning materials as well as the 

learning activities, the following discussion of each section will start from the 

interaction resulting in their feeling boredom, followed by the interaction that eased it. 

In the first part of the result presentation, the similar experiences mentioned by all the 

four students will be illustrated. After that, the differences between the successful and 

the unsuccessful students will be delivered. 

 

4.2.1 Similarities  

     Although sitting in the classroom with different L2 learning backgrounds and 

proficiency, all the students shared some similar experiences of boredom constructed 

through the social interactions with the L2 learning related people and things. Based 

on the results of analysis, it was found that the dynamic construction of L2 learning 

boredom was co-constituted by the interactive flow in the L2 class and the extent to 

which meaningful approaches were applied. This conclusion could be explained 

through viewing the students’ interactions with the teacher, the peers, the learning 

materials, as well as the learning activities; each of the perspectives will be specified 

in the following sections 

 

4.2.1.1 Students’ Interaction with the Teacher 

     In an L2 classroom, the teacher could be the person with whom students 

interact most often. All the students also talked about how important the teacher’s role 

was in the process that boredom was generated. From the results of analysis, the 

English teacher’s teaching tempo was reported as the factor bringing about the 
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dynamic construction of L2 learning boredom. How the teacher’s teaching tempo 

made influence on students’ feeling boredom could be depicted by seeing the 

interplay between the teacher’s tedious L2 teaching methods and her attractive 

personal styles. 

     The teacher’s tedious ways of instructing English were indicated by the 

students as the main sources constituting their feeling of L2 learning boredom. What 

methods often employed by the English teacher and how the four students perceived 

them were discussed and will be presented in sequence. The teacher’s cumbersome 

lecturing was the first issue raised by the students. L2 learning boredom caused by 

this situation often occurred when the teacher was instructing grammar. Take Rita as 

an example. She talked about her feeling of boredom when the teacher kept 

explaining the grammar rules by herself, as she stated: 

 

She [The teacher] usually starts from the explanation of the rules, and then 

she’ll use some boring illustrative sentences to make herself clearer. After that 

maybe she will ask us to do some exercises. The way she teaches grammar is 

more or less like this. Most of the time she just keeps talking and talking by 

herself. And it’s boring that she teaches this way. It’s like… she’s reciting 

scriptures or singing a lullaby. The feeling is like…you’re sitting there but 

your soul has already flown to another place. It makes me feel bored and don’t 

want to listen to it. (IN7-Rita-P2) 

 

In addition to the teaching of grammar, similar situation happened when the teacher 

was teaching reading by translating the texts. The specific way the teacher teaching 

reading was clearly elaborated by Jim. As he expressed, “The rate was like 

this…English, Chinese, and then English…It makes people feel sleepy” (IN7-Jim-
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P3). Rita further commented on the way that the teacher taught reading texts by 

translating into Chinese. And she felt that it was boring to learn reading through this 

way. As she complained, 

 

Sometimes maybe the content of the texts is interesting, but the teacher is  

simply translating…I hate learning through translation or doing any activities  

related to translation. I feel bored with it. The teacher is just talking by herself  

and the whole class is quiet. There’s no interaction. (IN8-Rita-P7) 

 

Apart from doing translation when teaching readings, the teacher’s way of checking 

answers for exercises or tests also belonged to this type of tedious teaching method. 

Take Jim for example. He felt it uninteresting whenever the teacher checked the 

answers by reading the answers directly. As he stated: 

 

The teacher just reviews it [the test sheet] this way every time she checks the 

answers with us, especially when checking the answers for listening questions. 

Because the listening questions are always many and she needs to finish this 

part quickly in order to catch up the schedule. So she just reads the answers 

directly, and then she’ll select several questions and explain them to us. I just 

feel…she doesn’t really want to do this job. She just wants to randomly get it 

done. It’ll probably be better if she can ask us to answer the questions or write 

them on the blackboard, then give us some extra points, something like that. 

(IN9-Jim-P6) 

 

The reason why the teacher’s lecturing was boring to the students seemed to lie in the 

feeling of mentally or cognitively disassociating with the learning focus or the teacher 
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every now and then. When the teacher kept lecturing by herself, the lack of real 

interaction and the dull atmosphere of the class made students be in a trance and get 

bored with the learning.  

     The second monotonous way of teaching complained by the students was 

“repetition.” Although it is a method commonly used by all teachers, the students did 

not seem to buy it; for example, the technique, “repeat after me,” was one of the 

instructing ways that the students hated the most. As expressed by Wayne: 

 

I think maybe the teacher doesn’t have to guide us to read every time she 

teaches new words. When she’s doing this, I feel we’re just like robots 

repeating what we hear. It’ll probably be better if sometimes she can ask us to 

read by ourselves, and then she explains in Chinese. Or maybe she could ask 

us to look up the words in a dictionary before the class, then give us a chance 

to read on our own. That will be better! (IN13- Wayne-P15) 

 

The situation went worse when the teacher was teaching speaking. Defined by the 

students as the ability to read the English words they saw, speaking was viewed as one 

of the most boring skill by them since the way the teacher instructed it was simply 

asking them to repeat the texts after her. Take Rita as an example. She felt it 

monotonous when repeating the sentences after the teacher. As she complained, 

“Reading after the teacher makes me feel really bored. Sometimes I just drift off 

because it is so boring, especially when doing it with longer or less interesting texts” 

(IN7-Rita-P12). From the descriptions above, it was clear that the method of “repeat 

after me” was rigid and not welcome to the students. Unfortunately, in the idea of 

“repetition, “repeat after me” was not the only technique grumbled by the students. 

All the four students also felt discontent with the teacher’s act of replaying the CD 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

76 
 

when being required by the students. After finishing the torturing listening exercises, 

the students just wanted the teacher to quickly wrap up and move on to the next 

activity. However, the teacher’s lingering on the task forced the students to 

repetitively do the practice that they wanted to quit, which made them get bored with 

it. Take Jim for example. He did not get the point of replaying the CD and queried the 

necessity of doing it. As he complained, “Why does the teacher ask whether anyone 

wants to listen to it again? It is boring that the speaker in the CD repeats each question 

twice, and now we’ve got to bear it again” (IN9-Jim-P7). Echoing Jim’s anger, Jessica 

also provided her reason for the boredom caused from the teacher’s replaying of the 

CD. As she stated: 

 

When the teacher asks if anyone wants to listen to any part again, sometimes 

there might be someone who wants to listen to a whole part, and then the 

teacher would replay that part all over again. I feel bored when listening to it 

again because it’ll be a long and endless waiting. (IN9-Rita-P8). 

 

The act that the teacher replayed the CD forced the students to extend further attention  

on the main task or made them idle the time away with a blank mind; and boredom  

came to them in both of the situations. Notwithstanding their dislike of the two 

teaching methods discussed above, the frequency that they used the word “boring” to  

describe their feeling was still less than the third type of teaching technique belonged  

to the category of repetition, namely, reviewing of the same concepts repeatedly. Take  

reviewing grammar as an example. All students felt it boring when listening to the  

teacher repeat the same points that had been taught before. Jim, for instance, felt that  

the reviewing of grammar was boring because “All of it is stuffed with cliché” (IN8- 

Jim-P7). The statement could be verified by the real example provided by Jessica. As  
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she expressed, “For example, the concept of the differences between how much and  

how many has been reviewed by her [the teacher] for a thousand times! It’s so  

boring!” (IN8-Jessica-P5). And she further used the metaphor of “playing games” to 

support her viewpoint: “The idea is similar with playing games. If you repeatedly play 

the same level of a game, of course you’ll feel bored because you’ve already 

completed it, right?” (IN8-Jessica-P5). Besides the review at intervals in every class, 

students also had strong emotional reaction about the review classes usually done 

before the mid-term or final exam. Take Wayne for example. The review before the 

exam seemed to cause big pressure on him, which made him use “boring” to describe 

how he felt. As he expressed,  

 

Compared with regular classes, review classes are more boring. That’s 

because…I may not be able to understand the ordinary classes, not to mention 

the review ones. We have to listen to all the stuff that have already been taught 

in previous classes all over again; and all the things I don’t know just come at 

once…that makes me feel pressured. That’s why I think review classes are 

more boring. (IN12-Wayne-P7) 

 

According to the students, the teacher’s reviewing of the taught concepts was 

monotonous due to the reiterative feature of it. Besides, it may easily put students into 

a fog when the teacher constantly used this teaching strategy to guide the whole class. 

In sum, the teachers’ use of the teaching method “repetition” was reported by students 

as a tedious technique because of its features of being stiff, time-consuming, and 

mentally or cognitively burdensome.  

     The third and fourth teaching methods interestingly contrasted with each other  

in some way. On the one hand, the four students grumbled about the teachers’ “giving  
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too much,” but on the other hand, they were not satisfied with her “doing too little.”  

Both of them were considered boring teaching techniques by the students. In terms of  

the first point, the students’ complaint about “giving too much,” was originated from  

the teacher’s command to pay “useless” efforts. For example, all students seemed to  

be fed up with being asked to take notes. According to them, that the teacher asked  

them to take notes became a physical burden which in turn caused their mental  

resistance; and the feeling of boredom thus came. The situation could be presented by  

Jessica. As she expressed, “It’s boring and troublesome…Why must we take down the  

notes? I can understand by listening and I won’t read them even if I write them down”  

(IN14-Jessica-P4). Wayne also felt bored when the teacher asked them to take notes.  

As complained by him,  

 

She was just explaining the rules and asking us to write them down. It’s 

useless for me to write them down because I don’t understand the things I take 

down at all. I don’t know how to use them even if I copy them down. It’s 

really boring and useless to take down the notes. (IN12-Wayne-P14) 

 

For the students, the requirement of jotting down the notes was considered 

meaningless and boring because they felt it helpless in enhancing their L2 learning 

effectiveness. In addition to the technique of asking students to take notes, the other 

teaching method reported boring by the students was the teacher’s provision of 

supplementary information. The reason that this technique bored the students seemed 

to lie in the requirement of extra cognitive efforts that they needed to pay. The 

boredom resulted from this situation could be illustrated by Rita’s statement: 

 

I hate the teacher supplementing extra knowledge because it means that I’ll 
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have some more things to memorize. I think it’s bothersome and boring. 

We’ve already had the old knowledge to process…I just don’t feel that it is 

necessary to supplement extra knowledge. Many of my peers may have 

difficulties understanding the old concepts, let alone the extra complement. It’s 

totally meaningless. It would simply increase our burden. Most of them would 

not really memorize the supplementary things. (IN6-Rita-P8) 

 

For Rita, the complementary of extra knowledge was also a needless segment of the 

class. She confessed that she wouldn’t spend time memorizing all the supplementary 

phrases, terms or sentence structures because she already had so much to catch up. 

From the description above, it was clear that the additional cognitive load generated 

from the teacher’s giving of extra complementary was disfavored by the students. And 

L2 learning boredom was in because of their doubt on the necessity for the teacher to 

do so. After the discussion of “giving too much,” the idea of “doing too little” was the 

other teaching method complained by the students. “Doing too little” referred to the 

insufficient preparation that the students thought the teacher should have made more 

carefully before or during implementing certain class activities. Take the teaching of 

listening as an example. The students felt that it was boring when the teacher asked 

them to do the listening activity without giving any instructions or guidance 

beforehand. As expressed by Jessica, “It’s boring. The teacher doesn’t actually teach 

listening. She just asks us to directly listen to the CD and answer the questions. We’re 

simply doing practice, not learning” (IN14-Jessica-P6). Another student, Rita, even 

provided some suggestions in the hope of reducing her feeling of boredom. As she 

noted: 

 

      I think it would be better that she gave us some time to prepare because…we 
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have to listen to the CD and at the same time read the questions. It’s 

really…Some sentences are so long that it won’t be possible for me to get 

them right, but she just asked us to do it directly. It’s really difficult to 

me…And I think that maybe she could…like…guide us to read the questions 

first or do something like that, so that we may probably understand what the 

choices are about, or it’ll be really hard for me to do it on my own. By doing 

this maybe it’ll be less boring because at least I could comprehend part of it. 

(IN14-Rita-P10) 

 

The boredom generated from “doing too little” was not simply occurred in listening  

activities. Similar queries were also raised when inviting the students to talk about the 

teacher’s instruction of writing exercises. To conclude, L2 learning boredom resulted 

from this type of teacher-student interaction was due to the students’ lack of security 

from the teacher, out of their concern about the learning effect. 

     Due to the teachers’ own teaching philosophies and the long-term accumulation 

of teaching experiences, every teacher may have their customary ways to instruct the 

class. However, these so-called “teaching habits” could also bring about the feeling of 

boredom to students. The last teaching method making the students feel bored could 

be applied to all the situations mentioned above, that is, the teacher’s changeless 

teaching techniques. Although the students said that they had already get used to the 

teacher’s habitual teaching methods, boredom still exited when they found that the 

teacher always guided them with the same teaching methods. For example, the 

students complained that the ways the teacher instructed vocabulary was invariable. 

As described by Jessica, “Every time she teaches vocabulary, she usually asks us to 

repeat after her for one time, then supplemented some related terms or phrases. It’s 

more or less like this. The pattern was basically the same” (IN8-Jessica-P5). And this 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

81 
 

teaching method was commented by them as “immutable and frozen.” Jim even 

appealed to his teacher for some change on the ways she taught. Agreeing with Jim’s 

proposal, Rita further suggested that the teacher could added some fun by playing 

word games or competitions. Besides the complaint about vocabulary instruction, the 

teacher’s same ways in teaching grammar were also unbearable to the students. The 

habitual ways the teacher usually instructed grammar were indicated by Rita, “Firstly 

she writes the structures on the blackboard, and then she explains the rules and 

provided some illustrative sentences. After that maybe she would ask us to do some 

exercises. It’s basically like this. I feel bored if she teaches us through this fixed 

procedure” (IN8-Rita-P9). Jim further explained the reason that made him feel bored 

with the changeless ways of teaching. He said that his boredom was generated from 

the feelings of no surprise. As he expressed, “I could expect how she’s going to teach” 

(IN8-Jim-P9), said Jim. For the students, that the teacher always instructed the class 

through the same techniques gave them a feeling of monotony, boredom thus occurred 

when they could have anticipated what was coming next. 

     Based on the discussion above, it was to be concluded that part of the L2 

learning boredom students sensed in the L2 class came from their perceptions of the 

teacher’s tedious teaching methods. Teaching techniques including lecturing alone, 

repeating concepts and tasks, giving extra but unnecessary information, preparing too 

little for proceeding activities, and employing the same teaching techniques were 

reported as the factors constituting the students’ feeling boredom in an L2 classroom. 

Because of the teacher’s exercise of these tedious teaching methods, the whole class 

seemed to lack interaction, fall into mechanical drilling, and suffer from cognitive or 

mental burdens. And the smell of boredom thus spread in the class. 

     Although as discussed above that the teaching methods employed by the 

teacher to interact with the students might be the source resulting in the generation of 
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L2 learning boredom, according to the students it seemed that the atmosphere of the 

class could be twisted through presenting the more human-like perspective of the 

teacher. To be more specific, the L2 learning boredom could be eased a bit by the 

teacher’s using of daily life interactive means. Based on the analysis results, three 

daily life interactive means were most popular among the students, which were (a) 

teacher’s sharing of personal stories, (b) teacher’s asking life-related questions, and 

(c) teacher’s chitchatting with the students. Each of them will be specified with 

examples in the following paragraphs.  

     Viewing the teacher as an adult who had more life experiences than they did, 

the students were eager to listen to the teacher sharing her personal life stories. There 

were several reasons that made the students feel it more interesting in listening to 

teachers’ stories than taking the class. First of all, all students expressed that they were 

more attentive when the teacher started talking about her own stories because it was 

the time for them to take a rest. For example, Jessica said that she felt it less boring 

when listening to the teacher’s stories because “she’s sharing about her life stories, not 

things related to learning…And some of the stories are really funny, so of course it 

would be less boring when the teacher’s telling stories” (IN15-Jessica-P13). In 

addition to the temporary distraction from the class learning, Rita also expressed that 

the teacher’s stories gave her a chance to reflect on her own life. As she indicated, 

“Some stories the teacher tells are funny while some are inspiring. They make me 

think of myself. For example, I wondered what kind of person I will grow up to be 

when the teacher was telling us about her life back in junior high school” (IN18-Rita-

P15). The advantage of the teacher’s telling stories was not just this one, Jim even 

suggested that the teacher could use the stories as media to teach them the usages of 

some English expressions. As he expressed, “The teacher could tell stories about the 

use of English in real situations, like some awkward incidents she encountered when 
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travelling abroad. I think we’ll be more interested in listening to her even though 

they’re related to English” (FGIN-Jim-P10). For the students, listening to the teacher 

tell stories did not only earn them a short break, it also provided them with an 

occasion to acquire things related to L2 learning or even life lessons.  

     Apart from the hope of hearing the teacher tell stories, the students also 

expected the teacher to interact with them by asking questions. In general the students 

were pleased by the teacher’s employment of this technique. However, the degree of 

boredom seemed to vary with the question types that the teacher asked. All the 

students felt happier to receive the questions that were more related to daily lives. 

Questions of this kind were either from the textbook or the teacher and usually came 

first before the teacher started talking about the main texts. According to the students, 

this type of questions were easier and more motivating for them to get involved in the 

interaction. For example, Wayne shared the joy of getting right at the question asked 

by the teacher. As he expressed,  

 

It was very easy, you know. The teacher asked about containers…the question 

on the book. And I answered that we could put pizza on a plate. That was 

just…common sense, so it was simple. It would be excellent if the teacher 

could always ask us questions as easy as that one. Then I will definitely know 

the answers. (IN4-Wayne-P10) 

 

When asking Wayne about his feeling, he said that he was delighted because he rarely 

got the chance to correctly answer the teacher’s questions. Jessica also found it more 

interesting when the teacher asked them about their daily lives. As she described,  

 

Just like the last time when the teacher was teaching unit four, she picked 
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some of us to talk about whether we celebrated Mother’s Day and how we 

celebrated it because the dialogue was about Mother’s Day. I think questions 

like these are more interesting. They’re more related to our real lives. (S2IN2-

Jessica-P7) 

 

Compared with questions related to daily lives, the second type of questions, namely 

questions related to L2 learning, were acceptable, though not that pleasing. According 

to the students, even if the extent to which they preferred the teacher to ask learning-

related questions was relatively low, the reason why they still felt it less boring in 

such contexts was that maintaining basic interaction was better than listening to the 

teacher lecturing all along. The feeling towards the teacher’s asking of L2 learning-

related questions was described by Jessica. As she expressed,  

 

After the teacher teaches us grammar by lecturing as reciting scriptures, 

usually she would ask us questions. Although the learning is boring, I would 

be more attentive because I want to answer the questions. I think it’s OK that 

she does it because at least there’s more interaction between the teacher and 

the students. (IN4-Jessica-P4) 

 

Take another student, Rita, as an example. Despite her lack of ability to answer the 

teacher’s questions, she still felt it less boring when the teacher was asking learning-

related questions, compared with listening to teacher’s lecture. As she stated,  

 

      That the teacher asks us questions is better, I think. Because… at least it’s  

better than listening to the teacher lectures by herself. But it still depends on  

the question types she asks. It’s better if the questions are about our daily lives,  
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but it’s more boring if she asks questions that are more related to the class  

learning content. The learning-related questions are too difficult for me to  

answer. However, no matter what questions she askes, in general I like it since  

the class atmosphere usually becomes livelier when the teacher asks questions.  

(S4IN3-Rita-P16) 

 

For the students, although the feeling of boredom slightly varied with the question 

types, having Q&A with the teacher made their relationships more interactive, which 

in turn reduced the boredom that might have occurred a moment before.  

     The third interactive means that was popular among the students was the 

teacher’s chitchatting with them. To differentiate this means from the previous two, 

having chitchat with the students referred to the situations in which the conversations 

between the teacher and the students had nothing to do with the learning focuses; they 

could be the weather, todays’ news, or class affairs. This type of interactive means 

employed by the teacher seemed be the favorite of the students, though the reasons 

that they liked it were pretty similar with the ones discussed previously. The first 

reason was out of their eagerness to talk about the “real things” happened in their 

daily lives. Take Jim for example. He liked to chat with the teacher about the things of 

life because “Those topics are real. Of course they’re more interesting… and more 

meaningful to me” (S1IN1-Jim-P3). Rita also shared similar point of view. As she 

stated, “Classroom knowledge is dead while the knowledge outside the classroom is 

alive” (IN19-Rita-P4). According to the students, what happened in the real world 

seemed to attract more attention and curiosity from them than the learning in the 

classroom did. The second reason was similar to the one mentioned in the section 

discussing the story telling technique, namely the advantage of getting a break during 

the period that should have been fully focused on learning. Take Wayne for example. 
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The time that the teacher chatted with the students was regarded by him as a period 

for not only gaining interaction but also taking a breather. As he expressed,  

 

      I think it’s good that the teacher chats with us because it would be less boring.     

We can also have more interaction with her. In addition, I can rest my brain for  

a while when chatting or listening to my peers chatting with the teacher. It’s  

fun. (S3IN2-Wayne-P2) 

 

What was more interesting was that the teacher’s chatting with the students 

functioned as recharging their mental and physical batteries. In other words, when the 

teacher was having a small talk with the students, the energy they had lost was 

replenished so that they were cheered up to get themselves focused again for the 

following learning. Take Jessica for example. Having chitchat with the teacher 

seemed to be a change of pace that could help her extend further attention. As shown 

in the following excerpt, 

 

      The teacher…she sometimes chats with us and we talk about interesting  

things. When she does it with us at intervals during the class, I’ve got some  

rest and my boredom is ameliorated. And then I feel that I become more  

focused when she goes back to teaching. (IN19-Jessica-P15) 

 

Sharing similar feeling, Rita even drew an analogy between the teacher’s chitchat and 

an alarm clock. As she expressed,  

 

[The time that the teacher chats with us] is like a period of time for us to 

relieve the pressure. When you feel like falling asleep but suddenly hear the 
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teacher start having chitchat with us, it’s just like hearing an alarm clock 

ringing. At that time you’ll suddenly wake up. Although I know that we still 

have to keep on learning, it at least makes me feel better so that I could hold 

on for a longer while. (IN12-Rita-P5) 

 

According to the students, the teacher’s small talk not only provided them with so-

called “real conversations” but also served as occasions for them to adjust their minds 

and keep going. Because of the joyful atmosphere in the class and the relaxing state in 

the mind, that the teacher used chitchat as a tool to interact with the students eased 

their feeling of boredom with the class. 

     To conclude this part, the L2 learning boredom constructed by the social 

interaction between the teacher and the students was influenced by the teacher’s 

control of teaching tempo. The students’ feeling boredom was deepened when the 

teacher used tedious L2 teaching methods to instruct the class; however, the teacher 

could also helped alleviate the L2 learning boredom through utilizing some real-life 

interactive means such as telling interesting stories, asking questions, and having 

chitchat with the students.  

 

4.2.1.2 Students’ Interaction with the Peers 

     Due to the abidance by the classroom rules as well as the compliance with the 

teacher’s authority, students’ interaction with peers was usually more indirect and 

difficult to detect, compared with their interaction with the teacher. However, from the 

classroom observation and the conducted interviews, the social interaction those 

students had with peers did have an impact on the dynamic construction of L2 

learning boredom in the class. According to the results of analysis, the dynamic 

construction of peer-influenced L2 learning boredom was constituted by the interplay 
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between the loose and tight interactions among the students. The explanations of 

“loose” and “tight” interactions and how they interacted with each other to co-

construct L2 learning boredom will be introduced below. 

     All students thought that the “loose” interaction with the peers was the main 

reason resulting in their feeling boredom. The loose interaction here referred to the 

situations in which the students cooperated inefficiently. For example, waiting for one 

another to finish in-class activities was considered boring by the students. Among all 

the class activities, this complaint was most commonly seen when the class was 

required to do listening exercises. Although as discussed in the previous section that 

the students hated the teacher asking whether any students wanted to listen to any 

parts again, the four student participants seemed to vent their anger more on the peers 

who asked for it. As described by Jim, 

 

At that time I really wanted to stitch Frank’s mouth up because he said that he 

wanted to listen to the CD again when the teacher asked. It was so boring! 

Finally we’d finished listening to the torturing voices, but we had to listen to it 

again all because of him! Some of the questions were really simple, I didn’t 

understand why he would like to listen to it for one more time. (IN8-Jim-P7) 

 

Wayne and Rita also queried the efficacy of listening to the CD again. Take Rita for 

example. She did not think that the repetition of the listening would do any help to the 

comprehension. As she stated, “It’s boring! The content has been played; besides, the 

speaker repeats the texts twice for each question. You’ll know the answers if you 

comprehend the questions, so there’s no need to listen to it again, isn’t it? It’s 

pointless” (IN18-Rita-P10). Due to varying language abilities, diverse personalities, 

and different viewpoints towards the activity, the peers’ request for listening to the CD 
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again was in conflict with the four participants’ eagerness to finish the task; and the 

feeling of boredom thus came to them while they were waiting for the CD to be 

played again. Compared with the impatience to wait for other students in listening 

activities, the wait for the peers to finish quizzes or tests was a bigger torture to them. 

When doing listening activities, the students were able to secretly have some chitchat 

with their classmates or did some other things to more or less divert themselves from 

the boredom. However, these behaviors were not allowed when they were having a 

quiz or a test. This restriction impeded them from exercising their freewill to do 

whatever they wanted, which thus deepened the boredom that afflicted them. Take 

Rita as an example. She considered it most boring during the time when she was 

waiting for other classmates to finish the quiz. As she expressed,  

 

I think the most boring thing is to wait for others after the quiz. We can study 

for the quiz before it starts and we have to think and write while doing the 

quiz, but there’s nothing we can do after we finish it. At that time I just want 

the teacher to collect our quiz books as soon as possible, but there’re always 

some people hanging in there! If they could finish earlier, we could chat with 

one another or move on to the next learning activity. (IN12-Rita-P3) 

 

In this case, the students who procrastinated when doing the quiz were regarded as an  

impediment that restrained Rita’s behavior; therefore, the feeling of boredom was  

enhanced. Those students were not blamed for only one thing, Jessica even accused  

them of wasting available class time. As she expressed with anger,   

 

Every time we asked the teacher to talk about or do some interesting things, 

she always refused us on the pretext of no time. That’s because we waste time 
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on waiting for them! I think they actually don’t know how to answer the 

questions, or they won’t spend so much time thinking. If we can save the time, 

then we’ll be able to do more interesting things, right? That’s why I think 

waiting for them is the most boring thing. (IN19-Jessica-P8) 

 

For Jessica, that other students insisted to linger over the quiz and kept them waiting 

was not the only problem, what made her feel even bored was her pity for the wasted 

time that she thought could have been utilized more effectively.  

     Not only in-class activities but also group works could result in the loose 

interaction among the students. However, different from it in whole class activities, 

the feeling of boredom generated from group works did not come from the peers’ 

behaviors but their personalities or the relationships they had with the group 

members. For example, the first thing making students feel bored in group activities 

was working with less intimate classmates. Jessica’s description could best depict the 

situation of discussing with peers to whom they were less close. As she stated, 

 

If we work with more intimate friends, at least everyone will get involved and    

give opinions. And we would have some small talk while we were doing the  

discussion. Then of course it will be less boring. But in the previous group we  

were not familiar with those two boys, so most of the time it was the other girl  

and me doing the talking; and the two boys just sat there and chatted about  

their own stuff. It was more boring then. (IN8-Jessica-P19) 

 

Apart from the group atmosphere, the group members’ attitudes might also influence 

the degree of boredom the students sensed. Take Wayne as an example. His 

willingness to participate in the group discussion decreased due to the sense of 
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alienation from the group. As he expressed, “No one talked with me because I was not 

familiar with them. It made me not willing to take part in the activity. And at last it 

became their own discussion, and I was just thinking about my own stuff” (IN9-

Wayne-P21). According to Wayne, other group members’ attitude, coupled with the 

way he took it made the interaction among them unharmonious, which in turn resulted 

in his feeling boredom with the group work. Similar with the situation of working 

with unfamiliar peers, though, the atmosphere of the group went down even more 

badly when the students worked with students with quieter and passive personalities. 

Take Jessica for example. She complained about the frustration of working with peers 

who barely talk. As she expressed, 

 

Usually I’m the person who takes the initiative because the rest are quieter. 

Because they don’t talk, nobody takes part in the discussion so that the whole 

group remains silent. Everyone is doing his or her own things. Discussing with 

members of this kind really bores me a lot. (IN8-Jessica-P19)  

 

What was even worse was that this kind of unorganized interaction might also 

influence the quality of the discussing results, which made them lose the interest in 

continuing the discussion. As described by Rita,  

 

No matter what topics we’re discussing, those people…they are always 

passive and not willing to participate in the activity. This makes the discussion 

difficult to keep on, so we sometimes just want to randomly get it over with. 

But the bad results further decrease our willingness to go on because the more 

we discuss, the more boring we feel about the work. They really piss me off! 

(IN14-Rita-P4) 
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The unsatisfying results caused from other members’ noncooperation decreased Rita’s 

willingness to keep working on the discussion. Therefore, the feeling of boredom 

increased due to her madness at those passive and quiet group members.  

     To sum up, the students’ feeling boredom caused from their interaction with the 

peers was constituted by the loose interaction among them. Interactions belonged to 

this kind were observed both in whole-class or group activities; situations including 

waiting for other students to finish class activities and working with distant or passive 

peers in groups could disturb the students’ emotions and dull the learning atmosphere, 

which brought about the occurrence of students’ feeling boredom. In short, the fact 

that the students were not on the same pace resulted in the disharmony of the class, 

and boredom thus came after them. 

     Notwithstanding the discussion above, most of the time the interactions with the 

peers was pleasant to the four participants. Based on the analysis results, the “tight” 

interaction occurred among the students was a means to relieve their boredom. As 

opposed to the “loose” interaction referring to the students’ inefficient cooperation, 

the “tight” interaction was related to the immediate verbal interchange, namely the 

fervent conversations among the students. According to the participants, this 

immediate communication among the students made them feel fun and thus eased the 

boredom originated from other boring class stuff. Similar with the “loose” interaction, 

the contexts could happen both in class and in group activities. Furthermore, they 

were classified into interactions that were helpful and unhelpful to the students. The 

following paragraphs will specify each with examples. 

     Although the teacher was stricter in the students’ physical behaviors, usually 

she gave more freedom on their right to speak. This also provided the students with 

more opportunities to interact with the peers during the class time. According to the 
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results, the first type of “tight” interactions occurred in the whole-class learning 

context and could be categorized into unhelpful and helpful situations. The unhelpful 

interactions, though considered profitless, was more favored by the students. The 

reason was simple. They could temporarily get away from the torturing learning tasks 

without paying any efforts. For instance, having some chitchat with classmates 

provided the students with great amusement so that they could be set free from the L2 

learning boredom for a short duration. The following description from Wayne could 

tell how such unhelpful interaction worked on the students’ feelings: 

 

I don’t know…but I think having some chitchat with other classmates is 

interesting. Because…taking the class is so boring and tiring, it will be 

wonderful if we can take a short break through chatting with friends. And at 

the same time you don’t have to think or pretend that you’re listening. 

Besides, you’ll feel secret pleasure when you see the time passes a bit. 

(S3IN4-Wayne-P4) 

 

In addition to chitchatting with peers, other students’ making a joke in class was also 

perceived as an interesting act that could twist the class atmosphere. As Jessica 

expressed, “When Jim says something funny, the teacher or other classmates would 

react to his jokes. The class might have been dull before, but it would suddenly 

become more active” (IN6-Jessica-P14). And this change of class atmosphere in turn 

reduced their boredom and enhance the consequent learning effectiveness. As Rita 

pointed out, “It [Students’ making a joke] makes us relax at that time. And if the class 

atmosphere gets better, it seems that everyone becomes more concentrative on the 

class learning and more enthusiastic about the class discussion and activities when 

going back to the textbook” (IN6-Rita-P14). Based on the discussion above, the 
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students’ feeling boredom could be temporarily eased because the unhelpful but 

interesting interactions among students served as an occasion for them to distract 

attention from the learning tasks, relieve the suffered pressure, and adjust their moods 

to move on.  

Besides simply chatting, the students found that sometimes they were able to 

obtain useful L2 knowledge through interacting with the peers or watching other 

students conversing in the classroom. This type of interactions was labeled as the 

helpful interactions they had with the peers. According to the students, these 

interactions might bring them not only internal relaxation but also actual aid in L2 

learning. For example, students’ arguing on learning-related concepts was one of the 

contexts that could be joyful and beneficial at the same time. Jim and Jessica were 

often the main characters having such arguments. They thought that their conversing 

back and forth not only brought an aura of happiness to the class but also provided 

themselves with an opportunity to learn new things or correct past mistakes. For 

example, one time when the teacher was checking the homework exercise with the 

class, Jessica made a little mistake:  

 

That question was asking about the price. Because there were two items, the 

answer should be are, not is. But I’d thought that the verb to be added after 

how much ought to have been a singular verb because the teacher taught us 

that there should be uncountable nouns after how much… (IN2-Jessica-P18) 

 

At that time Jessica did not realize that she confused the grammar, so she asked the 

teacher about it. But Jim replied to Jessica’s query before the teacher did. The 

situation was depicted by Jim when he chopped in the interview with Jessica. As he 

described, 
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And then I laughed at her and called her a moron! I told her that it was right to 

select are as the answer because there were two items. The whole class then 

burst into laughter. I also thought that it was funny. I’m so smart! (IN2-Jim-

P18) 

 

Although Jessica said that she felt a little embarrassed at that time, she did not care 

and viewed it as a chance to get improvement. As she continued expressing, “I 

thought I learned something, although I was a little bit unwilling to submit. 

Sometimes our positions are reverse. I also correct him because I know things he 

doesn’t know. It is fun that we argue like this” (IN2-Jessica-P19). Besides the main 

characters themselves, the audience also had similar opinions. Both Wayne and Rita 

thought that hearing the other students’ arguing over some concepts was beneficial 

and interesting. As Rita stated,  

 

The students’ arguing often makes the class atmosphere becomes livelier. And 

since the questions for discussion are raised by the whole class, I would have a 

deeper impression on them. It’s good because we feel less bored and could 

learn something at the same time! (IN2-Rita-P19) 

 

Apart from the context in which the students argued over language concepts, other 

peers’ provision with supplementary L2 knowledge also had similar functions. 

According to the students, that the peers provided L2 knowledge was not an ordinary 

way for them to learn; therefore, their feeling boredom decreased when these 

unexpected situations happened. The following statements excerpted from the 

interview with Rita could best depict their feeling. 
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It is common if we learn the concepts from the teacher because that is what we  

usually do. But it would give us a sense of surprise if we hear some knowledge  

from the students. It could attract more attention from us. And when you have  

interest in listening to something, of course it becomes less boring. (IN3-Rita- 

P1) 

 

In addition to having fun and surprises, that the peers’ complementing of L2 

knowledge also made it easier for the students to acquire new things more easily and 

effectively. A real example was provided by Jessica to support her statement. As she 

expressed,  

 

That’s because…we could learn things from our peers, not the teacher, it’s  

more interesting. And I think sometimes it’s beneficial to hear the  

supplementary knowledge from the peers. Take Linda for example. She knows  

some words that have not been taught before. And I remember the last time  

when the teacher asked if anyone knew how to say “sung ping” in English.  

Linda then provided two words, one was pancake and the other was…I forget.  

Actually I’d heard that word “pancake” before, but I didn’t know that it meant  

“sung ping” until she told us. And I’ve memorized it ever since then. (IN2- 

Jessica-P20) 

 

For the students, watching peers’ arguments over learned concepts and listening to 

their complements of unknown knowledge helped them get a double advantage. On 

the one hand, they were more interested in receiving the information and got virtual 

benefits in terms of L2 learning; on the other hand, the feeling of L2 learning 
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boredom was eased by the pleasant learning atmosphere generated from the 

immediate verbal interaction among the students. 

     Compared with the immediate conversations the students had in class, “tight” 

interactions were seen more commonly in group activities since the students were 

allowed to speak righteously when doing group discussions. According to the 

students, doing group discussions could temporarily decrease the boredom they 

suffered in class because group activities were regarded by them as less related to 

learning but more like an occasions for interacting with the peers. Although the types 

of verbal interactions in group works were more limited, they could also be discussed 

from unhelpful and helpful perspectives.  

     Chatting with one another was the unhelpful interaction students had in group 

discussions. Although as mentioned that the students could also chat a bit in whole-

class learning time, they liked to have small talk with their peers in group even better 

because the topics could be freer and the teacher would not stop them. Because of 

these advantages, the students could temporarily forget the feeling of boredom when 

being allowed to talk with others freely in small groups. Reasons making students feel 

less bored when chatting within a group included having more informal interaction 

with others, doing things less related to learning, and idling away some class time. 

Jim’s description about his opinions towards group activities could be used to 

conclude this argument. As he stated,  

 

      It allows us…allows us to interact with one another. Because regularly we just 

listen to the teacher talks about the textbook content, but we’re forbidden to 

interact with other people; I mean…to chat with one another. It is less serious 

when we’re doing group discussions because we can have some small talks. It 

makes me feel less like taking a class. Besides, the learning time would be 
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idled away. That’s why I think doing group activities is more interesting. 

(IN14-Jim-P13) 

 

For the students, chatting with the peers in small groups was the happy hour during 

which they could freely talk about what they wanted without being scolded by the 

teacher. It could make them temporarily forget about the bothering learning stuff and 

earn them some time to take a rest. Because the students had something to do, 

particularly the things they liked, the feeling of boredom decreased a lot when 

chatting with other group members. 

With an assigned task to be completed in a group activity, of course the 

students did not spend all the time chatting and joking around. Instead, they had to 

figure out some ways to get their job done. As opposed to the inefficient working 

among the members in group activities mentioned previously in the “loose” type of 

interaction, working cooperatively with one another in a group was the helpful 

interaction that the students considered interesting in group works. According to the 

students, boredom scarcely came to them when everyone in the group got involved in 

and shared their opinions. Take Jim as an example. He said that the lively discussion 

made him feel less bored since it motivated him to throw more of himself into the 

activity. As he stated, “Everyone would provide their opinions so that we could think 

about something interesting. We’re doing brainstorming together, and this makes me 

feel less bored. Groups like this would let me become more willing to participate in 

the discussions” (IN9-Jim-P14). Besides the internal change of their attitudes, the 

students also got some virtual benefits from the fierce discussions. Similar with the 

situations in whole-class learning, through sharing within a small group the students 

also got chance to correct past mistakes or acquire some extra L2 knowledge or 

correct. Take Jessica as an example. Her misunderstanding of the word usage was 
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corrected through the discussion in a group activity. As she expressed,  

 

For example, like…putting an egg in a bowl…at first I thought that the verb 

should be “take,” but then Henry told me it should be “put” instead. And then 

we had an argument about who got it right. Finally I found that I had used all 

it in a wrong way…Discussing things this way is fun, unlike the discussions 

with the members in my previous group. Those people didn’t talk! (IN9-

Jessica-P22) 

 

According to the descriptions above, having group discussions could be more than 

just having fun. It was also beneficial to them because they could enjoy learning 

through listening to or arguing with other group members. 

Based on the report of analysis result presented above, the “tight” interaction 

could also be found in group activities and were categorized into unhelpful and 

helpful situations. In terms of the unhelpful perspective, chatting with other group 

members could provide the students with a relaxing time for informal interaction. On 

the other hand, the prevent conversations interchanged with other group members also 

gave them more opportunities to acquire L2 related knowledge. In short, students’ 

feeling of L2 learning boredom was temporarily eased when the discussions were 

heated and the cooperation was smooth among the group members. 

In conclusion, the dynamics of peer-influenced L2 learning boredom was 

constituted by the interplay between the loose and tight interactions among the 

students. When the loose interaction, namely the inefficient cooperation, occurred, 

boredom could be easily detected; waiting for other students to finish class activities 

and working with less intimate peers in group activities were examples belonging to 

this kind. On the other hand, the feeling boredom could be eased through the tight 
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interaction among the students. Fervent conversations, including the unhelpful ones 

such as chatting and joking and the helpful ones like arguing over L2 concepts and 

supplementing L2 knowledge, could not only decrease the boredom of the students 

but also create special occasions for learning. 

 

4.2.1.3 Students’ Interaction with the Learning Materials 

     Another thing that is closely linked with students’ L2 learning is the materials. 

In this current study which explored the construction of L2 learning boredom, it was 

found that the generation of L2 learning was related to the materials used by the 

students. Based on the analysis results, the dynamics of L2 learning boredom sensed 

by the students varied with the extent to which the learning materials were “real” and 

“various.”  

     Since a great number of L2 learning materials are “designed,” the unreal 

essence of them thus cannot be avoided. However, this artificial design of the learning 

content had been reported by the students as one of the sources constructing their L2 

learning boredom. According to the students, both the designs of the textbook and 

listening material were too contrived and fixed so that boredom occurred when the 

students used them to learn. How they made influence on the construction of the 

students’ learning boredom will be respectively specified in the following. 

     In terms of the feeling boredom the students had towards the textbook, two 

parts were claimed boring by the students; and the inauthentic reading content was the 

one complained most often. Why the inauthentic reading content made the students 

feel bored could be discussed from two aspects. First of all, all of them thought that 

this kind of makeup stories rarely aroused their resonance. Take Rita for example. The 

reading texts made up by the textbook author were boring and made no sense to her. 

As she expressed,  



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

101 
 

 

Some of the stories the bookmaker invented were really boring. For example, 

a girl wants to hold a party for a boy, so she needs some eggs to make a cake 

for him. But then she finds no eggs in her refrigerator, so she goes to her 

neighbors and borrows some from them. Stories like this are lame. There isn’t 

any real substance in the content. It’s so boring. (S4IN2-Rita-P12) 

 

Jessica also considered this kind of contrived stories not interesting at all because they 

were obviously designed for learning only. As shown in the following excerpt, 

 

      I just feel that stories of this kind are so fake! For instance, in one of the  

readings it talks about the kid’s friendship with a cow. The cow in the story is  

kind of personified. And the story is written stiffly and wearily. This is that  

kind of stories that won’t make me have any thoughts or reflections after I  

read them. On the contrary, the real stories are usually more impactful, which  

will make me have some connection or retrospection. But those makeup  

stories are only designed for learning the words or phrases included in the  

content; it’s extremely boring. (IN19-Jessica-P12) 

 

Besides the lack of sympathy with the reading content, the students also felt it boring 

to read texts that were not related to their daily lives. Jim, for example, blamed the 

generation of boredom on the topics not close to his life by making a comparison 

between two types of content that meant differently to him. As he expressed,  

      

Some of the topics are OK, but some are really boring. I remember one of the  

units introduces Jeremy Lin’s story. That kind of topics is acceptable because  
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at least he’s a real person I know; besides, I like playing basketball. I thus feel  

better reading his story. On the opposite, texts such as holding a party or  

making a pumpkin pie are boring since they have no relations to me. They  

won’t happen in my life. (IN18-Jim-P5) 

 

Holding similar standpoint with Jim, Wayne not only claimed his standpoint but also 

provided some suggestions as alternatives for the textbook author to make 

improvement. As he stated, 

 

The topics are really boring. I’m not interested in knowing how tree frogs live 

at all. Holding parties and making cakes also have nothing to do with me. Why 

can’t they introduce something more interesting, such as travelling, food, or 

aboriginal cultures? Then it might not be that boring for me to read them. 

(S3IN1-Wayne-P5) 

 

For the students, the inauthentic reading texts could not attract their interests because 

they found no things to relate to. In addition to it, they could not understand the point 

of reading texts that had no connection with their lives. The feeling of disassociation 

therefore became the origin of the L2 learning boredom they experienced. Apart from 

the inauthentic reading texts, the fixed format of the exercise designed for practicing 

sentence patterns was also mentioned by the students. The main reason that the fixed 

format bored the students was the uniform layout of each unit. Sentence patterns were 

regarded as one of the language items that the students hated learning the most, the 

invariable design for each unit further deepened the boredom occurred to them. Take 

Wayne for example. The feeling of boredom increased when he was asked by the 

teacher to do the exercises. As he expressed,  
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It’s not creative at all in that the format is always the same in each unit. We’re 

always asked to look at the pictures and make sentences. I hate to learn 

grammar already, and it bores me even more when turning to that page. 

(S3IN1-Wayne-P6) 

 

While blaming on the insufficient creativity of the textbook author, the students also 

sought to get away from boredom by being more creative in making sentences. 

Therefore, the second reason that the students felt bored with the part of doing 

exercise was the restriction of what sentences to make. This complaint could be 

explained more clearly by the description given by Jim. As he expressed, 

 

      I like to make my own sentences. When I was in elementary school, our 

teacher usually asked us to make our own sentences after he taught us a 

grammar point. He said that it would be more useful if we could learn how to 

compose sentences by connecting them with our own experiences; and I found 

it useful and interesting because I often made some stupid and funny 

sentences. It made it easier for me to memorize the patterns. But the questions 

in this book are very mechanic. Sometimes we just need to fill in the blanks. 

It’s very boring! (IN7-Jim-P6) 

 

Agreeing with Jim, all other students also considered that the L2 learning boredom 

could be eased if the design could provide them with more freedom in constructing 

the sentences instead of asking them to make the sentences accordingly.  

     The other source of L2 learning boredom resulting from the learning materials 

was the listening materials; and most of the complaints were about the CDs used to do 
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listening practice. According to the students, the unnatural accents of the speakers in 

the CDs were the most unbearable. Jim, for instance, was the one had the biggest 

reaction towards the unnaturalness of the speakers’ intonations. As he complained,  

 

I really hate the ways the speakers talk in the CD. They overdo the sentences 

and make them sound affected. Why can’t they just read the sentences 

naturally? Why do they always accentuate the cadence of the speech? It makes 

me feel sick when listening to it. Of course it’s boring if you don’t want to 

spend one second listening to it while you have no choice but to do so. (IN18-

Jim-P10) 

 

Besides the dislike of the speakers’ unnatural accents and intonations, the routine of 

repeating each question twice also bored the students a lot. Two reasons were 

provided by the students to explain their discontent towards this design. First of all, 

the tiredness of listening to the same content for two times had worn down their 

willingness to stay focused. Rita’s statements could best illustrate the students’ 

disfavor with the repetition of the listening content:  

 

      It’s a kind of burden making me feel not only bored but also anxious. It’s 

already boring that we have to do the listening practice, but their repeating for 

each question makes me feel even worse. The repetition for the short questions 

may be more bearable, but for the long questions…it’s horrible. In addition, 

the repetition becomes a disturbance that interrupts my thinking. Eventually it 

becomes tedious torture to me. (IN6-Rita-P15) 

 

Sharing similar feeling with Rita, Jim defended his standpoint by comparing the 
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listening materials to real-life situations. As he stated,  

 

      I feel impatient about it! It’s boring and tiring to listen to it for two times. 

When you meet foreigners in real life, will they talk to you like this? “How are 

you today? How are you today?” Will they speak like a robot and greet you 

two times? It won’t happen! (IN6-Jim-P15) 

 

When the interviewer queried the possibility of reducing the degree of comprehension 

if the speakers simply read each question once, Jessica raised an alternative plan 

which was wildly accepted by all the others. As shown in the following excerpt,  

 

Listening to it for just once might be difficult for us to comprehend, but I’d 

rather listen to the whole content all over again after finishing the first round 

than listen to every question for two times. By doing so, I think maybe it will 

be less boring because I’ll be more attentive. Also, it’ good that we don’t have 

to wait for the speakers to repeat the same question again because that pattern 

always makes me feel that the time seems to move at a snail’s pace. (IN6-

Jessica-P15) 

 

For the students, the design of the listening material which kept them waiting for the 

repetitions was considered time-wasting, mental torturing, and reality disconnected. 

Boredom thus became one of the emotions the students had towards it.  

     Although the students considered that some parts of the learning materials were 

too artificial to arouse their interests, some other designs of the content were praised 

by them. Based on the complaints about the fakeness of the learning materials, it was 

not difficult to infer that the students appealed for things with which they could 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

106 
 

connect. Therefore, contrasting with the factors resulting in the students’ feeling 

boredom, those parts included in the textbook that could activate connections with 

real life or ease their boredom by adding variety were commented more interesting. 

     The first design of the textbook that could help connect the learning with real 

life was the warm-up activities. For the following reasons, warm-up activities were 

reported by all students as the part that could help ease their L2 learning boredom. 

First of all, the topics discussed in warm-up activities were usually more motivating. 

Rita, for instance, provided an example to illustrate her favor of using this part as the 

learning content. As she described, 

 

      Usually this part is more general. It’s like a guide helping us get the main idea  

of this unit. And the topics are the things that we may encounter in daily lives,  

such as festivals, pets, and things we do after school. This part, unlike the  

theme words or sentence patterns, could make me have more connections with  

my own life experiences. Therefore, I like this part more than any other.  

(IN14-Rita-P16)  

  

In addition to the reason discussed above, the students felt that the warm-up activities 

interesting also because of its essence to elicit discussions. As discussed in previous 

sections, being able to verbally interact with the teacher and the peers was viewed as 

an effective way to decrease the students’ L2 learning boredom in class. The design of 

the warm-up activities thus offered them one more occasion to interchange opinions. 

As Jessica indicated, “I like this part because we can have discussions with the 

teacher as well as other classmates. When the teacher is teaching this part, most of the 

students jump into the discussion immediately. It is fun” (IN14-Jessica-P16). 

According to the students, the design of warm-up activities provided them a chance to 
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talk about things that were more meaningful to them, boredom was therefore relieved.  

     Besides the warm-up activities, the extension of the textbook was the other part 

considered less boring by the students. The extension part was favored by the students 

for two reasons. Firstly, since the extension part in each unit was different in its 

content as well as the format, the variety thus aroused the students’ curiosity and 

decreased their L2 learning boredom. Take Jim as an example. The various content 

seemed to provide him with some expectation towards the class. As he expressed,  

 

      If I really have to choose, the extension part might be the most interesting part  

to me. Because the content is different in each unit; it might be a story, a 

conversation, or comics. When getting into a new lesson, I often turn to the 

extension part first to see what is introduced. I’ll be very happy if it is comics, 

but others are fine with me, too. (IN19-Jim-P15) 

 

Apart from the variety, meaningfulness was the other reason making the students feel 

it more interesting to learn the extension part of the textbook. According to the 

students, because the learning was more meaningful to them, the content of the 

extension even aroused their interests or even autonomy to learn. Take Jessica for 

example. She thought that learning the English proverbs through reading comics was 

interesting because she could compare the usages between the learned language and 

her mother tongue. As she expressed, 

 

      I remember one of the extension activities was learning some English 

proverbs. One of the interesting proverbs I learned was “to work like a dog.” 

In Chinese we also have some idioms that could be used to describe hard-

working people, but I didn’t expect that they would use “dog” as the metaphor. 
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It left me a great impression. Learning English like this is much more 

interesting than reading the boring texts and dialogues. (IN19-Jessica-P17) 

 

Having her native tongue as the base, Jessica had fun to learn the English proverbs 

and enjoyed making comparison between the sayings of two languages. L2 learning 

boredom thus decreased when she found things that were interesting and meaningful 

to her. Similarly, Rita’s hobby of reading comics made her have more interest in 

learning the extension parts, though the content was written in English. Her fondness 

for reading comics even urged her to read the content just for fun. As she expressed, 

 

      Sometimes this part will be skipped by the teacher because she says that we 

don’t have time for it. But the content of the extension parts are usually funny; 

besides, reading comic books is one of my favorite hobbies, so I sometimes try 

to read them by myself. When seeing words I don’t know, I ask the peer sitting 

next to me for help because his English is very good, though I won’t 

memorize them. It’s a pity that the teacher does not teach this part. (IN19-Rita-

P12) 

 

For Rita, her interest of reading comics as well as the amusing content seemed to  

make her temporarily forget the pain of learning English; it even became a motivator  

prompting her to take initiative to get to know the language that she might not be  

interested in studying. L2 boredom was of course eased a lot. 

Although the interaction the students had with learning materials seemed to be 

more unidirectional, the invisible interaction was clearly illustrated through the 

students’ feelings and interpretations of the learning content. Based on the discussion 

above, it could be concluded that the extent to which the learning materials were 
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“real” and “various” would decide the degrees of L2 learning boredom sensed by the 

students. Learning content such as inauthentic reading texts and unnatural listening 

materials that were considered less related to their lives or too fixed in the 

presentations were more boring to the students. On the other hand, when the designs 

of the materials could facilitate the students’ connections with real lives or arouse 

their interests by adding more variety, the feeling of boredom would be decreased; the 

warm-up activity and the extension part of their textbook were examples that had 

positive impact on reducing the generation of the students’ L2 learning boredom. 

 

4.2.1.4 Students’ Interaction with Learning Activities 

     Although a forty-five or fifty session might not be a long time, a language class 

is usually composed of many different learning activities. These activities, however, 

might not be equally welcome to students. According to the results, the dynamic 

construction of L2 learning boredom was influenced by the activity orientations. Two 

opposite orientations classified based on the learning purposes will be discussed in the 

following. 

     Based on the data analyzed, the students felt bored with the language aspects of 

the L2 learning. To be more specific, among all the activities implemented in the 

classroom, those that drew their attention more on the learning of language skills were 

reported more boring by the students. Several examples will be used explain their 

dislike of language learning-related activities. First of all, all the students felt it 

suffering when they were doing reading or listening activities due to the requirement 

of cognitive effort, especially in the aspect of interchanging the two language systems 

they had. Take Wayne as an example. He thought that his inability to transfer English 

into Chinese was the reason impeding him from comprehending the listening content. 

As he expressed,  
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Because… my brain does not exercise so quickly. When hearing the words, 

you have to associate them with their Chinese meanings right away; besides, 

the grammar…if your grammar is not correct, you won’t comprehend the 

content, either. So finally it’s totally a mess, and then I give up. It’s of course 

boring if you don’t understand it. (IN20-Wayne-P9) 

 

For Wayne, his assumption that the listening content could only be understood when  

he could translate the English word strings to their Chinese meanings enhanced his  

cognitive burden. Once he got lost in the task because of the demand beyond his  

competence, the resistance to complete and activity increased and L2 learning  

boredom came to him. Another student, Jessica, also shared the similar opinion  

towards doing reading activity. In her case, reading was boring because she needed to  

pay full attention to read every single word of the text. As she stated,  

  

      I don’t know... I just feel disgusted at reading a lot of English words. I can 

understand them, but only when I’m completely focused; it’s totally different 

from reading Chinese. Besides, it’s also different from reading Chinese in that 

I have to read word by word and line by line, or some important information 

will be missed and the meaning will become totally different. (S2IN1-Jessica-

P5) 

 

For Jessica, the reading strategy that she believed useful caused a mental pressure to 

her. Since this pressure resulted in her negative attitudes towards doing such activities, 

boredom was thus used to express her suffering.  

Apart from doing listening and reading activities, learning grammar and 
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vocabulary was considered even more boring to the four students. Take Jim as an 

example. Dealing with grammatical structures was the most boring thing to him 

because those rules were just nothing but meaningless series of symbols to be 

memorized. As he indicated in the following excerpt, 

 

      Because grammar is not related to real lives at all; besides, it’s less possible 

that the learning of grammar could be connected with any funny stuff. It might 

be a little more fun if the teacher talks about some interesting things such as 

embarrassing disclosures of misuse of grammar. But to me grammar is 

composed of a lot of symbols that I have to memorize, which is similar to 

Math, the subject I hate the most. Therefore, it is a boring thing in essence. It’s 

not that possible that I would like to learn it. (IN20-Jim-P6) 

 

For Jim, although it was fortunate that the boredom of learning grammar could be 

eased a little bit by other approaches, doing grammar activities was a boring thing in 

essence since the structures he was forced to memorize contained no meaning and had 

nothing to do with his real life experiences. Chiming in with Jim’s opinion, Rita felt it 

boring to learn grammar and vocabulary because they could not arouse any of her 

curiosity and willingness to know more about them. As she expressed,  

 

      It’s just unnatural…When learning Chinese, we don’t learn the grammar and 

memorize the words. But you have to do such things when learning English. 

The rule will directly show you what structure to use when asking directions 

and the Chinese translation will let you know what the word means. It’s not 

like reading some interesting texts which sometimes would make me want to 

know what happens next. You won’t be curious about what the grammatical 
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structures are about and what the words mean. (IN20-Rita-P6) 

 

According to Rita, learning English through cutting it into small pieces seemed to 

make the learning become mechanical. Therefore, to learn grammar or vocabulary 

was not to understand the meaning but simply to memorize those segments of 

language. This detestation deepened when she compared the learning of English with 

her experience of learning Chinese. These interpretations she held towards the 

activities of learning the two meaningless language items thus facilitated the 

generation of boredom.  

     Unfortunately, the L2 learning boredom originated from language learning-

related activates did not simply occur in whole-class learning; the same complaint was 

raised when the students were asked to do translation tasks in groups. The first reason 

making students hold negative judgment about doing translation activities was pretty 

similar with it of doing reading and listening activities, namely the requirement of 

cognitive burden. As Jim pointed out, “Doing translation activities is more boring 

because you have to think. You have to use your brain to squeeze out the English 

sentences corresponding to their Chinese meanings. That’s such a tiring and boring 

task” (IN5-Jim-P5). In addition to this simplest reason, the second reason lied in their 

not understanding of the activity purpose and could be illustrated by their query of the 

meaning of doing group discussion. Take Jim for example. Doing translation practice 

within a group was regarded by him as a pointless and time-wasting task. As he 

expressed, 

 

      I don’t get the point of doing translation activities in small groups. Holding a 

discussion should be like…having a topic and exchanging opinions with one 

another, right? What’s the point of discussing how to translate Chinese to 
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English? We’re actually doing grammar and vocabulary practices, not 

discussion. I’d rather do it as homework, or it’s just a waste of time. (IN5-Jim-

P5) 

 

For Jim, doing translation as a group activity was a disguised form of doing structural 

practices, which was in conflict with his own definition of group works. The feeling 

of boredom thus increased in response to his mental discontent. Apart from the two 

reasons discussed above, the third reason was the extended idea of the previous one. 

According to the students, feeling that they were restricted was the other factor that 

they blamed boredom on translation activities. Take Rita as an example. Doing 

translation activities left them little space to exercise their creativity. As she 

expressed,  

 

Discussing topics related to real lives is more interesting. Doing translation 

activities, on the contrary, restricts us in many aspects. We have to follow the 

rules because there’s a model answer; and if you get it wrong, it’s just wrong. 

In addition, unlike other activities that may elicit a lot of creative ideas from 

us, doing translation activities does not allow us to share opinions. That’s why 

it’s more boring to me. (IN20-Rita-P3) 

 

When the students were asked to do translation activities in small groups, there 

seemed to be a fixed blueprint for them to follow. However, unsurprisingly this frame 

had become the obstacle that restricted their willingness to share different 

perspectives or give various opinions, which resulted in the origination of L2 learning 

boredom.  

     Based on the students’ complaints about language learning-related activities, it 
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could be inferred that meaning-oriented activities were more welcome to the students. 

Compared with handling the learning of the language skills, the interaction with 

activities that drew their attention on the meaning was easier and more interesting to 

the students. Several meaning-oriented activities that they preferred doing will be 

explained with explanations individually.  

     According to the students, activities such as chatting or listening to the 

teacher’s stories which had been discussed previously could ease their feeling 

boredom, but meaning-oriented L2 activities here were different from the above 

activities in that the meaning-oriented L2 activities here referred to activities that 

could reduce the students’ boredom while were at the same time beneficial to their L2 

learning. The first meaning-oriented activity about which all the students felt excited 

was watching English video clips. Although they confessed that one of the reasons 

was that watching videos could temporarily get them away from doing the regular 

class learning, all of them also found it helpful to their English learning. For example, 

the impression of the learned knowledge from the book would be deepened through 

watching related video clips. As indicated by Wayne,  

 

      Watching video clips is an interesting activity in substance. Just like watching 

TV, you won’t feel bored with watching TV, right? Besides, it’s beneficial 

sometimes; for example, I didn’t know what the word, butter, meant even 

though we just did the translation activity yesterday. But after watching the 

video, I could immediately connect the word with its meaning this morning 

when I heard two classmates talking about it. (IN8-Wayne-P11) 

 

Although the extended reading had been guided by the teacher the day before, the 

teaching seemed not to be picked up by Wayne. However, since watching video clips 
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was an interesting activity that could attract his attention, he therefore put more 

focused on it and acquired the word that had been missed previously.  

In addition to watching video clips, the students also liked activities that could 

engage everyone, such as voting. According to the students, voting was fun because 

the classroom atmosphere would suddenly be twisted due to the shift from the tedious 

learning to the real life interaction. Rita, for example, thought that the activity of 

voting could help kill two birds with one stone. The first benefit was the adjustment of 

the class aura. As expressed excitedly by Rita, 

 

If you had been there, you’d have known how happy we were. When we were  

voting for our favorite after-school activities, the classroom atmosphere  

suddenly changed. Everyone was talking with one another about the after- 

school activities they liked to do, including me. And then the teacher asked us  

to raise our hands and made a vote. It was interesting to know what my peers  

usually do after class; it could give us more topics to chat about. I think that  

was because the topic we were discussing was more related to our lives, so  

everyone liked it. It was interesting. (IN7-Rita-P7) 

 

Since the activity of voting for things that they were interested in discussing could 

arouse the resonance from everyone in the class, not only the classroom atmosphere 

but also the students’ mood would become vigorous. This twist of atmosphere not 

only helped increase Rita’s involvement in class but also attenuated the feeling of her 

L2 learning boredom. When being asked about why they considered this kind of 

activity beneficial, they provided a surprising and interesting answer. For example, 

according to Jim, this kind of activity seemed to create an occasion for him to practice 

more of the learned terms or phrases. As he expressed, 
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      Because I can use them. I mean…usually when we learn new terms, we just 

repeat after the teacher for one or two times. However, in that activity I used 

Chinese and the English terms reciprocally. It helped enhance my 

memorization. For example, before we made the vote, I was guessing what 

items the people sitting around me would vote for. And then I pointed at each 

one and said to them the item that I thought correct; for instance, I pointed at 

Jade and said, “Your choice must be play[ing] tennis, right?” Things like this 

helped me practice the words we learned. After that game, I found that I could 

remember most of the terms we learned that day. (IN8-Jim-P14) 

 

Although at first Jim was just doing it for fun and did not realize its benefit  

consciously, the activity seemed to form a meaningful context for him to use the  

language. And that nice experience even prompted him to make such a conclusion,  

“We should have more activities like that because they are interesting and helpful”  

(IN8-Jim-P14). 

Similar with the situation of the students’ interaction with boring class  

activities, the activities making them feel less bored occurred in group work as well. 

As opposed to their complaints about language learning-related activities, the more 

the topics were related to real life experiences, the more interesting the students 

thought the activities were. Take Jessica as an example. She felt that discussing things 

that were meaningful to them would make her feel more willing to participate in the 

activities. As she expressed,  

 

      Because… if the topics are more related to our lives, there will be more things 

that we can share with one another; besides, the discussion will become more 
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interesting since everyone will be more involved. Just like the last time when 

we were talking about how we were going to celebrate Mother’s Day, the 

members of our group thought of many amazing ways to surprise our moms. 

Of course it was less boring to discussing topics like this than translations. 

(IN14-Jessica-P6) 

 

Based on the excerpt above, there were two reasons why topics more related to the  

students’ real lives would be more welcome to them. Internally, those topics usually  

could arose more of their intrinsic interest so that they would feel more connected  

with the discussions and willing to share their opinions. Externally, influenced by  

other students’ involvements as well as the discussing atmosphere, the cooperation  

became smoother and thus brought more fun during the discussing process.  

According to the presented result of this section, it was found that the dynamic  

construction of L2 learning boredom was constituted by the students’ interaction with 

learning activities varied with the orientations of the activities. Analysis results 

showed that the students got more bored with activities that drew their attention on the 

learning of the language aspects. Example activities such as the learning of reading, 

listening, grammar, vocabulary as well as doing translation in small groups were 

reported boring because they were more mechanical, restricted and demanded more 

cognitive efforts. On the contrary, activities that were more meaning-oriented, such as 

watching video clips, voting, and discussing life related topics in groups, provided 

occasions for them to slack off a bit from the cognitively demanding learning tasks. In 

addition to it, they were considered more interesting, meaningful, and even beneficial 

to the students’ L2 acquisition. Due to the advantages mentioned above, activities of 

this kind were commented less boring by the students. 
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4.2.1.5 Summary:  

     In the L2 classroom which could be viewed as an epitome of the society, it was  

natural that the students’ emotions were affected by their interaction with all people  

and things involved. According to the analysis results, the dynamic construction of L2  

learning boredom was co-constituted by the interactive flow in the L2 class and the  

extent to which meaningful approaches were applied. The students felt it more boring  

when they perceived the teacher’s teaching methods tedious, the cooperation with the  

peers inefficient, the leaning materials contrived, and the learning activities too  

language-focused. These circumstances made the interactive flow tardy and the  

learning less meaningful, which increased the boredom the students experienced in  

class. On the contrary, all students felt less bored when the interaction in the class was  

more active and the learning was more related to their real lives. The use of daily-life  

interactive means by the teacher, the fervent conversations with the peers, the  

meaningful and various learning materials, and meaning-oriented class activities  

belonged to this type of interaction which could help ease the students’ feeling  

boredom in an L2 classroom.  

 

4.2.2 Differences 

     Although as previously discussed that the four participants shared many 

features in common, in certain aspects the socially constructed L2 learning boredom 

was perceived and interpreted differently by the successful and unsuccessful students. 

According to the analysis results, the interplay between the difficulty degrees of given 

information and the self-perception of capability was the main reason influencing the 

dynamic construction of L2 learning boredom to the two groups of students. To be 

more specific, how the successful and unsuccessful students perceived the task 

difficulties and their beliefs in the abilities to deal with them were the key factors 
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deciding whether they felt bored with the L2 learning or not. Similarly, the discussion 

will be illustrated based on their interaction with the teacher, the peers, the learning 

materials, and the class activates. In order to underline the differences between the 

successful and unsuccessful students, in each section the perspectives of the 

successful will be discussed first, followed by the opinions from the unsuccessful 

students. 

 

4.2.2.1 Students’ Interaction with the Teacher 

     In the L2 classroom, the teacher was usually the authority taking charge in 

designing the lessons and transmitting the L2 knowledge. Although receiving the 

same input from the teacher, the four students perceived it in different ways. One of 

the reasons leading to the difference was the divergent levels of L2 proficiency that 

they possessed. According to the results of analysis, the teacher’s manipulation of 

“i+1” (Krashen, 1985) was the key factor making the dynamic construction of L2 

learning boredom different to the successful and unsuccessful students. Or to put it 

another way, the reason why the two groups of students experienced boredom in 

different ways when interacting with the teacher was that the so-called 

comprehensible input (Krashen, 1985) meant differently to them. The dynamic 

interaction constructing L2 learning boredom to each group of students will be 

depicted respectively below.  

     For the two successful students, the input that lacked challenge was the main 

reason for the L2 learning boredom generated from the interaction between the 

teacher and the students. The insufficient challenge from the teacher could be found in 

two different circumstances. First of all, both of the two successful students 

complained that they felt bored because the ways the teacher transmitted newly-

learned knowledge were too easy to comprehend. Take Jim as an example. He 
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considered that the teacher’s way of instructing vocabulary was not challenging 

enough to arouse his interest. As he stated, 

 

      Because I could read the words by myself you know. And if we simply repeat 

after the teacher, it totally lacks challenge to me. In that way, my brain is 

usually not working. Besides, I cannot show that I’ve already known how to 

pronounce those words. It’s boring when the teacher teaches in this regular 

way; however, it’ll be better if she could add some challenge in the teaching 

process. In this way I think the time will pass more quickly as well. (IN5-Jim-

P2) 

 

From the excerpt above, the L2 learning boredom that Jim experienced was from the 

teacher’s not giving enough challenge of the input. The way the teacher taught 

vocabulary not only reduced his interest to learn but also impeded him from getting a 

sense of self-achievement. Therefore, he even suggested that the teacher could use 

some teaching techniques to make the teaching more challenging and fun. Similar 

with Jim’s viewpoint, Jessica, the other successful student, also regarded the lack of 

challenge in the teacher’s giving of input as one of the sources resulting in boredom to 

her. For instance, she felt it boring when the teacher was teaching a grammatical point 

considered too easy by her. As she expressed,  

 

      At that time, the thought came to my mind was “It’s too easy!” The teacher 

was writing the sentence “Which do you like, rice ______ noodles?” on the 

blackboard and asked us what word should be put in the blank, “or” or “and.” 

It was so easy and bored me to death. It would have been better if she had 

asked us about which interrogative to use because that should be the main 
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point. Her asking of this question was totally unhelpful to the improvement of 

my English. (IN2-Jessica-P5) 

 

Based on the excerpt above, Jessica took a further step to make judgement on the 

teaching content that the teacher provided. For her, the more challenging concepts 

were viewed as the worthier parts to learn. Therefore, when the teaching information 

given by the teacher lacked challenge, the learning became meaningless and boring. 

The second situation that boredom happened particularly to the successful students 

was when the teacher talked about the ideas that had already been learned before. 

Take Jessica for example. She said that her brain almost stopped working when the 

teacher was explaining things that she had learned in her cram school. As she 

expressed,  

 

      When she [the teacher] is teaching new concepts, at least I keep thinking. 

However, because a lot of the words and grammatical points have been 

learned in my cram school, I would fall in a daze easily when listening to the 

teacher repeats them again. There’s nothing new for me to learn, so…it’s 

boring. (IN2-Jessica-P17) 

 

In this circumstance, the repetition of the learned-knowledge given by the teacher  

decreased the difficulty level of the given information; receiving nothing new from  

the teacher thus became the source resulting in the L2 learning boredom to her. In  

sum, the successful students’ feeling boredom might be particularly caused from the  

mismatch between the teacher’s given challenge and their self-perception of L2  

proficiency. Based on the discussion above, it could be concluded that one of the  

reasons constituting L2 learning boredom to the successful students was the lack of  
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timely challenge from the teacher’s teaching techniques and content.  

     Although the teacher’s giving of not enough challenge bored the successful 

students, some other way of her instruction, on the other hand, helped expel the L2 

learning boredom sensed by the students. Based on the analysis results, the successful 

students’ feeling boredom was temporarily eased when the teacher used some 

teaching techniques to test their learning outcomes. Two types of interaction were 

most commonly mentioned by the students; and getting opportunities to answer the 

teacher’s questions was the first one considered more interesting by the two 

successful students. Take Jessica as an example. She thought that answering the 

questions posed by the teacher was fun because she could examine how much she had 

acquired. As she expressed,  

 

Because I can do some self-testing to see whether I understand the things 

taught by the teacher or not. It’s more interesting because I’ll be happy if I get 

the answers right. But if I get them wrong, at least I’ve got the chance to 

correct myself. Besides, the teacher would give us extra points if we answer 

the questions correctly. So why not answering the questions? Through doing it 

I can kill two birds with one stone. (IN6-Jessica-P9) 

 

For Jessica, in addition to earning extra points as the reward, seizing the opportunities 

to answer the teacher’s questions could give her a chance to examine and reflect on 

her own learning process and results, which made her feel more interested in the 

learning. The other successful student, Jim, even compared answering the teacher’s 

questions to his favorite leisure activity—playing computer games to show why he 

liked to answer the teacher’s questions. As he described in the following excerpt,  
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      A question asked by the teacher is like a level that you must complete if you 

want to get to the higher level, that’s why I like to answer the teacher’s 

questions. It’s fun! Even if the teacher does not call me to answer the question, 

I usually answer them by myself in my mind. I don’t know…I think at least 

the teacher’s asking questions makes me feel that there’s some challenge for 

me to break through, not just like an idiot sitting there with a blank mind. It 

makes me more attentive and interested in the class. (IN8-Jim-P12) 

 

According to Jim, interacting with the teacher through answering the questions was 

like a process of self-challenge. Not simply considering it a test from the teacher, Jim 

was also making a self-test in his own mind when being asked a question by the 

teacher. Through the direct or indirect conversations with the teacher, coupled with 

the activation of his thinking, the feeling boredom was reduced. The second way used 

by the teacher to test the students’ learning performance was to ask for volunteers to 

write sentences on the blackboard. This technique was also very welcome to the 

successful students since they regarded it as an even more challenging task. Take 

Jessica for example. Volunteering to write sentences on the board was exciting to her 

because writing sentences was more difficult than answering questions. As she 

expressed, 

 

      Because writing a sentence is not as simple as answering a question which is 

usually a small point of a big concept; it requires a full understanding of the 

sentence structure and the usages of the words. It’s more difficult. Besides, 

you need to have the courage to face others’ judgements or mocking laughter. 

But I like to write sentences on the board because it’s more challenging and 

exciting. (IN10-Jessica-P3) 
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For Jessica, the difficulty of writing sentences on the board lied in two aspects. The 

first challenge was more about the technical perspective since composing a full and 

correct sentence required a higher level of L2 ability. Furthermore, she needed to 

conquer the mental fear because the process of correction was like an open trial held 

by not only the teacher but also all the classmates. However, although the difficulty 

increased, her willingness to accept the challenge given from the teacher in turn 

helped ease the L2 learning boredom and made the learning process more interesting 

to her. Similar with Jessica, Jim also expressed his enjoyment of being picked up by 

the teacher to write sentences on the board. For him, it was like an opportunity to test 

whether his learning was efficient or not, especially when the sentences to be 

composed required the application of newly-learned concepts. The following except 

clearly depicted Jim’s ideas about this teaching technique: 

 

      I admit that I love to show my ability in front of people, but it’s also a good 

chance to see whether I get the points correctly. And I particularly like to write 

sentences that have just been taught because it’s like a new challenge to me. 

Because it’s new…it’s a thing that I’m not so sure if I can do it or not. But it’s 

also more exciting to me. (IN20-Jim-P8) 

 

Similar with the previous discussion, the opportunities of writing sentences on the 

board provided Jim the occasions to monitor his own learning. And he further pointed 

out that taking the challenge that was a little beyond his current level could bring him 

more fun because of the excitement about the new trials. From the above discussions, 

it could be concluded that the teacher’s timely and appropriate testing of the two 

successful students’ learning results gave them the opportunities to challenge 
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themselves and make evaluation of their learning, which activated their thinking and 

eased the L2 learning boredom they suffered in class.  

     Possessing different levels of L2 proficiency, the two unsuccessful students’ 

interpretation of comprehensible input was of course distinct from the successful 

ones’. Therefore, on exactly the contrary to the reason causing the successful students’ 

feeling boredom, the high challenge of input provided by the teacher was the major 

reason that L2 learning boredom was constructed to the unsuccessful students. Two 

aspects of the interaction with the teacher were reported boring by the unsuccessful 

students. First of all, the two students felt it too challenging when the teacher’s 

instructions were too difficult to follow. Take Rita for example. She complained that 

she couldn’t understand the teacher when she used some technical terms to explain 

some grammar points. As she indicated, 

 

      The grammar is already difficult for me to understand, but the use of those 

terms such as propositions and infinitives impedes me from comprehending 

the teacher even more. When I find that my thinking has been constantly 

interrupted, I couldn’t help but start staring blankly at the blackboard. (IN7-

Rita-P6) 

 

According to Rita, that the learning of grammar required more competence than she  

possessed could already be one of the potential factors resulting in her boredom. What  

was worse was that the technical terms used by the teacher had made the learning  

become even more challenging to her. This challenge that was beyond what she could  

handle thus deepened her feeling of boredom. Wayne also had the same complaint  

when being asked by the teacher to do writing exercises right after a new concept was  

delivered. As he stated, 
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Writing is a difficult thing in essence. I can’ write, and sometimes I even don’t 

know how to spell the words contained in the sentence that the teacher asks us 

to write. But at that time she [the teacher] just wrote some sentences on the 

board and asked us to translate them into English immediately after she taught 

something. It was not possible for me to do it, so it was really boring! (S3IN1-

Wayne-P11) 

 

Making a complete sentence would have had been a difficult thing for Wayne; 

however, what made him feel even more challenging was being asked by the teacher 

to make sentences right after a new grammar point was taught ; and the feeling of 

boredom thus came after him. In addition to the difficulty of following the teacher’s 

instruction, not being able to answer the teacher’s questions was the other type of 

interaction making the unsuccessful students feel bored with the class. Take Rita as an 

example. Although Rita thought that the teacher’s asking questions was a good way to 

have more interaction with the students, the inability to answer the questions posed by 

the teacher still became a source causing her L2 learning boredom. As she expressed,  

 

I think…something is of course better than nothing, but it’s still not that 

interesting because I don’t know how to answer the teacher’s questions. When 

other students are raising their hands and trying to earn the chance to answer 

the grammatical or vocabulary questions, I’m usually sitting there quietly and 

thinking nothing. (IN8-Rita-P12) 

 

As previously discussed, the technique of asking questions was welcome to all the 

students since it increased the interaction between the teacher and the students. In 
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addition, it also made the class atmosphere became better. However, the extent to 

which asking questions was interesting to the students varied with not only the types 

of questions asked but also the students’ English proficiency. Since questions related 

to L2 learning were too difficult for unsuccessful students to answer, the challenge 

seemed to be too high to elicit their willingness to stay focused and participate in; 

therefore, their feeling of L2 learning boredom occurred. According to the two 

unsuccessful students, learning English had already been a thorny task to them, but 

the challenge they received from the teacher made it more difficult for them to digest 

the learned information. Therefore, L2 learning boredom appeared because of the 

interaction with the teacher.  

     Although most of the time the low L2 proficiency and the high challenge given 

by the teacher overloaded and bored the two unsuccessful students, their feeling 

boredom could also be temporarily eased through some other kinds of interaction with 

the teacher. According to the two unsuccessful students, the less the teacher’s teaching 

caused their cognitive burden, the more interesting they considered the class was. Two 

situations belonging to this type of interaction were indicated by two of them. First of 

all, the unsuccessful students liked it the best when the teacher was talking about 

topics not related to L2 learning. Take Wayne as an example. He thought that the 

interesting life experiences shared by the teacher could help rest his brain and relieve 

his boredom generated from the tight learning schedule. The other unsuccessful 

student, Rita, even said that those moments were usually viewed by her as the most 

interesting parts of the class. As she expressed,  

 

      Of course I know it would be more interesting if I could do as what they do  

[taking the challenge], but the thing is, I can’t! Not being able to understand  

the teacher makes me feel bored and not willing to take any challenge. So…I  
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still think that it will be more interesting if the teacher could talk about things  

not related to English learning, such as her personal funny stories. Unlike  

listening to the teacher’s lectures, I could at least understand her without  

paying too much effort when she’s talking about things not related to learning.  

(IN7-Rita-P10) 

 

Because of the learning difficulty Rita had towards English, she felt it more 

comfortable when the teacher was not giving her “things that she did not understand.” 

For her, the teacher’s talking about topics not related to learning did not require much 

of her L2 cognitive ability and thus got her more mentally involved, which reduced 

the boredom constituted in the process of the L2 class learning. The other type of 

interaction indicated less boring by Rita and Wayne was the class situations in which 

the teacher taught the learning content that did not require their retrieval of prior L2 

knowledge. Take Wayne for example. He felt that his interest in listening to the 

teacher increased a little when the teacher told them that the concepts to be taught 

were brand-new ideas. As he explained in the following excerpt,  

 

      Because she [the teacher] said that the grammar we were going to learn was a 

new concept, I thought it might be easier for me to understand. So I paid more 

attention than I usually did on her explanation and recite the pithy formula, 

something like “bi hou dung chian,” provided by her right after she asked us to 

memorize it. Although I was not sure if I really knew how to use it, at least I 

felt more willing to listen to her. (IN3-Wayne-P4) 

 

Although the learning results might not be guaranteed, the teacher’s utilization of this 

teaching technique reduced not only Wayne’s cognitive burden but also his mental 
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anxiety, which made he enjoyed more of the learning so that the feeling of boredom 

decreased. Holding similar opinion with Wayne, Rita also felt it easier to deal with the 

learning that required little or no background L2 knowledge. As she stated,  

 

It’s of course more difficult for me to learn things that are related to the 

previously-learned concepts. It’s not possible that the teacher will teach those 

concepts all over again only for me or those students whose English is not 

good. But when the teacher said that the things we were going to learn were 

not so much related to our previous learning, the situation became a little bit 

different. It made me feel more comfortable because it was like…we were all 

equal. I’d feel less afraid of the learning when thinking that I was more or less 

at the same starting point with other students, though it was just a 

feeling…(IN4-Rita-P15) 

 

When the teacher told the class that the concepts to be taught could be learned without 

the recall of previous knowledge, Rita’s mental ease seemed to reduce the anxiety 

towards her cognitive insufficiency in terms of the L2 background knowledge. When 

she felt that the cognitive requirement might not exceed her ability, she became more 

willing to try. And boredom was much more dispelled. 

     Based on the above discussion, it could be concluded that the boredom 

generated from the interactions with the teacher was interpreted differently by the 

successful and unsuccessful students due to their different perceptions of the 

challenge given by the teacher. In general the successful students felt it more boring 

when the challenge provided by the teacher was not high enough. Examples such as 

learning new concepts that were too easy to comprehend or reviewing knowledge that 

had been acquired before might deepen the boredom of the successful students. On 
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the other hand, the successful students thought that it was more interesting when the 

teacher gave them some timely and proper challenge, such as answering questions or 

writing sentences on the board, to test their learning results. On the contrary to the 

reason constructing boredom to the two successful students, the interaction with the 

teacher that made the unsuccessful students feel bored was the teacher’s giving of 

high challenge which was beyond their competence. When the instructions were too 

hard for them to follow or the questions posed by the teacher were not easy to answer, 

the unsuccessful students were overwhelmed and felt it boring with the class. 

However, when the challenge was lowered, the unsuccessful students’ attention 

seemed to be drawn back due to the ease of their cognitive burden. The teacher’s 

talking about things unrelated to L2 learning and her teaching of concepts requiring 

no or little prior L2 knowledge, for instance, were situations that could reduce the L2 

learning boredom happened to the unsuccessful students. 

 

4.2.2.2 Students’ Interaction with the Peers 

     Learning together with a group of classmates, the students had to learn how to 

adapt themselves to the environment in which all the peers might have diverse L2 

proficiency. What made this adaptation important was that the students might possess 

different “self-esteem” (Coopersmith, 1967), that is, the extent to which they believed 

that they were capable of and successful in the L2 learning; and this “L2 self-esteem” 

was found to be correlated with the generation of peer-related L2 learning boredom in 

this current study. To be more specific, the different L2 self-esteem the students held 

to interact with the peers resulted in the dynamic constructions of the successful and 

unsuccessful students’ L2 learning boredom in different ways. The same as the 

previous section, the analysis results of the successful students will be presented first, 

followed by the unsuccessful students’.  
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     When interacting with other classmates in the L2 classroom, one of the most 

unbearable things to the two successful students was that they had to accommodate 

themselves to the lower-level students, which was also the source bringing about the 

peer-related L2 learning boredom to them. The situations of giving in to other 

students occurred commonly in whole class activities. Waiting, for example, was the 

first situation about which the successful students complained. Different from the kind 

of waiting discussed before, the boredom of waiting here referred to the dislike of 

being forced to continue the tasks they wanted to finish, which was generated from 

their self-confidence of their L2 competence. For instance, Jim felt it boring when 

waiting for lower-level students to prepare for the word quiz because he thought that 

the quiz was so easy that he did not need anytime for the review. As he expressed, 

 

      That was so easy! I didn’t have to read those words again, unlike them. I’d 

already memorized them when the first time they were taught. But those 

fools…they had to cram for the quiz because they didn’t or couldn’t memorize 

them; and even so they might still get lower scores than I did. So when the 

teacher asked if anyone needed more time, I was thinking, “Why don’t they 

just give up?” Because of them, I had to wait for such a long time before the 

quiz started. It was so boring. I just wanted to do the quiz as soon as possible 

because I knew I would get one hundred for sure. (IN5-Jim-P4) 

 

For Jim, the time given by the teacher for preparing for the quiz was totally 

unnecessary because of his self-confidence of his L2 competence. When his peers 

tried to earn more time to cram for the quiz, he felt impatient to wait for them and the 

feeling of boredom thus occurred. Similar situation happened to Jessica when the 

class was asked to correct their midterm test sheets. According to Jessica, boredom 
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was the first feeling that came to her because she knew that she would definitely have 

to wait for other students, especially for those whose scores were bad. As she 

described, 

 

      I didn’t do it right away after the teacher gave us the time to correct the test 

sheets. I chatted with Cindy first because I knew it would be very boring to 

finish it too quickly. Why? Because I knew some students, especially those 

whose English was bad, would take a long time to correct the sentences since 

they did wrong at many; besides, they would need more time than us because 

they had to copy the sentences from the blackboard while we just needed to 

write by ourselves and then checked the answers. I only had two sentences to 

correct you know…so I would be bored if I had finished it too fast. (IN14-

Jessica-P7) 

 

In general, Jessica had high degree of self-affirmation about her English competence.  

Since she believed that her L2 ability was more than enough for her to complete the  

task given by the teacher in a short time, wasting time on waiting for her classmates  

whose level was lower than hers became a boring thing to her. Although holding this  

high level of L2 self-esteem in mind to wait for other students made the two  

successful students feel bored, what bored them even more was being forced to yield  

opportunities of answering questions to lower-level students. Jessica, for instance, had  

a strong emotional reaction when seeing the teacher called a student whose English  

was bad to answer a simple question in the video. As shown in the following excerpt,  

 

      I knew she [the teacher] definitely would not pick me to answer the question! 

It happens every time. Students like him who seldom raise hands will usually 
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get the priority to answer the questions if they once try. Their answers were 

wrong most of the time, but the teacher still picks them. I guess it’s because 

our proficiency is better, so the teacher wants to give them the chance. But it’s 

unfair you know! And it’s a waste of time as well. Because they cannot get the 

questions right, eventually the teacher still needs us to solve the problems. So 

every time I see those students raise hands, I start to feel bored. (IN7-Jessica-

P10) 

 

In this situation, boredom seemed to become an expression used to protect Jessica’s  

self-esteem. More specifically, she believed that she could easily get the right answers  

to the questions posed by the teacher; however, that the opportunities to answer those  

questions were taken by the lower-level students due to the discrepancy of L2  

proficiency made her feel unfair and meaningless, which was also the reason that she  

used the feeling, “boredom,” to show her resentment. Unfortunately, the L2 learning  

boredom resulted from this type of peer interaction not only happened in the whole  

class activities but also in group works. According to the two successful students,  

what made them feel bored was to complete all the works by themselves. Take Jim as  

an example. He felt it boring when doing the translation activity all by himself. As he  

stated, 

 

      Because my English is better, they always asked me for help. Activities like 

that [doing sentence translation]…they can’ help! Although sometimes I 

would ask them to beg me (laughter), I still feel it boring to do it by myself. 

How can they just sit idle and enjoy the fruits of my labor? It’s a group 

activity, isn’t it? I know my English is not bad, but I don’t want to be their 

servant. (IN8-Jim-P6) 
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Although having high degree of confidence in his performance on the learned  

language, Jim expressed his discontent of being taken advantage of by his group  

members. Being forced to adapt himself to the group members due to his higher level  

of proficiency thus became the source of his boredom. Based on the examples and  

discussions above, it could be concluded that some virtual and mental conflicts  

occurred when the successful students tried to interact with other peers with high  

degree of self-confidence in their L2 proficiency; and the affect of boredom was used  

by them to express their feelings when those conflicts emerged.  

     Although the lower-level students could be the reason causing the successful  

students’ socially constructed boredom, they were also one of the sources making the  

two successful students feel less board. For the two successful students, to be saved  

from boredom through the interaction with the peers was by getting a sense of  

superiority from them. Two interactive patterns belonging to this type of interaction  

were indicated most often. First of all, both of the successful students felt happy of  

being praised by their classmates. Take Jim for example. He thought that the peers’  

compliments gave him a sense of superiority and made him have more confidence in  

his English ability. As he expressed,  

 

      I was bored before that [answering the teacher’s question] because the teacher 

was just talking by herself. But it was not boring at all after the teacher started 

asking us questions. Don’t you see that they were applauding me because I 

had just answered a difficult question? And their compliments made me feel 

happy because it meant that I was better than anyone else in the classroom, 

which confirmed my thoughts (laughter). (IN13-Jim-P16) 
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Although Jim believed in his own English ability in the first place, his self-confidence  

was strengthened through receiving positive feedback from the peers. Besides,  

making comparison with the peers made him get a sense of superiority, which also  

helped reduce the real-time boredom that had just happened to him. Having similar  

feeling with Jim, Jessica even thought that hearing praises from her classmates  

sometimes made her feel more proud of herself than hearing praises from the teacher.  

As she expressed, 

 

      Of course I like to compare myself with others….Although I feel that my 

English is not bad, I’m still not sure about my level if there’s no comparison. 

That’s why I like to hear praises from my classmates. Who doesn’t like to hear 

nice things that people say to him or her? But compliments from the peers 

made me feel that I’m better than them; it’ even more satisfying than hearing 

praises from the teacher because they’re my competitors. People all like to be 

praised, especially in the areas that they’re good at. (IN13-Jessica-P18) 

 

Even though having high level of self-affirmation in her L2 ability, hearing praises  

from her classmates as competitors gave her even stronger senses of confidence and  

superiority; and this type of interaction in class thus change the boring atmosphere for  

her. If hearing praises from the peers could be viewed as a more positive interaction,  

the other more negative interaction that enhanced the sense of superiority and reduced  

the feeling of boredom of the two successful students was mocking other students at 

their lower proficiency. For instance, Jessica felt fun when laughing at one of her 

classmates whose English was at the poorest level of the whole class. As she 

expressed,  
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I remember that day when we were doing group discussion, one of our 

members was really bad at English. He didn’t provide any words needed for 

the topic and wasn’t’ helpful at all, so Bob, the one sitting next to me, made 

fun of him by asking him “Are you an idiot?” But he couldn’t understand. Bob 

and I were laughing. And then I asked him, “Are you a man?” At first he said 

“Yes,” but then he changed his answer to “No.” This time everyone around 

was laughing. I couldn’t believe that his English was so poor that he couldn’t 

even understand the word “man.” It was funny; and it also made me feel that 

my English was much better, compared with his! (IN8-Jessica-P3) 

 

Jessica further indicated that she would keep telling herself to maintain a certain level 

of English competence because she took those lower-level students as a warning; 

besides, she did not want to lose the opportunities to make fun of them. As she stated, 

“I don’t want to be like them, the object of being laughed at. I want to be the one who 

can laugh at others because it’s fun and it gives me a sense of superiority. My English 

is good and I’ll keep it like this” (IN8-Jessica-P3). Based on the discussions above, it 

could be stated that the L2 self-esteem the two successful students held to interact 

with the peers did have certain impact on the generation of L2 learning boredom. 

When their L2 self-esteem was inhibited or even being taken advantage of due to the 

accommodation to their peers, boredom occurred. On the other hand, the feeling of 

boredom was eased when their L2 self-esteem was promoted through getting the 

sense of superiority from other classmates,  

Not only the successful students but also the unsuccessful ones interacted with 

the classmates with their particular L2 self-esteem. However, different from the 

successful students in the degree, the two unsuccessful students got relatively low 

self-esteem towards English learning; and this low level of self-esteem seemed to 
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become the key factor causing the peer-influenced boredom to them. According to the 

analysis results, the source of the two unsuccessful students’ feeling boredom was 

from their insecurity of exposing their low L2 competence in front of their classmates. 

In respond to one of the reasons that reduced the successful students’ feeling 

boredom, the first type of interaction example making the unsuccessful ones feel 

bored was the unwillingness to participate in class activities due to the fear of being 

mocked by the peers. Rita, for instance, indicated that the main reason making her 

hesitate to raise her hand to answer questions was that she was afraid of being laughed 

at by her classmates. As she expressed,  

 

Of course I also want to get some extra points when the teacher asks us 

questions or gives us opportunities to write sentences on the board, or it will 

be very boring if I just sit there with a blank mind. But…because I don’t know 

the answers, it’s embarrassing if I am called but can’t answer the questions. 

Even if I think I kind of know the answers, I’m still afraid of making mistakes. 

It’s a loss a face! And I’ll definitely be laughed by James, the one sitting next 

to me. So it’s better that I just listen to others’ answers and write them down. 

It’s safer. (IN12-Rita-P4) 

 

Due to Rita’s lack of confidence in her L2 competence, coupled with the worries 

about losing face and being mocked by other classmates, she chose to avoid the 

situations that might put her into the embarrassment. However, this fear of expressing 

herself in front of the class had also become the reason resulting in her feeling 

boredom. Wayne, stating in a defensive position, also experienced the similar pattern 

in which boredom occurred. As he expressed,  
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Those people [other classmates, especially those with good English 

proficiency] think that they’re better. Of course I can’t compare with them in 

English, but I might be better than them in some other areas. I hate to see them 

acting arrogantly. Because I don’t want to give them any chance to mock me, 

I’d rather keep silent about questions to which I don’t have the answers even if 

it’s boring. (IN12-Wayne-P6) 

 

Knowing that English was not his specialty, Wayne used “silence” as the defense to  

protect his self-esteem since he was afraid of becoming the laughingstock of those  

peers who had higher L2 proficiency than he did. This protection restricted his mental  

involvement in the class and inhibited his virtual participation in class activities, the  

feeling of boredom thus occurred. 

Besides whole class discussions, boredom causing from the two unsuccessful  

students’ insecurity of exposing their L2 abilities also occurred in group works.  

Having little faith in their own L2 abilities had already become the obstacle to the L2  

learning process of the two unsuccessful students; however, being regarded unhelpful  

by their group members even deepened their unwillingness to take part in the  

discussions with their limited L2 competence. In other words, the second source of  

peer-related interaction that caused the unsuccessful students’ insecurity to present  

their L2 competence was mainly from the worry about being disregarded by the peers  

in terms of their L2 competence. Because of this concern, they chose to stay in a more  

passive position, waiting for the discussion results coming out from the more capable  

group members; and the feeling of boredom slipped during these periods in which  

they had nothing to do. The following excerpt extracted from the interview with  

Wayne could clearly depicted his feeling: 
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They’d have to finish the translation activity no matter what. Because the task 

must be done and they knew that I was not going to be helpful, they wouldn’t 

be that silly to ask me to join them. They just got the job done all by 

themselves. Besides, I knew that my English was not good enough to be of 

any help, even if I wanted to try. Although it was so boring that I just sat there 

thinking and doing nothing, I thought it might be the best way because it was 

not possible for me to raise any ideas. Even if I tried, I guess they would just 

heap scorn on my ideas or regard them as jokes. (IN9-Wayne-P12) 

 

According to the above excerpt, it was not difficult to find out that Wayne, as a less  

competent English learner, had low degree of self-affirmation about his English  

abilities. What made the situation even worse was that the peers’ attitudes seemed to  

impede him more from giving it a shot. Having no support from his group members,  

his sense of insecurity to take part in the discussion increased, and so did his feeling  

boredom. Having similar experience with Wayne, Rita’s insecurity even gradually  

made her become more and more dependent on other group members; this  

dependence, however, did not help decrease the boredom she experienced. As  

she expressed, 

 

      I couldn’t do anything about it [a sentence translation activity] because my 

English was not good. When doing activities like this, usually I’ll ask those 

who are better at English to complete the tasks for the rest of us. After they 

finish the translation, I’ll copy the sentences down on my textbook. I don’t 

like doing it this way because it just keeps me waiting and makes me feel 

bored. And I know it won’t be helpful to my English at all. But…if I insist on 

taking part in the tasks, it will be a waste of time because they’ll have to spend 
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extra time teaching me. Besides, not many of them have the patience to do this 

for me. (IN4-Rita-P14) 

 

Although Rita had been aware of the disadvantage of this reliance, she had no choice  

but to count on her group members’ abilities to solve the puzzles for her since she did  

not believe in her own L2 competence, In addition, she thought that it would bring  

their group some extra problem if she tried to partake in the discussion. This thought  

not only consolidated her dependence on the group members to finish the tasks but  

also deepened the boredom she encountered. In general, the peer-influenced boredom  

caused to the two unsuccessful students was from the feeling of insecurity to show  

their lower L2 competence in front of other classmates. When they tried to hide from  

the peers, the alienation and dependence generated from the avoidance decreased their  

involvement in the class and deepened their feeling of boredom. 

     Although sometimes the interactions with the peers might in particular caused  

the unsuccessful students’ L2 learning boredom, this negative feeling could also be  

dispelled through interacting with them in certain occasions. Based on the results  

analyzed, unsuccessful students’ sense of boredom could be temporarily eased by  

being lead or helped by other peers. Rita, for instance, was glad to hear her classmates  

asked questions that she kept in mind but dared not to ask. As she expressed in the  

following, 

 

Because I was afraid that I might ask a stupid question! At that time I was 

wondering why we couldn’t use “which” as the beginning word of the 

sentence because that was my answer, but I dared not to raise my hand to ask 

the teacher. Fortunately, May asked it for me, so I got the explanation from the 

teacher. (IN6-Rita-P9) 
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When asking Rita why this type of interaction could help reduce her feeling boredom,  

she said that it was because “She [May] helped me understand the concept, although  

she was not the one directly teaching me. It would of course be boring if I just let it go  

because I didn’t get the answer I wanted” (IN6-Rita-P9). Rita’s worry that her  

insufficient L2 proficiency might make her ask foolish questions was dispelled by the  

help from her classmate. Being able to understand the concepts thus eased the  

generation of L2 learning boredom for a while. Similar situation occurred in group  

discussion as well. Take Wayne for example. He said that he barely felt bored when  

being assigned a job by his group members. As he expressed, 

 

Last time, for instance, they asked me to take down the things we needed for 

picnic. Because we used Chinese to discuss, I just needed to write down the 

tableware and food in Chinese. It was easy for me; besides, I felt more 

engaged and seldom experienced boredom during that time. I think that was 

because…at least I had something to do and it made me feel more 

participatory. It was more fun. (IN16-Wayne-P7) 

 

Following other group members’ guidance, Wayne seemed to be more motivated and  

enjoyable in the activity. The feeling of boredom thus disappeared during the time he  

was cooperatively involved in the discussion with other members.  

     As shown in the above presentation of results, the key factor influencing the  

dynamic construction of peer-influenced boredom lied in the L2 self-esteem the  

students held to interact with one another. For successful students, accommodating  

themselves to lower-level students was the main reason resulting in their feeling  

boredom. Since they had higher confidence of their L2 competence, they felt that their  
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L2 self-esteem was inhibited or even taken advantage of when being forced to wait  

for lower-level students to finish learning tasks, yield opportunities of answering  

questions to lower-level students, and help lower-level students to finish the works in  

group discussion. This impatience and discontent thus brought about the construction 

of their boredom. On the other hand, the boredom could be temporarily eased when  

the successful students’ L2 self-esteem was strengthened by getting a sense of  

superiority from other peers. Having opportunities to mock other students at their low  

level of L2 proficiency and hearing admiration from the peers were examples helping  

them gain more sense of achievement. The feeling boredom was thus reduced. For the  

unsuccessful students, the lower degree of L2 self-esteem they held to interact with  

the peers was also the major reason making impact on the constitution of their peer- 

influenced boredom. The boredom they experienced was generated from their sense  

of insecurity to show their L2 abilities in front of their classmates. This restriction  

limited their involvement in class activities and discussion, which in turn made them  

undergo a higher degree of boredom. For instance, feeling afraid of being laughed by  

others and worried about not being able to be helpful in group discussions restricted  

their mental and cognitive exercises and deepened their feeling boredom. On the other  

hand, their feeling boredom was eased temporarily when they were helped or lead by  

their peers. Examples such as getting the teacher’s teaching points through other  

classmates’ asking questions and being assigned a job by other group members were  

all useful means to help reduce the generation of the unsuccessful students’ feeling  

boredom. 

 

4.2.2.3 Students’ Interaction with the Learning Materials 

     Although using the same sets of materials to learn, the successful and  

unsuccessful students viewed and commented them differently because of the  
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disparity of their L2 proficiency. The analysis results showed that the material  

difficulties perceived differently by the successful and unsuccessful students was the  

main factor determining their interpretations of L2 learning boredom in different  

ways. Since the factors making the two groups of students feel bored were the two  

opposite sides of one issue, the interactions making them feel bored and interested in  

will be illustrated simultaneously. In the following discussion, how the dynamic  

constructions of L2 learning boredom were constituted through the interaction that  

the successful students had with the learning materials will be illustrated first, and  

then the case of the unsuccessful students will be specified subsequently. 

     Due to the two successful students’ high level of English proficiency, it was not  

surprising to find out that the feeling boredom increased when the materials were  

perceived too easy to them but decreased when the materials were considered more  

challenging. In order to make the contrasts more convincing, the illustration of the  

results will be presented by the materials they used for learning, including the  

textbook and other supplementary materials. In terms of the textbook, the first part  

complained by the two successful students was the dialogue. According to both of the  

successful students, the design of the dialogue for each unit was too short and too easy  

to arouse their interests. Take Jessica for example. In general she felt bored with the  

dialogues because the content of the dialogue usually did not require her to spend too  

much effort to understand, which lacked challenge and became a more boring part  

of the textbook. As she expressed,  

 

The dialogue is more boring, if you want me to make a choice. The sentences 

are relatively short. I don’t have to spend time thinking about the meaning of 

the content. What I need to do is just to read it, and then take a look at the new 

words or phrases for reference. It can be done by myself in a short time with 
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little effort. I think…the reason why the dialogue is more boring is that… it’s 

very easy. Besides, it’s nothing special. (IN17-Jessica-P5) 

 

According to Jessica’s statements, the lack of challenge was the main reason making 

the learning of the dialogues tedious. Since comprehending the content to Jessica was 

as easy as winking, the degree of boredom she experienced thus relatively increased. 

In addition to Jessica’s complaint. The boredom caused from the easiness of the 

dialogues could also be viewed from Jim’s suggestion to the teacher’s teaching style. 

As he expressed,  

 

      I was playing with my eraser because it [the dialogue] was too easy. I’d had 

already finished reading it not long after the teacher started teaching this part. 

And because she did not ask us any questions, I had no chance to interact with 

others. I think…maybe it would have been more interesting if the teacher let 

us read the dialogues first and then asked us some questions. If the teacher’s 

concern is the difficulty that might cause other students’ learning obstacles, 

this part is so easy that she doesn’t even have to teach! She could design some 

activities to make the learning of the dialogues more interesting. In short, 

some changes will be better. (IN17-Jim-P7) 

 

Jim’s suggestion clearly indicated that the source of boredom was from the low 

difficulty degree of the dialogue content. That was why he suggested that the 

dialogues could be taken advantages of by the teacher to vary the teaching patterns  

and make the learning more interesting. The other item complained boring by the two  

successful students was the exercises designed for practicing the sentence patterns. It  

was apparent that the task of filling in the blanks was too easy for them to complete  
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and could not satisfy their L2 self-esteem; and boredom was used by them to express  

their discontent. L2 learning boredom generated from this situation could be  

illustrated by Jessica’s description:  

      

      This part [exercise for the sentence pattern] is also boring. I don’t know why it 

asks us to fill in the blanks. I think writing sentences directly could be more 

effective, or it would be just like nothing but copying the example sentence. 

Then it’s not challenging at all, what we need to do is just to look at the 

example sentence and write the same thing in the blanks. It’s helpless! (IN16-

Jessica-P15) 

 

Similar with the previous situation, filling in the blanks was regarded by Jessica as an  

exercise that was not challenging enough to make her feel interested in doing it. What  

was more, she even thought that the easiness of the task might not be beneficial to the  

learning of English.  

     Although some of the designs of the textbook did not please the two successful  

students, they also admitted that the interactions with more challenging parts of the  

textbook could help temporarily ease their feeling boredom. Two parts of it were  

reported less boring by the two of them. First of all, the readings, though still  

depending on the topics, were regarded as the part that was more challenging but  

interesting. Take Jessica as an example. Reading was regarded less boring to her  

because of the requirement of higher L2 cognitive involvement. As she expressed in  

the following, 

 

      I need to be more attentive. When doing the readings, it was unlike reading the  

dialogues, I have to spend more time processing the information. The  
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sentences are usually longer and the grammatical structures are much more  

complicated. But sometimes I find it more interesting doing the reading  

because it’s more challenging. Of course it depends on whether the topics 

could arouse my interests or not… (IN15-Jessica-P3) 

 

Generally speaking Jessica felt less bored with the reading part of the textbook 

because its higher degree of difficulty got Jessica more involved in completing the 

task. In addition to the reading part of the textbook, the extension part was also 

indicated by the two successful students as the more interesting section of the 

textbook. Not simply viewing it as an attachment of the main text, the successful 

students regard it as another focus to study because of the attraction of the interesting 

topics and their willingness to challenge themselves. Take Jim for example. When he 

found the content of the extension part interesting and challenging, he would try best 

to comprehend and acquire the knowledge. As he described,  

 

      You can learn more things from this part… I mean things you can’t learn from 

the main texts. For example, the extension of this chapter is to teach us some 

idioms Americans use in daily lives, which is more interesting because the 

meaning cannot be understood from their surface meaning. It provides two 

options and you have to make a guess based on the clues; it’s fun, and it’s 

more challenging. (IN15-Jim-P7) 

 

According to Jim, unlike the main texts which were usually easy for him to  

comprehend, the content of the extension often surprised him more and made the  

learning more challenging. He enjoyed testing himself by taking up the challenge; the  

feeling of boredom was therefore decreased.  
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In addition to the textbook, some parts of other supplementary materials, 

including the workbook and listening practice, were also complained boring by the 

two successful students due to the insufficient challenge of the designed content or 

format. Different from the textbook which was discussed in terms of the content, the 

workbook and listening material were evaluated by the question designs included in 

each unit. The first comparison lied in the complexity of the questions. For example, 

both of the two successful students viewed doing the single questions as a boring job. 

Take Jim for an example. He thought that the single questions in the workbook were 

usually monotonous and required less cognitive efforts, which decreased his 

motivation to complete the practice. As he expressed, 

 

      For single questions like this one [Select the most proper answer to the 

question] I just have to understand the sentence and give it a correct answer, 

and that’s it. Unless the questions are really difficult, or I usually don’t have to 

spend much time thinking. When I’m not in the mood for doing English 

practice, this type of questions tortures me more. So I think this type of 

questions [The single question] is more boring. Of course. I mean in general. 

(IN18-Jim-P11) 

 

According to Jim, the first reason making him lose interest in doing single questions  

was that the difficulty degree of this type of questions required much less than what  

his abilities could achieve. Besides, since the single questions were not complicated  

enough to arouse Jim’s desire to take the challenge, the unwillingness of doing the  

questions thus deepened his feeling of boredom. In addition to the complexity of the  

questions, the question types were the other perspective that might influence the  

construction of the successful students’ feeling boredom. In accordance with the  
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principle discussed previously, multiple-choice questions were the easiest question  

type but were the most boring to answer, according to the two successful students.  

Take Jessica for example. Since doing multiple-choice questions was too easy to  

content her willingness to obtain the sense of achievement, it had become a more  

tedious job to do. As she expressed,  

 

Compared with other items, I think doing multiple-choice questions was more 

boring. I don’t know…maybe it’s because they’re too easy to answer. If they 

are easy for me, it means that they’re also easier for other students. Besides, 

those who are bad at English could easily get the questions right by guessing 

or some other way like process of elimination. Because the questions are 

easier, the sense of self-achievement I get is less as well. (IN17-Jessica-P9) 

 

Since doing multiple-choice questions was less challenging, the chance for Jessica to 

be outstanding was not as big as that of doing other more challenging types of 

questions. The lack of interest in doing questions that were easy to her, coupled with 

the lower sense of achievement derived from doing the questions, lead to the higher 

degree of L2 learning boredom undergone by Jessica. 

Everything always has its advantages and disadvantages. Notwithstanding the 

complaints about the workbook and listening materials, some other parts of their 

designs still raised the successful students’ interests and helped ease the feeling they 

had towards the learning materials. The first issue still centered on the complexity of 

the question designs. Compared with the single questions, group questions of the 

workbook were commented more complex but interesting by the two successful 

students. Jim, for instance, liked to do group questions more because he could 

challenge himself during the process of solving the problem. As he expressed, 
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      Group questions were usually more complex. Take this part as an example 

[Look at the picture and fill in the blanks with proper verbs]. You have to 

understand what the whole paragraph is about and figure out what words to fill 

in; besides, you also have to pay attention to the verbal inflection. Many 

abilities should be applied to answer the questions. Sometimes you’ll have to 

read the content for several times to find out the answers; and the more times I 

read it, the more excited I feel about it. It’s a kind of feeling…”I’ll definitely 

work it out!” and something like this. (IN18-Jim-P8) 

 

According to Jim, the more complicated the question types were, the more L2  

cognitive abilities would have to be exercised to figure out the answers. His  

willingness to take up the challenge became the motive to complete the tasks as well  

as the key factor reducing his feeling boredom. In addition to the group questions  

contained in the textbook, listening to short conversations in the listening practice was  

also viewed as a more complicated part to do. Jessica’s comment on listening to short  

conversations could best describe how this part of the listening practice design eased  

the generation of her learning boredom. As she expressed,  

 

The whole listening practice is boring! But if I have to select one part making 

me feel better, I think it will be the conversation. Because you have to pay 

attention to the give and take between the two people talking about a specific 

topic. It’s more difficult so that you’ll need to be more attentive to it, or you’ll 

miss some important information. Besides, it’s also less boring because you’ll 

be interested in the topic directions. There’re two people and you have no 

ideas what they’ll talk about, sot the challenge is also higher. (IN16-Jessica-
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P4) 

  

Since the main ideas of listening to the conversations between two speakers were  

more difficult for Jessica to catch, the challenge was relatively higher. Instead of  

being defeated, Jessica got her attention more focused on the interaction with the  

listening material, which in turn eased the generation of L2 learning boredom. Similar  

with the discussion in the previous section, the question type was the other factor  

influencing the successful students’ judgement of L2 learning boredom they  

encountered through the interaction with the learning materials. According to both of  

them, questions that required higher level of competence such as spellings or sentence  

making abilities brought them higher degree of sense of achievement than multiple- 

choice questions did. L2 learning boredom, therefore, was temporarily reduced during  

the process in which the fulfilment was increasing. Take Jim for example. He felt less  

bored with spelling and sentence making questions in the workbook because he could  

evaluate his own learning results through taking the challenge of the questions with  

higher level of difficulty.  

 

      No, I don’t like to write. But the writing here is different from copying down 

the notes from the blackboard. It’s like…doing a self-test, for the purpose of 

getting a general idea about your English level and showing your competence. 

It’s more challenging because you need to use your brain, not just your hand. 

Besides, it’s unlike multiple-choice questions for which you just have to select 

from four options. It’s much more difficult. If I could solve them perfectly, I 

can prove my ability. And it makes me feel good. (IN19-Jim-P15) 

 

For Jim, to conquer the challenge of the spelling or sentence making questions was a  
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means to test and present his L2 abilities. Due to the belief in his own English  

competence, interacting with the learning materials through completing the  

challenging questions was regarded by Jim as not a torturing thing but an interesting  

task. From the process of doing the questions, he gained the self-approval and self- 

fulfillment; the feeling of boredom was thus eased.  

From the above discussion, it could be concluded that whether the interactions  

with the materials were challenging enough for the successful students might 

influence the generation of L2 learning boredom to both of them. When learning 

through low-challenging materials, the low degree of cognitive involvement, the lack 

of sense of achievement as the motive, and the perceived unprofitableness to the L2 

learning made the interaction with the materials boring to the two successful students. 

On the contrary, when challenging themselves with more difficult content such as the 

readings or extension parts of the textbook or exercises including listening to short 

conversations and doing handwriting questions, they put more effort into the learning 

and got higher sense of achievement. The feeling of L2 learning boredom seemed to 

fade away because of their involvement in the interaction with the materials.  

Holding less confidence of L2 competence in mind, the unsuccessful students’ 

perceptions towards the material difficulties were different from the successful ones. 

For the two unsuccessful students, the reason why L2 learning boredom was 

generated through the interaction with the learning materials was that the content for 

learning required higher L2 abilities than they possessed, which increased their 

learning difficulties and deepened the boredom they experienced in class. The same as 

the discussion with the successful students, in the following presentation of the 

results, both of their perceptions of the textbook and other supplementary materials 

will be respectively reported.  

     In terms of the textbook content, two aspects of it were indicated boring by the 
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two unsuccessful students due to the difficulties they caused to the students’ learning. 

First of all, the demanding reading load had worn down the unsuccessful students’ 

patience and made them use boredom to show their antipathy. Take Rita as an 

example. She argued with Jim about the reading amount included in one unit and 

directly pointed out that the overloading of the reading was one of the reasons that she 

disliked the design of the textbook. As she stated, 

 

    That’s for you! For me it’s too much! My English is already bad, it probably 

will take me twice as long of your time to comprehend the content. But we 

have to cover two dialogues and one reading, that’s a big burden for me. When 

I suddenly see so many sentences I can’t understand, I feel overwhelmed by 

and bored with those series of word strings. It’s not going to be possible that 

I’ll comprehend all of them! (IN16-Rita-P8) 

 

Since Jessica did not have faith in her L2 ability, the great amount of reading in each 

unit caused some pressure to her in both cognitive and mental aspects. The resistance 

to learn thus made her use the term, boredom, to express her feeling. Wayne even 

suggested that the reduction in the reading amount might help him increase his 

willingness to study English. As he expressed,  

 

I can’t handle the reading because it’s too difficult for me. If it can include less  

reading, maybe I won’t be so disgusted at it. There’re too many things we are 

required to learn from the readings, but we still have other things to acquire, 

such as memorizing the words and learning the grammar. So…I just get tired 

of it more and more. Besides, I don’t know how to start even if I really want to 

learn, so I just give up. (IN17-Wayne-P10) 
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Due to his self-perception of limited L2 competence, the overload of the reading 

amount contained in the textbook seemed to become the wall that blocked Wayne’s 

willingness to interact with the textbook. The feeling of boredom was constructed 

during the process in which the learning burden became heavier and heavier. In 

addition to the reading amount, the other point complained boring by the two 

unsuccessful students was the frequency of being required to do the exercises. 

Because their ability to process the newly learned knowledge was worse than the 

average, the frequent requirement of doing the exercise had strained their capability 

and deepened the boredom they faced in the L2 classroom. Wayne, for instance, 

complained about how boring it was when doing the exercise right after each learning 

focus was introduced. As he expressed in the following, 

 

When the teacher was teaching, at least I could just listen or think about my 

own stuff. But…I don’t like to do exercises. There’re too many exercises to 

do; there’s a part for the words and another part for the grammar. There’re 

even some other exercises for K.K. phonetics and listening practice. How 

could it be possible that I could pick up all of them in such a short time? It’s so 

boring when doing the practice! Most of the time I’m just sitting there in a 

trance. (IN19-Wanye-P4) 

 

Due to Wayne’s lower level of L2 competence, the great amount of exercise became 

the pressure pushing him to improve. However, it seemed that this design of the 

textbook forgot taking into consideration the maximal degree that his competence 

could deal with. The feeling of boredom thus came to him. Holding similar opinion 

with Wayne, Rita even indicated the vicious circle caused by the great amount of 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

154 
 

exercises. As she expressed,  

 

You have to think, so it’s already boring. But when you find that there’re still 

many exercises to be finished, you start getting sick of them. What’s even 

worse is when you stare at so many questions and you only know the answers 

to few of them, the feeling of boredom increased more and more. I just can’t 

make it because my English is not good. I don’t know why they cover so many 

exercises in the textbook. Its’ not workbook! (IN20-Rita-P1) 

 

The great deal of exercise, the insufficiency of her L2 ability, and the lack of 

confidence to take the challenge reciprocally demoralized Rita; boredom thus became 

an unavoidable emotion bothering her whenever doing the exercises included in the 

textbook.  

     Although complaining about several parts of its designs, the unsuccessful 

students also listed some well-designed points of the textbook. For the unsuccessful 

students, their feeling boredom decreased when the designs of materials were in aid of 

their comprehension to the textbook content. First of all, notwithstanding the dislike 

of the big reading amount of the textbook, the first point making the two unsuccessful 

students feel better was the inclusion of dialogues in its design. Compared with 

paragraph readings, reading dialogues was an easier job in that it caused less mental 

burden to the successful students. Therefore, at the time reading the dialogues, they 

would try harder to process the content because they believed that the possibility for 

them to understand this part was higher. Take Rita as an example. She liked to read 

the dialogues because she thought that comprehending the content was not a job 

beyond her abilities too much. The following excerpt was extracted from one of the 

stimulated recall interviews when the interviewer found that she was more involved 
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during the period of time when the class was dealing with the dialogue part of the 

unit. When asking why she seemed to be more interested in reading the dialogue, she 

answered, 

 

That’s because I like dialogues much better. They’re shorter and easier, so of 

course I’ll be more willing to read them. Most of the textbook content was 

difficult for me, the dialogue was one of the exceptions, and another is the 

K.K phonetics. The dialogue we were reading that day was interesting; it was 

about keeping pets. And the words were not difficult and the sentences were 

less complicated. Dialogues are usually like that; that’s why I like reading 

them better. It’ll be nice if we’re only required to learn dialogues in each unit. 

(IN8-Rita-P3) 

 

Since the designs of short and simple sentences of the dialogues did not cause too 

much difficulty to Rita, the higher degree of comprehension decreased her 

psychological resistance, which in turn increased her willingness to learn; and the 

feeling of boredom thus reduced. Wayne, the other unsuccessful student, also agreed 

with Rita’s point of view and further indicated another advantage of including 

dialogues into the textbook. As he expressed, 

 

Right! They’re easier and they’re not as boring as paragraph readings. 

Because…you can imagine the conversation between the two people, which 

gives me a sense of immediacy. It’s like…chitchatting with a friend. So I feel 

less sick of them. At least they’re more interesting, although its’ just a little… 

(IN8-Wayne-P3) 
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Through visualizing the conversation between the speakers, Wayne’s interest in 

reading the content was aroused. Although he still felt bored with the textbook content 

in general, the inclusion of the dialogues in the textbook seemed to temporarily help 

decrease the boredom he had towards the learning materials. In addition to the 

dialogues, the illustrations presented on the pages were also taken advantage of by the 

two unsuccessful students to help understand the learning content. Wayne, for 

instance, viewed the pictures interspersing the texts a means to improve 

comprehension of the content. As he expressed,  

 

Reading the texts directly was too difficult for me, but because there’re 

pictures next to the main texts, I could make a guess. The pictures are good 

because they could help me get an initial idea about the topic of the reading. 

When reading the textbook, I feel bored most of the time. However, at least 

the pictures help deepen the impression of the readings to me, which made me 

feel better to read the content. (IN9-Wayne-P6) 

 

Because of the difficulty of comprehending the readings, Wayne sought for help from 

the visual supplements. With the aid of the pictures, Wayne was able to make 

connection to the reading texts. The increasing involvement in the interaction with the 

textbook thus decreased his feeling boredom in certain degree. This way of learning 

seemed to work with Rita as well. The pictures were even utilized by her not only to 

enhance comprehension but also memorize words. “Sometimes if I see words that are 

also drawn in the illustrations, I would write them on the pictures in order to 

strengthen my memory. That was how I remembered the word, bowl.” Memorizing 

newly learned vocabulary was to Rita not an easy task; however, the utilization of the 

illustrations helped her enhance the effectiveness of the learning.  
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     In addition to the textbook content, the interaction with other supplementary 

materials had also made influence on the dynamic construction of the unsuccessful 

students’ L2 learning boredom. Similarly, the L2 learning boredom appeared when the 

designs of the materials had caused pressure on the unsuccessful students’ cognitive 

competence. For example, the design of asking students to listen and answer questions 

at the same time in the listening practice increased the difficulty for the two 

unsuccessful students to complete the task, and so did the feeling of boredom 

happened to them. Rita, for example, felt that the degree of difficulty doubled when 

being asked to listen to the CD and answer the questions at the same time. As she 

indicated in the following excerpt, 

 

Listening to the K.K. phonetics is better because at least they’re shorter. But 

when we have to listen to the long sentences or even the conversations, the 

challenge is higher. It’s also more boring to me because I often get confused. I 

don’t know which to do first, to read the questions or to listen to the CD. At 

last I just make a guess or stare blankly at the book. (IN3-Rita-P5) 

 

Due to Rita’s limited L2 competence, exercising two language abilities at the same 

time was beyond what she could handle. When the interaction with the listening 

materials was out of her control, she stopped focusing on the task, but the feeling of 

boredom did not cease to torture her. The other complaint about the supplementary 

materials lied in the question type designed in the workbook. Similar with the 

successful students’ perception, higher-level questions such as filling in blanks with 

proper words or answering questions with full sentences were viewed more 

challenging to the unsuccessful students. However, this challenge did not arouse their 

desire to overcome; it instead caused the unsuccessful students’ learning obstacles and 
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increased their feeling boredom. Take Wayne as an example. Answering handwriting 

questions made him feel burdensome, which resulted in the generation of boredom. 

As he stated, 

 

Questions requiring us to spell out the words or make the full sentences are the 

most boring type of questions. They’re too difficult to answer. I probably still 

don’t know how to write the sentences even if there’s someone teaching me 

how to do it, not to mention doing them without anybody’s help. At first I felt 

anxious and frustrated, but now I just felt bored with it because I know my 

English is too bad to be remedied. (IN17-Wayne-P14) 

 

In the same pattern with the previous findings, the difficulty of word spelling or 

sentence making questions was too high for Wayne’s level. The feeling of inability 

even made him deny the possibility for him to make improvement, and this frustration 

let him choose to use boredom as the feeling to represent his attitude towards the 

learning materials.  

     Although the unsuccessful students seemed to experience great boredom 

through the interaction with the supplementary materials, some of the parts could also 

be helpful to ease their L2 learning boredom. For the two unsuccessful students, the 

designs that were in aid of increasing the production, or even the accuracy, of their 

answers to the questions would enhance their willingness to interact with the materials 

and were thus considered less boring. In listening practice, for example, Rita thought 

that the multiple-choice questions were more advantageous to the production of 

answers since there were options that she could refer to. The following excerpt from 

Rita could demonstrate her viewpoint clearly: 

  



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

159 
 

Of course I like multiple-choice questions better, especially when the 

questions are shorter. Because…it’s really difficult that we need to listen and 

read the questions at the same time when listening to the CD. But dealing with 

multiple-choice questions at least gives me a chance to make an inference 

about what answers to choose. It might be more possible for me to get them 

right because I could select the answer from three options if I luckily hear 

some key words. Even if I’m not, at least I could make a guess. At least… I 

could find something to do, unlike doing sentence writing exercises. (IN19-

Rita-P6) 

 

Different from spelling out words or composing sentences which asked the students to 

build up the building from nothing, the provision of options gave Rita an opportunity 

to take a chance to have closer interaction with the listening content. When the 

interaction increased, the degree of L2 learning boredom lowered. The other question 

type in the listening practice that made the two unsuccessful students felt less bored 

was those testing them with pictures. As indicated by Wayne in the following excerpt,  

 

This part [Listen and check the correct picture] is better, definitely. Because 

you don’t have to read. You won’t get lost that easily. Although it’s still 

difficult for me to understand what the speakers in the CD are talking about, at 

least I could infer by the pictures. Compared with reading the sentences that I 

have problems comprehending, pictures could help more with the 

understanding of the listening content. (IN18-Wayne-P9) 

 

In accordance with the previous presentation of results, the unsuccessful students felt 

bored with the listening materials because they had difficulty reading and listening at 
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the same time. Therefore, when the design of the listening question types helped 

remove the problem they might have encountered, their comprehension, or at least 

their willingness to try out, seemed to be increased. And the L2 learning boredom 

resulting from the interaction with the listening materials was eased a bit. Not only the 

listening practice but also the workbook included question types that might helped 

increase the production of the answers and lower the L2 learning boredom. Take 

Rita’s experience as an example. She said that she liked questions that could be 

answered with hints better since it could help promote the accuracy of her answers. As 

she expressed, 

 

      Question types like this one [Complete the sentences with the words in the 

work bank] are less boring. Because…sometimes I might be able to guess out 

the answer after reading the sentence, but I can’t spell the word out by myself. 

At that moment, the words listed above in the box can really help me out. 

Besides, writing them again can reinforce my impressions about their 

spellings, which is also helpful to my learning. When doing questions of this 

kind, usually I’ll pay more effort because I think it would be more possible 

that I’ll get them right. (IN17-Rita-P9) 

 

Similar to the previous discussion, the reason why she felt less bored with the 

workbook exercises was that the design of some question types helped decrease the 

difficulty that she might have towards the exercises. What was more, she even thought 

that those questions would be more beneficial to her learning because the design 

suited her level better. And also because of the simplification, her resistance to 

interact with the materials decreased, and so did her feeling boredom.  

Based on the report of the results above, it could be stated that the L2 learning 
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boredom could happen to the unsuccessful students when the learning materials they 

interacted with overstepped the limit that they were able to deal with. And the 

perceptions of not being able to overcome the difficulties brought about by the 

materials did harm deeper their L2 self-esteem which was pretty low at the very 

beginning. Because of the never-ending frustration, the feeling of boredom kept 

bothering both of the unsuccessful students. On the contrary, the well-design learning 

materials that could help promote their comprehension to the textbook content or the 

production of the exercise answers were beneficial to the reduction to the L2 learning 

boredom that they might encounter. Examples such as the dialogues, the pictures 

included in the textbook as well as the particular question types designed in the 

listening and workbook materials could be considered advantageous to increase the 

interaction between the students and the learning materials. And since the students’ 

resistance to the materials decreased, L2 learning boredom was thus eased because of 

the higher involvement in the interaction with the materials.  

 

4.2.2.4 Students’ Interaction with the Learning Activities 

     Although in general few of the class learning activities were considered 

interesting by all the four students, the boredom constructed through the interaction 

with the learning activities was still interpreted differently in certain ways by the 

successful and the unsuccessful students. Based on the result of analysis, whether the 

activities were suitable to their self-perception of L2 proficiency was the key for the 

dynamic construction of L2 learning boredom to occur to the successful and 

unsuccessful students. In the following discussion, how learning activities made 

impact on the generation of boredom to each groups of students will be introduced 

respectively. 

The dynamic construction of the successful students’ boredom was closely  
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related to the high appraisal that they gave to their own L2 competence. Based on the 

analysis results, the degree of boredom raised when the successful students thought 

that the learning activities could not satisfy their cognitive and psychological needs. 

While on the other hand, they found it more interesting when the activities gave them 

enough space to exercise their L2 cognitive competence or increase the positive 

mental feedback. In the following presentation, the dynamic construction of the 

successful students’ activity-related boredom will be specified with examples.  

As mentioned above, the successful students’ boredom generated from the  

interaction with the learning activities could be discussed from two aspects, namely 

the cognitive and psychological perspectives. In terms of the cognitive perspective, 

when the learning activities required abilities lowered than their self-perceived level 

of proficiency, boredom came. For example, Jim expressed his dislike of learning 

vocabulary because he thought that remembering new words was as easy as turning 

his hand over. As he expressed,  

 

I think I have a good memory. I can always remember the words in a very 

short time. And usually I don’t have to review before doing the quizzes. That’s 

why I think learning vocabulary is boring. For things that I can do by myself 

in seconds, why bother spending twenty minutes learning and repeating them? 

Why don’t we use the time to do something more interesting? (IN6-Jim-P13) 

 

Due to the confidence of his ability to memorize English words, the prolonged time 

spent for learning the words was viewed by Jim as a waste of time. L2 learning 

boredom happened to Jim because this learning activity did not require too much L2 

cognitive competence from him. Similar situation happened to Jessica when she was 

comparing the learning of the four language skills. According to Jessica, although all 
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the language skills seemed to have certain difficulty degrees to her, the extents to 

which she exercised her L2 cognitive competence to learn still differed a little bit. In 

Jessica’s opinion, reading was the least ability that she would like to learn because the 

effort she paid for doing the reading was not as much as she did for other skills. 

 

Um…I think the most boring one for me might be reading. Maybe it’s because 

we’re required to read a lot every day. I mean…the thing that we do most 

often in English classes was reading, so it’s less difficult for me. Most of the 

time I could read without making great effort. But it’s not the case with other 

skills, especially with writing. If I want to write correctly, I need to exert my 

brain power and pay attention to the every detail of the elements for 

composing a sentence. (S2IN1-Jessica-P5) 

 

Although in this case we could not conclude that doing English reading did not 

conform to Jessica’s cognitive needs. However, relatively speaking it did require less 

competence from her, which in turn increased the learning boredom she had towards 

this activity. In addition to the dissatisfaction with the degree of activating L2 

competence, the discontent with the psychological feedback from doing the activities 

was the other reason making the successful students feel bored. In other words, the 

less the encouragements the successful students could obtain from doing the activities, 

the higher degree of boredom they might experience. For instance, Jessica felt it 

boring with doing vocabulary dictation quizzes because of the lower sense of 

achievement she might get from the activity. As she expressed,  

 

It [Doing vocabulary dictation] is very easy. You can even guess out the 

spellings if you listen to the sounds carefully. So the sense of accomplishment 
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is of course lower. Of course I hope to get 100 on every test, but comparing 

with getting full marks for sentence translation quizzes, I’ll be less happy for 

the vocabulary dictation ones. Because it’s a must for my level of proficiency. 

(IN2-Jessica-P8) 

 

Since Jessica believed that her L2 proficiency was competent enough to deal with 

more challenging activities, the insufficient sense of achievement from doing 

vocabulary dictation quizzes thus aroused less of her interest. Jim, as a successful 

student who also liked to show his competence in front of the peers, also expressed 

that obtaining higher sense of achievement and superiority was one of the reasons 

making him like group activities more than class learning. As shown in the following 

statements,  

 

Of course it’s more boring that we just sit there and listen to the teacher’s 

lectures! In group activities, I could present what I’m capable of so that I’ll get 

higher sense of achievement, especially when showing it to my classmates. 

Also, I like to hear them beg me for help. It’s fun. But when you’re simply 

listening to the teacher, how can I present my abilities? You can’t take out your 

brain to show other people and say, “See that? I understand what the teacher’s 

talking about.” (IN7-Jim-P5) 

 

Getting lower sense of achievement decreased Jim’s interests in regular class learning. 

And since his eagerness of obtaining the positive psychological feedback was not 

satisfied, the feeling of boredom was also higher. Based on the above discussion, 

obviously that the successful students’ feeling boredom would increase when the 

activities they interacted with restricted the space for exercising their higher L2 
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cognitive competence or gave them little chance to attain positive mental feedback. 

     As opposed to the above kind of activities, the type of learning activities that 

could meet the successful students’ cognitive and affective needs was more welcome 

to them. Regarding the cognitive perspective, the higher level of L2 abilities the 

activities required from them, the less boredom the students experienced through the 

interactions. Take Jessica as an example. Learning grammar was regarded a less 

boring activity because she thought she used more of her brain. As she expressed,  

 

At least I’m thinking when learning grammar. It’s better than sitting there with 

a blank mind, isn’t it? Besides, unlike learning vocabulary which simply 

requires you to memorize, when learning grammar…you have to understand 

the structures and the ways to apply them. Not everyone can make it. In 

addition, when you use your brain to think, the time seems to go faster. (IN8-

Jessica-P12) 

 

According to Jessica, the activity of learning grammar allowed her to activate higher 

cognitive abilities, which made her pay more attention and effort on the learning. 

Compared with lower degree of mind activation, having higher cognitive exercises 

seemed to reduce more of her feeling boredom; and the interaction with the grammar 

learning was one of the activities that had this function. Jim also had the same 

proneness in that he sometimes felt it interesting having tests because the process of 

thinking about the questions made him feel satisfied. The following excerpt was 

extracted from the first interview after their mid-term exam:  

 

Although nobody likes doing tests, sometimes it’s not that boring to me. 

Because I can do some brainstorming during that period of time. Among all 
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the types of tests, I like the sectional exams best. Because…first of all, we 

don’t have to take the class. Secondly, English is one of the subjects I’m good 

at, so I kind of enjoy the process of solving all the problems out. When 

encountering questions I don’t know, my adrenaline will secrete and I’ll try 

my best to figure the answers out. It’s exciting! (IN14-Jim-P6) 

 

Based on the excerpt above, the activity of doing tests was less boring to Jim because 

of the satisfaction with the high degree of L2 cognitive requirement that he needed to 

exercise. Rather than complaining about the testing anxiety, Jim even enjoyed the 

process of using his brain power to solve the English puzzles; the feeling of boredom 

of course descended. Actually Jim’s attitudes towards doing tests could also explain 

the other aspect making the successful students enjoy doing activities more, namely 

the psychological feedback. In addition to the cognitive fulfillment, doing tests could 

also content Jim’s sense of self-achievement. As he further indicated, 

 

It [doing tests] sometimes makes me excited, though not all the time. When 

seeing myself finish the test sheet part by part, I feel a sense of achievement, 

especially in big tests. I don’t’ know. Maybe other people would think that I’m 

a weirdo, but sometimes I like doing tests more than taking classes because I 

like the feeling of seeing all the questions are answered perfectly (laughter). 

(IN14-Jim-P10) 

 

According to Jim’s expression, it was interesting to find that not only the test results 

but also the processes would provide him with the sense of self-achievement. That 

was also why sometimes he even enjoyed the process of completing the test sheets 

more than taking the classes. During this process, the interaction with this activity 
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brought him some positive mental feedback, which in turn decreased his feeling 

boredom. The other successful student, Jessica, also considered the derivation of 

mental encouragement significant to the decrease of L2 learning boredom; the 

statement she made about doing listening activity could help understand her feeling:  

 

It depends…it’s not possible that the feeling remains the same for every  

listening practice. Although most of the time listening to the CD really makes    

me feel upset and bored, sometimes I would suddenly become very ambitious   

in that I would like to get all the answers right. Being able to comprehend the 

speakers makes me feel good about myself…like…I’m improving. (IN9-

Jessica-P3) 

 

Through doing the listening practice activity, Jessica obtained a sense of self-

achievement. The feeling of self-content thus replaced the boredom generated from 

the dislike and impatience of the task itself. In sum, notwithstanding their complaints 

about doing class activities, the L2 learning boredom might be eased when the 

interactions with the activities provided them with opportunities to exercise their L2 

cognitive abilities and fulfill their mental needs. And what helped twist the feeling 

was the higher involvement of cognitive effort and the derivation of sense of 

fulfillment. 

     Similarly, how the interactions with the learning materials made impact on the 

generation of the unsuccessful students’ L2 learning boredom was correlated with 

their self-perception of L2 abilities. Different from the successful students who were 

willing to take the challenge in a certain degree, the unsuccessful students had less 

confidence of their own L2 proficiency and easily got bored with learning activities 

that were beyond their competence, according to the results of analysis. On the other 
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hand, the L2 learning boredom would descend a bit when the learning activities were 

still under their control. The following discussions will illustrate the dynamics of L2 

learning boredom the unsuccessful students experienced in the L2 class. 

     Due to the lack of confidence of their English ability, the unsuccessful students 

were not willing to engage themselves in the activities that were considered too 

challenging for them. The feeling of boredom thus appeared when their willingness to 

take part in the activities decreased. Take Rita for example. She felt it difficult to 

figure out the grammar rules and thus got bored with every activity related to 

grammar learning.  

 

I was in trance because I hated learning grammar. There’re so many rules that 

you need to comprehend when learning grammar. What’s worst about learning 

grammar is that the structures cannot be learned through simply memorization. 

If memorizing the rules can help make improvement, maybe there’s still some 

chance that I could remedy my grammar ability. However, they’re just like 

mathematical formula for which you need to understand how to make 

application, or you may not master them. It’s too difficult for me; I’d tried, but 

it didn’t work. (IN4-Rita-P3) 

 

Since Rita believed that she did not have the ability to overcome the challenge from 

the activity of learning grammar, boredom was used by her to express the dislike of 

this activity. Not only Rita but also Wayne had great resistance towards the activity of 

learning grammar. For Wayne, boredom had even become the synonym for grammar 

acquisition. As he stated,  

 

Boring! The only feeling I have when talking about learning grammar. No 
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matter what the grammar points we’re going to learn today, they’ve already 

bored me before I learn them. Because when I think about learning grammar, I 

feel it difficult. And because it’s a mission impossible for me, I feel it boring 

and don’t want to learn it. (IN4-Wayne-P4) 

 

The situation with Wayne was even worse since he seemed to have the preconceived 

idea about learning grammar. The boredom resulting from the interaction with the 

activity was not only from the task itself but also the resistance rooted in his deep 

mind. Similar complaint was found when the successful students were asked to do 

writing practice. Rita, for instance, felt it most boring with writing activities because it 

was the ability that made her have nowhere to hide. As she expressed, 

 

Because writing…you’ll definitely have to produce something, right? When 

dealing with reading or listening, we usually have options to choose. But 

because my English is not good, I probably even have difficulties 

understanding the words or sentences. In this case, how could you expect that 

I could compose things out? And when I struggle to figure them out but I 

can’t, I feel frustrated, and bored. (IN15-Rita-P7) 

 

According to Rita, the requirement of writing activities was totally outstepped the L2 

competence she possessed. Unlike interacting with other language skills, the 

assistance provided by writing activities was far less than what she needed. The 

frustration and anxiety caused from the interaction with writing activities thus 

increased the boredom she experienced. 

     Although many of the L2 learning activities were hard for the unsuccessful 

students, comparatively there were still some activities more controllable to them. For 
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example, Rita expressed that she liked to learn vocabulary more than grammar 

because she believed that the vocabulary competence was an ability that could be 

improved through working harder. As she stated, 

 

I think...that’s because I don’t work hard enough. Because for vocabulary…if 

you want to improve your vocabulary ability, you’ll have to memorize them as 

many times as possible. Unlike the learning of grammar…When learning 

grammar, you need to understand the structures, which is difficult, and I think 

I can’t do it. But for vocabulary competence…I think it could be enhanced as 

long as I’m willing to make efforts. So it’s less boring than learning grammar. 

(S3IN1-Wayne-P4) 

 

Attributing her insufficient ability in vocabulary not to the difficulty of vocabulary 

learning but to the inadequate efforts paid for it, Rita thought that there was still hope 

for her to make improvement, especially in contrast with the learning of grammar. 

This attitude thus decreased her feeling boredom with the activity of learning 

vocabulary. Wayne, the other unsuccessful student, also had the same point of view 

about his interaction with learning speaking. Because of the influence of his native 

tongue, he thought that his interaction with speaking activities would be easier and 

interesting. As he expressed, 

 

      Some of the pronunciations of English are pretty similar to the Amis language.  

For example, we also have [a] and [i] sounds in our tribal language. [Wayne  

started reading several sentences written in Amis on the draft he wrote for the  

competition of aboriginal languages.] So I think they are helpful to my  

learning of English speaking. The problem is that the words I know are  
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limited, so I’m still not that good at it. But at least it’s the English skill that I  

feel more interested in learning because I like learning my tribal language, and  

the two languages are similar. That’s why I think I’m better at English  

speaking. (IN10-Wayne-P6) 

 

Because of Wayne’s passion about learning his mother tongue, the detestation of 

learning English speaking was lowered due to the similar phonetic systems shared by 

the two languages. Since the mental resistance to learning speaking was relatively 

low, the perceived difficulty of interacting with this learning activity decreased, and 

so did his feeling of boredom. In short, although holding low degree of self-

confidence, the activities considered relatively easier to the unsuccessful students 

were reported less boring to learn in class.  

     In terms of the unsuccessful students’ interaction with L2 learning activities, the 

extent to which they believed that they were capable of the activities was the key 

influencing the construction of their L2 learning boredom. When the learning 

activities were beyond what their competence could deal with, their confidence 

lowered, which in turn increased their resistance to interact with the activities. For 

example, learning grammar or writing skill caused great problems to them. In such 

situations, the feeling boredom was used by them to express their detestation about 

the interaction with the activities. On the contrary, their feeling of L2 learning 

boredom could be eased when they thought that the interactions with the L2 learning 

activities were still under their control. In this case, since they believed that working 

harder or utilizing available sources to help might make it more possible for them to 

improve, the resistance to interact with the learning activities was reduced; and then 

their feeling of boredom was dispelled a bit. 
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4.2.2.5 Summary: 

     The above discussion and provided examples as the corroborative evidence 

indicated that there were still some differences between the patterns of how L2 

learning boredom happened to the successful and the unsuccessful students. 

According to the analysis results, the influential factor was the difficulties of given 

information coupled with the confidence they held towards their L2 competence. 

Since the two groups of students evaluated these two factors with different standards, 

L2 learning boredom was perceived differently by them. For the two successful 

students, since they got higher confidence about their English abilities, L2 learning 

boredom was constructed when their cognitive or affective needs were not satisfied 

due to the low challenge from the learning sources. For instance, receiving low 

challenge from the teacher, accommodating themselves to students with lower-level 

proficiency, learning through materials that were easy to comprehend, and interacting 

with learning activities that did not content their cognitive requirement were too easy 

for them to exercise and present their L2 competence. In addition to it, those low-

challenging tasks provided lower and insufficient mental feedback which the 

successful students needed for encouraging themselves to keep going. On the other 

hand, it was not surprising that their feeling boredom could be temporarily eased 

through receiving high challenge given from the teacher, a sense of superiority 

derived from comparing with other peers, learning through more challenging 

materials, and interacting with activities that could content their cognitive and 

affective needs.  

     As opposed to the successful students’ situation, the unsuccessful students, 

having lower faith in their L2 abilities, had difficulty processing challenging 

information beyond their level of proficiency. Besides, they were more sensitive to the 

negative mental feedback gotten from every possible interaction occurred in the 



‧
國

立
政 治

大

學
‧

N
a

t io
na l  Chengch i  U

niv

ers
i t

y

173 
 

classroom. The factor mentioned was also the source constituting their feeling of 

boredom with the L2 learning in class. Situations making them feel bored included the 

high challenge given from the teacher’s instruction, resistance to expose their L2 

competence in front of other peers, learning through difficult materials, and doing 

activities that were beyond their abilities to handle. On the contrary, when the 

information provided by the teacher was less related to English learning, the peers in 

class provided guidance or help to them, the materials designs were in aid of 

comprehending, and the activities they interacted with were under control, their 

feeling of boredom would be decreased.  
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CHAPTER FIVE 

DISCUSSION 

5.0 Introduction 

     In the previous chapter, the report of analysis results presents the similar and 

different definitions that the successful and the unsuccessful students gave to L2 

learning boredom. Besides, how social interactions in the classroom brought about the 

dynamic constructions of L2 learning boredom to the two classified students in terms 

of the similar and different places were also illustrated. In this chapter, the findings of 

the research will be discussed. 

 

5.1 Research Question One 

RQ1: How do L2 learners define “learning boredom”? Are there any similarities or 

differences between successful and unsuccessful students? In what ways? Why? 

 

5.1.1 Summary of the Answer to Research Question One 

     Noticing the lack of the definitions for the emotion of boredom in the field of 

SLA, the first purpose of this study was providing definitions for L2 learning 

boredom through the eyes of two successful and two unsuccessful students. The 

similar definition given by them were summarized in Tables 3. According to Table 3, 

all the students had similar complaints about their learning of English and defined L2 

learning boredom as the feeling of meaninglessness in learning English. Meaningless 

from three sources were reported as the reasons for the generation of the definition: 

(a) The resistance or surrender to the values of the L2 imposed by more powerful  
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parties, (b) the tiredness of not being able to get away from the sameness in L2 

learning, and (c) the students’ personal dislikes for the L2 and L2 learning.  

 

Table 3. Similar Definition of L2 learning boredom 

Boredom is the Feeling of Meaninglessness in Learning English 

Source Type 

(A) The resistance or surrender to the 

values of the L2 imposed by more 

powerful parties 

(a) Adults as the more powerful party 

(b) The educational system as the more 

powerful party 

(c) The society as the more powerful 

party 

(B) the tiredness of not being able to 

get away from the sameness in L2 

learning 

(a) the tiredness of long-term English 

learning process 

(b) the frustration of inability to get 

away from the L2 learning circle 

(C) the students’ personal dislikes for 

the L2 and L2 learning 

(a) the lack of interests 

(b) the judgment of uselessness in 

learning English 

(c) the evaluation of inutility in future 

career development 

 

In addition to the definition constructed through their similar boring learning 

experiences, it was also found in this research that L2 learning boredom was defined 

in different ways by the two classified categories of students. The summary of the 

results could be found in Table 4. For the successful students, L2 learning boredom 

was an emotion that must be borne to expect the rewards; both the internal and 

external rewards they were eager to obtain were included for discussion. On the other 

hand, the definition of L2 learning boredom provided by the unsuccessful students 

was an emotion that cannot be overcome due to learning obstacles. Similarly, the 

internal and external obstacles were found as factors bringing about their feeling of  
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boredom. In the following sections, the results of research question one will be 

discussed accordingly. 

 

Table 4. Different Definitions of L2 learning boredom 

Successful Students’: Boredom is an Emotion  

that must be Overcome to Obtain the Rewards 

External Rewards Bearing boredom to expect better performance on tests 

Bearing boredom to expect extra points in class 

Bearing boredom to expect aids in L2 learning 

Internal Rewards Bearing boredom to expect self-challenge 

Bearing boredom to expect a sense of superiority 

Bearing boredom to seek for a self-confidence 

Bearing boredom to seek for a sense of self-achievement 

Unsuccessful Students’: Boredom is an Emotion  

that cannot be Borne due to Learning Obstacles 

External 

Obstacles 

Category Sub-category 

Lack of L2 abilities to follow 

class instructions 

Not being able to understand 

newly taught knowledge 

Not being able to comprehend 

the review 

Lack of L2 abilities to 

participate class discussions 

and activities 

Whole-class discussions and 

activities:  

1. Listening tasks 

2. Quizzes and tests 

3. Question and answer 

4. Discussions on specific 

topics 

Group discussions and 

activities: 

1. Giving opinions 

2. Presenting 

Internal 

Obstacles 

Category Sub-category 

Attribution Theory  

Lack of L2 motivation Intrinsic motivation 

Extrinsic motivation 
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5.1.2 Providing Definitions for L2 Learning Boredom 

     Finding no consensus points of view to refer to in previous literature (Martin, 

Sadlo & Stew, 2006), the current study was committed to providing definitions of L2 

learning boredom that could be applied to the field of SLA. Different from the 

standpoints currently in effect which often viewed boredom as a fixed emotional state 

(Chamber, 1998; Chapelle & Jamieson’s, 1988; Gan, Humpherys, & Hamp-Lyons, 

2004; Weaver; 1996;) or an inherent personal trait (Huang, 2010; Zhu and Zhou’s, 

2012) in language learning, this current research was in line with the socio-

constructional perspective (Barbalet, 1999; Brissett & Snow,1993; Conrad, 1997; 

Larson & Richards, 1991) and found that boredom should also be viewed as an 

emotion that may convey underlying socially assigned meanings (Conrad, 1997). The 

socially constructed definitions of L2 learning boredom will be discussed below. 

 

5.1.2.1 Discussion of the Similar Definition of L2 Learning Boredom 

     In terms of the similar definition of boredom given by both the successful and 

the unsuccessful students, the social factors that fed on the generation of boredom had 

already existed in the previous literature examining boredom from socio-constructive 

perspective. However, unfortunately the viewpoints had not been applied to the field 

of SLA. The three sources making students define boredom as the feeling of 

meaninglessness in English learning will be discussed with the existing literature. The 

first issue raised in the current study was the relationship between power and 

boredom. Because of the resistance or surrender to the power from the adults, the 

educational system, and the society, boredom was used to represent their resentment 

at the L2 learning. This finding is in congruent with Kemper’s (1978) viewpoint in 

that boredom is an affect that would be constructed in the interplay between power  
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and disempowerment. In addition to Kemper’s (1978) statement, the result also agrees 

with the researchers (Caldwell, Darling, Payne & Dowdy, 1999; Larson & Richards, 

1991; O’ Hanlon, 1981) supporting forced-effort theory in that the coercive power 

forcing the students to expand efforts on task they are not willing to do is the source 

causing their feeling boredom.  

     Besides the issue of power, the boredom generated from the feeling of sameness 

is another point to discuss. Essentially in accordance with Klapp’s (1986) research 

which claims that boredom is socially constructed due to the lack of resonance with 

the fast-paced society, the students in this study reported their tiredness of the long-

term L2 learning process and the sickness of the inability to get rid of the never-

ending L2 learning circle. In congruent with the idea of “hyperboredom” defined as 

“the ego’s awareness of its helplessness in regard to its aspirations” (Healy, 1984, 

cited in Belton & Priyadharshini, 2007, p. 584), the feeling of sameness exhausted the 

students and got them into whirlpool of boredom. Additionally, although admitting 

that students turning to junior high school seemed to have a tendency to lose interest 

in learning English (Huang, 2010; Zhu & Zhou, 2012), the finding of this research is 

different from their conclusion of attributing this change to the proneness junior high 

school students possessed and proposes that the tiredness of the sameness in the long-

term learning process came from their disappointment to the whole educational policy 

or even the social environment. 

     The third source instigated the similar definition of boredom lied in the aspect 

of individual factors. Echoing Barbalet’s (1999) viewpoint in that the experience of 

boredom might be attributed to the lack of meaningfulness to the individual persons, 

this study indicated that the students’ personal dislikes for the L2 and the L2 learning 

was the other reason making the students feel it meaningless to learn English. In  
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response to Conrad’s (1997) viewpoint that the extent to which one thing was 

considered interesting to a person might decide his or her judgement of boredom 

degree to it, the results showed that the absence of interests in learning English was 

one of the reasons making the students feel it meaningless and boring to learn it. In 

addition to it, the ideas that English was evaluated useless in daily lives and the future 

careers could also be found in Conrad’s (1979) claim that boredom was not inherent 

in anyone but lied in their interpretations and evaluation of it.  

     As to conclusion, through the interpretation of the four students’ perspectives, 

we concluded that L2 learning boredom was to them the feeling of meaninglessness in 

learning English. This statement was supported by many social constructionists 

(Barbalet, 1999; Conrad, 1997; Larson & Richards, 1991; Klapp, 1986;) and could be 

affirmed by Gaylin’s (1979) claims that boredom was “in response to the value of 

survival and the meaning of life” (p. 637). 

 

5.1.2.2 Discussion of the Different Definition of L2 Learning Boredom 

     Defined by the successful students as an emotion that must be borne to obtain 

the rewards, L2 learning boredom seemed to have a different function to the students 

with higher L2 proficiency. According to the results, notwithstanding the feeling of 

boredom they experienced in the L2 learning process, both of the two successful 

students did not try to avoid this negative emotion but took it as a turning point for 

infusing more attention for the purpose of being rewarded. This finding is supported 

by Goodsman (1992) who claims that students acknowledge their experience of 

boredom but also view it as a “signal to change” (p.27); however, engagement is seen 

as reducing the potential for change or development. The discussion of this viewpoint 

also brings about another issue worth considering. That is, whether boredom is always 
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an unpleasant and deleterious emotion? Based on the findings of the present study, the 

successful students answered it in the negative. During the process of interviewing the 

successful students, one of the main points they kept emphasizing was that things that 

were more boring were more beneficial. That was why Jim, one of the successful 

students, compared the feeling of boredom to health food. This interpretation of 

boredom from the successful students is different from some researchers’ (Pekrun, 

1993; Pekrun, Goetz, Danials, & Stupnisky, 2012) viewpoint that the negative 

intrinsic value might cause the avoidance of students’ engagement and so boredom 

was often used to show one’s motives for negative behaviors (Brissett & Snow, 1993; 

Conrad, 1997). On the other hand , this finding echoes some studies (Darden & 

Marks, 1999; Dawley, 2006; Harris, 2000; Quindlen, 2002) which consider boredom 

sometimes beneficial to learning. For example, Harris studied a group of college 

students’ boredom and found out that the students perceived the experience of 

boredom as an opportunity for reflection and relaxation, which enabled them to find 

some stillness and the “self” (Kracauer, 1995). Some other researchers even claimed 

that boredom was advantageous to a refreshed return to activity (Dawley, 2006). In 

sum, even though boredom was in general regarded as a negative affect which might 

have harmful impact on students’ learning, these two successful students’ definition 

provided us a different perspective to view the emotion of L2 learning boredom.  

Holding an opposite interpretation, the unsuccessful students defined L2 

learning boredom as an emotion that could not be overcome due to learning obstacles. 

This finding supports Gan, Humpherys, and Hamp-Lyons’ (2004) research in that the 

main reason that boredom commonly existed among unsuccessful students was their 

self-perception of low language abilities. To complement the findings of Gan, 

Humpherys, and Hamp-Lyons’ (2004) research, the present study explored this issue 
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further and found out that the unsuccessful students’ self-perception of insufficient 

abilities impeded them from following class instructions and participating in class 

activities, which was viewed as the major factor bringing about the generation of L2 

learning boredom to them. In addition to the influence of self-perceived L2 

competence, affective factors also played an important role in the unsuccessful 

students’ definition of boredom. The first affective factor was the concept of 

attribution. During the process of interviewing the two unsuccessful students, they 

often connected their present failure of the L2 learning to their unsuccessful learning 

experiences in the past. The feelings of not being able to compensate for past failure 

or comprehend present learning content frustrated them deeply, which made them 

view L2 learning boredom as an emotion that inhibited them from making 

improvement. In addition to the idea of attribution, the idea of motivation (Chambers, 

1993; Goodsman, 1992) had also been reported in relation to the generation of L2 

learning boredom. However, different from previous research which regarded 

boredom as simply an alternative to the lack of motivation (Chambers, 1993), here the 

lack of motivation was viewed by the unsuccessful students as a factor reducing their 

intrinsic value towards the learning of English; and boredom was used as an excuse to 

avoid the coming learning tasks. In other words, for the unsuccessful students, 

boredom was not an equivalent to the lack of motivation; rather, the lack of 

motivation was the evaluation they had about the learning of English and was stated 

as one of the factors making students feel bored. This finding is in accordance with 

Pekrun, Goetz, Danials, and Stupnisky’s (2012) study that claimed the lack of 

motivation itself might not bring about the feeling of boredom; what bored the 

students was their negative intrinsic value of it. In short, the self-perceived low 

language abilities and other affective factors were closely related to the reason making 
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the unsuccessful students defined L2 learning boredom as an emotion that could not 

be overcome due to learning obstacles. 

 

5.2 Research Question Two 

 

RQ2: What types of social interaction bring about the successful and unsuccessful L2 

learners’ feelings of boredom? How does their feeling boredom dynamically change 

within a class?  

 

5.2.1 Summary of the Answer to Research Question Two 

     Answering the call of Imai’ (2010) claim that students’ real-time emotional 

experiences in naturalistic settings should be concerned, the second research question 

particularly focused on the on-the-spot emotional changes in terms of the feeling 

boredom to see what and how social interactions occurred in the classroom co-

constructed the generation of L2 learning boredom to the successful and the 

unsuccessful students.  

The similar pattern that boredom happened to the two groups of students is 

presented in Table 5. According to Table 5, the similar theme was that the L2 learning 

boredom was dynamically co-constructed by the interactive flow in the L2 class and 

the extent to which meaningful approaches were applied. Four types of interaction 

altogether shaped the similar pattern that L2 learning boredom occurred in class, 

including (a) the teacher’s control of teaching tempos, (b) the interplay of loose and 

tight interactions among the students, (c) the extent to which the learning materials 

were real and various to the students, and (d) the activity orientations the students 

interacted with.  
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Table 5. L2 Learning Boredom Socially Constructed in the Classroom (Similarities) 

Theme: Boredom was socially constructed through the interactive flow in the L2 class  

and the extent to which meaningful approaches were applied 

Interactive Type 
Dynamic Changes (The rise and fall of 

boredom) 

The teacher’s control 

of teaching tempos 

Rise: The teacher’s tedious learning methods 

Fall: The teacher’s use of daily life interactive 

 means 

The interplay of  

loose and tight interactions 

among the students 

Rise: The inefficient cooperation among students 

Fall: The fervent conversations among students 

The extent to which  

the learning materials  

were real and various 

Rise: Learning through contrived materials 

Fall: Learning through meaningful and various 

 materials 

The activity orientations 

Rise: Interacting with language learning-related  

  activities 

Fall: Interacting with Meaning-oriented activities 

 

On the other hand, the interplay between the difficulty degrees of given 

information and the self-perceptions of L2 capability was reported as the theme for 

the constructions of different types of L2 learning boredom to the two groups of 

students. According to Table 6, there were also four types of interactions that 

influenced the constructions of boredom in different ways: (a) the teachers’ 

manipulation of comprehensible input (Krashen, 1985), (b) the L2 self-esteem 

(Coopersmith, 1967) students held to interact with peers, (c) the students’ perceptions 

of material difficulties, and (d) the extent to which the students believed that they 

were able to carry out the given activities. In the following discussions, the results of 

how the similar and different types of L2 learning boredom were socially constructed 

will be discussed respectively. 
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Table 6. L2 Learning Boredom Socially Constructed in the Classroom (Differences) 

Theme Boredom was socially constructed through the interplay between 

 the difficulty degrees of given information and the self-perception of L2 

capability 

For 

Successful 

students 

Interactive Type Dynamic Variable  

(The rise and fall of boredom) 

The teachers’ 

manipulation of 

comprehensible input 

Rise: The teacher’s giving of low challenge 

Fall: The teacher’s testing of learning  

results 

The self-esteem students 

held to interact with other 

peers 

Rise: Accommodating themselves to lower-

level students 

Fall: Getting a sense of superiority from other 

peers 

The students’ perceptions 

of material difficulties 

Rise: Learning through materials that were too 

easy to process 

Fall: Learning through more challenging 

learning content 

The extent to which the 

students believed they 

were capable of the 

activities 

Rise: Interacting with activities that could not 

satisfy their cognitive and psychological needs 

Fall: Interacting with activities that could 

satisfy their cognitive and psychological needs 

For 

Unsuccessful 

students 

The teachers’ 

manipulation of 

comprehensible input 

Rise: The teacher’s giving of high challenge 

Fall: The teacher’s talking about topics no or  

less related to L2 learning 

The self-esteem students 

held to interact with other 

peers 

Rise: Feeling of insecure to show their poor 

L2 competence in front of other peers 

Fall: Receiving guidance or help from other 

peers 

The students’ perceptions 

of material difficulties 

Rise: Learning through materials that required 

too much L2 cognitive processing 

Fall: Learning through materials in aid of 

increasing comprehension 

The extent to which the 

students believed they 

were capable of the 

activities  

Rise: Interacting with activities that were 

beyond their competence, 

Fall: Interacting with activities under the 

extent to which they could handle 
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5.2.2 Discussion of the Boredom Socially Constructed in the Classroom (Similarities) 

Based on the results of analysis, the interactive flow of the L2 class, coupled 

with the extent to which meaningful approaches were applied, co-constructed the L2 

learning boredom experienced by all the four students. In congruent with Weinstein’s 

(1991) and Jackson’s (1968) point of view that the classroom is indeed a curious 

social setting in which the students are expected to have interactions with the teacher, 

the peers, the learning materials and activities, the interactive flow was, therefore, 

considered important to the construction of the dynamic L2 learning boredom in the 

classroom. However, covering simply the aspect of social interactions was not 

comprehensive enough for the understanding of boredom from the students’ 

perspective because the emotion of boredom should be understood by taking into 

consideration the situations as well as the incidents of the people concerned, as 

suggested by Belton & Priyadharshini’s (2007). In the present study, we also found 

that the students’ interpretations and evaluations of the interactions occurred in the 

classroom were the more significant factor that influenced the generation of the 

dynamic L2 learning boredom. The four types of interactions, namely the interactions 

with the teacher, the peers, learning materials and class activities, as well as the 

students’ perceptions of them will be discussed in the following. 

     Although teachers’ teaching styles had been indicated as one of the sources 

constructing students’ feeling boredom (Gan, Humpherys, & Hamp-Lyons, 2004), 

what and how teaching styles influenced the students’ learning and constituted their 

boredom were left unexplained. To complement the insufficiency, in this study we 

found that the teacher’s tedious teaching styles such as lecturing, asking students to do 

repeating practice, giving too much learning burden and preparing too less before 

doing tasks were styles perceived boring by the students. Due to the lack of 
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interaction and the mechanical drillings, these styles were considered monotonous and 

bored the students when they learned English in class. In terms of the aspect of the 

peer influence, so far its relationship with L2 learning boredom has not been found in 

the existing literature. However, in the present study we discovered that the inefficient 

cooperation with peers was also one of the factors constructing L2 learning boredom 

to the junior high school students. When the cooperation among the students did not 

work smoothly, feelings such as impatience or even anger would happen to them. And 

these negative emotions deepened the students’ feeling boredom in class. Regarding 

the boredom generated from the interaction with the learning materials, in this study 

we found that the use of inauthentic materials could hardly arouse the students’ 

resonance and would bore them more easily. This finding is incongruent with 

Chamber’s (1998) claim that the contrived materials might increase the students’ 

feeling boredom. Therefore, based on the results that authentic materials could help 

reduce the students’ L2 learning boredom, we are in line with many of the L2 

researchers (Bachman, 1991; Morrow 1977; Nunan 1989; Widdowson 1978; Kramsch 

1998) who promote the advantages of using authentic L2 learning materials. Besides 

the boredom resulting from the interaction with the learning materials, the class 

learning activities were also indicated as one source influencing the dynamic 

occurrence of L2 learning boredom to the students. According to the results, although 

considering the learning of language skills important, the students still felt bored with 

language learning-related activities due to the mental and cognitive demands. This 

finding indicated that not only the learning of grammar (Weaver, 1996) but also the 

learning of other language skills such as learning vocabulary, reading, listening, and 

the working on translation tasks would increase their mental and cognitive burden and 

thus raise the degree of boredom they sensed. 
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5.2.3 Discussion of the Boredom Socially Constructed in the Classroom (Differences) 

     Because of the two groups of students seemed to be conditioned by the 

difficulty degrees of the learning information and tasks, the results of the different 

patterns that constructed the dynamic L2 learning boredom to the two groups of 

students were on the surface in accordance with the basic claims of the psychological 

school of thoughts (Fisher, 1993; Gordon, Wilkinson, McGown, & Jovanska, 1997; 

Mikulas & Vodanovich, 1993). However, in this study we found that this direct 

connection between the subjects and the external stimuli they received could not help 

understand the L2 learning boredom thoroughly. What was more important was the 

students’ self-perceptions of their L2 capacities.  

     Regarding the fact that the pattern L2 learning boredom happened to the 

successful students, apparently the finding seemed to be in accordance with the idea 

of Flow Theory (Csikszentmihalyi, 1975, 1994) which stated that the more capable 

learners got bored with low-challenging tasks more easily. However, in this study we 

found that the relationship between the occurrence of boredom and task difficulty was 

not as simple as described in the Flow Theory. According to the results, the reason 

why the information or tasks perceived too easily by the successful students decreased 

their willingness to engage was that the successful students believed that their 

proficiency was high enough for them to seek for higher challenge. Therefore, the 

dynamic feeling of L2 learning boredom happened when the successful students 

processed information or interacted with activities that were considered not 

challenging enough to fit their competence. Similar situations happened with the 

unsuccessful students’ case. Although agreeing with Gan, Humpherys, & Hamp-

Lyons’s (2004) study result that the low language ability was a key factor making the 

unsuccessful students feel bored with English learning, this current study proposes 
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that the unsuccessful students’ self-perception of low L2 competence was not the 

reason for their failure but the obstacle impeding them from trying. Since they 

believed that their low proficiency was not able to make them complete the given 

learning tasks, this presupposition gave them the excuse to avoid paying efforts. As a 

result, boredom appeared due to their actions of giving up but was eased when they 

thought that the given tasks were still under control. The above findings showed that 

the learning information or tasks only were not the only things to blame; rather, the 

students’ evaluations of their L2 capacities to complete the learning activities were the 

key to influence the generation of their L2 learning boredom. This finding could be 

associated with the self-efficacy theory (Dörnyei, 1998) and summarized by 

Bandura’s (1993) idea that people with higher self-efficacy would try to enhance their 

achievement behavior by helping themselves to approach disadvantageous situations 

with confidence, while people with low self-efficacy would take their own personal 

deficiencies and the obstacles they encounter as excuses to avoid concentrating on 

how to perform the tasks. All in all, the patterns constructing the dynamic L2 learning 

boredom differently to the successful and unsuccessful students varied with not only 

the different difficulty degrees of the tasks but also the different levels of self-efficacy 

they held to perform those activities. 

 

5.3 Summary: 

     Through the eyes of the two successful and two unsuccessful junior high school 

students, this study provides definitions for L2 learning boredom and depicts the 

dynamic changes of L2 learning boredom socially constructed in the L2 classroom. 

The findings of the present study corroborate previous research (Barbalet, 1999; 

Belton & Priyadharshini, 2007; Caldwell & Darling, 1999; Conrad, 1997; Gaylin, 
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1979; Goffman, 1967; Healy, 1984; Kemper 1978; Klapp, 1986) that portrays 

boredom from the sociocultural perspective and agrees with Brissett and Snow’s 

(1993) standpoint that “boredom is an interactive phenomenon which can only be 

understood in an experiential and communicative context” (p. 585). The following 

explanations illustrate the potential contributions that the present study makes to the 

issue of L2 learning boredom. 

     Although the outline of boredom has been shaped, the lack of definitions for 

boredom was the main reason hindering the development of theories for L2 learning 

boredom. Therefore, the first contribution of the present study is to provide 

preliminary definitions of L2 learning boredom from junior high school students’ 

perspective. Apart from the definitions of L2 learning boredom, observing and 

depicting the real-time emotional changes in the L2 classroom is another contribution 

of this study. Different from the previous studies usually exploring emotion as a fixed 

concept, this study observed and reported a relative dynamic emotional flow in terms 

of the feeling of boredom for the purpose of responding to Imai’s (2010) appeal for 

studying learners’ on-the-spot emotional experiences in naturalistic settings.  

 

5.4 Pedagogical Implications 

     In order to improve students’ L2 learning efficiency and effectiveness, it is 

important to help them get away from boredom as far as possible or even make it 

beneficial to their learning process. Based on the study results of the present research, 

several significant pedagogical implications were suggested. First of all, it is 

suggested that adults should renegotiate the values of English and English learning 

with the students. According to the results of this study, one of the reasons making the 

students feel bored with English learning was that the students did not see any profits 
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of it. Due to the lack of environment for the students to use English in everyday life, 

they felt no connection with the learning of it. Therefore, what the L2 teachers could 

do is to help them see the chances or even provide occasions for them to have contact 

with the real use of English. Approaches such as inviting native speakers of English to 

class, broadening their world views by teaching them how to be global citizens, or 

introducing the advantages of having good English abilities in future careers are 

examples that the teachers could use to help twist students’ values towards English 

and English learning.  

Secondly, increasing the variety of class designs will have a great chance to 

help students get rid of the torment of boredom. This suggestion could be applied to 

many aspects of the class designs. The first aspect could be adjusted by this technique 

is the teacher’s teaching styles. For instance, in response to the complaints students 

had towards the teacher’s tedious teaching techniques in this study, shortening the 

time of using mechanical teaching methods or employing interactive means 

alternatively with the drillings will make the teaching more diverse, which may be 

beneficial to the decreasing of students’ feeling boredom. Besides, providing a wider 

range of challenge or setting different levels of task difficulties for students to make 

their own choice will also help to add more variety to the class. In addition to the 

teacher’s teaching styles, the idea of increasing the variety could be also used to 

design class activities. In order to prevent the students’ tiredness of the long-term L2 

learning circle from getting worse, the teacher could try to change the teaching steps 

or hold some extraordinary activities related to English learning. Apart from the two 

aspects, spending some time guiding the students to learn through the complementary 

parts of the textbook or providing self-made materials could not only help take the full 

advantage of the learning materials but also increase the variety to the class.  
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     Besides raising the class variety, using authentic teaching approaches may also 

be beneficial to the reduction of the students’ feeling boredom. Similarly, this idea 

could be used in several aspects of the class learning and teaching. First of all, the 

teachers are encouraged to incorporate real-life experiences as examples into their 

teaching. Based on the results of the present study, the students had great interests in 

the teacher’s life stories. Some of them even stated that the learning would become 

more interesting and effective if the teacher could give her own stories related to 

English learning. In addition to the teacher’s teaching style, the authenticity of the 

learning materials should be another concern of the practitioners. In this study, one of 

the sources making the students’ feel bored was the unreal reading texts and listening 

content, due to the contrived designs catering for language learning purposes . 

Therefore, it is suggested that the selection of more authentic materials will be helpful 

to the decrease of the students’ L2 learning boredom. In terms of the activities, the 

study results also proposes that tasks drawing students’ focus on the meaning rather 

than the forms will make the them feel that the learning is more associate with their 

real lives, and the feeling of boredom could be eased. The teachers are suggested to 

design more communicative learning activities to compensate the deficiencies of 

instructing students with the language forms only. 

     Fourth, the findings of this study also suggest that positive class interactions 

might be of help to ease the generation of students’ L2 learning boredom. The 

interactions with the teachers as well as other peers should both be taken into 

consideration. Through the interactive methods such as posing questions or 

chitchatting with the students, teachers may successfully draw students’ attention 

back and get them more engaged in the class discussions. On the other hand, the 

promotion of positive interactions among the students could also make the learning 
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atmosphere livelier in the class. Examples such as creating contexts for the students to 

have a discussion or assigning each member a proper job based on their L2 levels in 

group activities are suggestions to be referred to.  

     Fifth, since both of the two classified categories of students in this study 

complained about the dissatisfying challenge of the learning materials and activities, it 

is suggested that controlling the challenge degree of the materials and activities 

skillfully should be taken into account when designing the courses, although it might 

be a heavier burden to the language teachers who need to take care of a group of 

students with diverse L2 levels of proficiency. We suggest that teaching students in 

accordance with their aptitudes might be a possible way to solve this problem. For 

example, setting different level of challenge about the learning content and activities 

and yielding some right for the students to decide the goals they want to achieve. At 

the same time the teacher could help them as an assistant and a supervisor. By doing 

so, the successful ones will not feel bored because of the discontent challenge while 

the unsuccessful ones might not be bored due to their resistance to take the challenge.  

     Last but not the least, to help students increase their motivation is also 

considered helpful to the decrease of L2 learning boredom happened to the students. 

Although as reminded in the previous section that the lack of motivation cannot be 

equivalent to the occurrence of boredom (Berlyne, 1960; Goetz & Frenzel, 2006; 

Pekrun, 1993), motivation has still been pointed out as one of the elements 

influencing the construction of L2 learning boredom to both the successful and 

unsuccessful students. To enhance students’ extrinsic motivation, the teacher could 

provide chances for them to give extra points or help them see what English could be 

used in daily lives. However, what is more important is to free the students from the 

control of rewards and punishments (Bruner, 1996) and get them intrinsically 
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motivated. Assisting the students to strive for the better, autonomy, and self-

actualization (Maslow, 1970) might be the extreme goal of the teachers. By doing so, 

students’ general L2 confidence as well as self-efficacy will be promoted, which 

might in turn help them overcome the invasion of boredom.  

 

5.5 Limitation of the Study 

     The main limitation of the present study lies in the procedures of data 

collection. Several points making this research incomprehensive will be explained 

below. First of all, the available time used to conduct the stimulated-recall interview 

after each class observation was not long enough for the formal procedures to 

complete. For the purpose of getting the freshest memories from the participants, the 

interviewer made a compromise and played only the parts of the video that could not 

be recalled clearly by the students. This could threaten a bit the validity of the study in 

that the students might not be able to correctly recall and describe their feelings at 

those moments. Secondly, the limited time making the interviewer have no choice but 

to interview the four participants at the same time might prevent the students from 

giving their real thoughts. During the process of interviewing the four participants, it 

was sometimes found that the students whose thinking speed was slower (usually the 

unsuccessful ones) would follow the ones with faster reactions (usually the successful 

ones) and repeat or rephrase their opinions. This deficiency thus made the data 

collected from the unsuccessful students less comprehensive or abundant. Although 

the researcher tried to get access to them after the process of data collection finished, 

the follow-up interviews were not arranged successfully so that the data were still 

limited. 
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     Besides the process of data collection, the limited time for the researcher to 

deeply investigate the relationship between L2 learning boredom and its influence on 

the students’ learning results forced the researcher to give up writing up the third 

research question. Previous studies had started concerning the relationship between 

boredom and learners’ academic performance (Goetz, Frenzel, Pekrun, Hall, & 

Lu d̈tke , 2007; Maroldo, 1986; Larson and Richards,1991), the findings, however, 

still did not reach a consensus. In order to make clear this issue which might be the 

top concern of the teachers, students, as well as parents, follow-up interviews should 

be conducted in the future.  

 

5.6 Suggestions for Future Research 

The suggestions for future research will be given from two perspectives: (a) 

suggestions for compensating the insufficiency of this study and filling the gaps of 

prior studies and (b) suggestions for future research directions. 

In order to compensate the limitation of the present study, two suggestions for 

future research are provided. First of all, the longitudinal ethnographic approach is 

recommended as the research method for conducting the studies, for the purpose to 

have a more comprehensive understanding of L2 learning boredom occurred to the 

students. By employing the ethnographic research method, the researchers are able to 

earn more time to observe the dynamic changes of L2 learning boredom not only in 

class but also in their long-term learning journeys. In addition to the research 

approaches, the interview arrangement should also be dealt with carefully. Since the 

researcher of this study did not have available time to proceed individual and focus-

group interviews separately, the data collected might not be valid enough due to peer  
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influence. Avoiding mistakes of this kind happening could be beneficial to obtain a 

more comprehensive understanding of the students’ perspectives.  

In terms of the directions for future studies, two aspects are might be worth 

investigating. Firstly, as mentioned earlier in the section of limitation, the relationship 

between boredom and students’ academic performance has already started drawing 

the attention from researchers concerning the issue of learning boredom. According to 

the preliminary data collected in the present study, the students tended to attribute 

their success or failure on L2 performance to their self-efficacy rather than the 

influence of boredom. In other words, from the students’ perspective L2 learning 

boredom seemed to make a weak impact on their self-perceived level of proficiency. 

Unfortunately, the data collected for this study was not abundant enough for drawing 

a conclusion. It is suggested that researchers could incorporate this research direction 

into their studies so that we could have a more comprehensive understanding of the 

influence L2 learning boredom makes on students’ learning results. The second 

direction suggested for future research is the connection between L2 learning 

boredom and other kinds of emotion. In this study, we have found that L2 learning 

boredom is in association with affects such as motivation and self-efficacy. During the 

process of collecting the data, however, we found that the students also mentioned 

boredom together with other emotions such as anxiety, pressure, as well as enjoyment. 

The clarification of the relations among these emotions might be beneficial to raise 

the understanding of L2 learning boredom. 

 

5.7 Conclusion    

     Browsing existing literature it could be found that there has been an appeal for 

compensating the deficiency in the range of emotions investigated for studying 
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learners’ affective domain (Bown and White, 2010; Goetz, Pekrun, Hall, and Hagg, 

2006; Pekrun, Goetz, and Titz, 2002). As suggested by Bown and White (2010), this 

present research selected boredom as the main issue for exploration and applied the 

concept into the discussion of language learning and teaching. Instead of adopting the 

psychological perspective (Csikszentmihalyi, 1975, 1994; Damrad-Frye & Laird, 

1989; Martin, Sadlo, & Stew, 2006; Mikulas & Vodanovich, 1993) which regarded 

boredom as a relatively stable state or trait, this study took the side with social 

constructional school of thought (Barbalet, 1999; Brissett & Snow, 1993; Caldwell & 

Smith, 1995; Conrad, 1997; Gaylin, 1979; Klapp, 1986; Shaw, 1996; Smith, 1981) 

and viewed boredom as an emotion co-constructed from the social interactions 

occurred in the classroom as a natural setting. Framing our research from this 

sociocultural perspective, we aimed to provide definitions for L2 learning boredom 

and depict the dynamic boredom socially constructed in the classroom.  

Through conducting a qualitative case study and employing research methods 

including interviews and classroom observation, the answers to the two research 

questions were found. In terms of the first question searching for the definitions of L2 

learning boredom. All the students recruited for this study defined L2 learning 

boredom similarly as the feeling of meaninglessness in learning English. On the other 

hand, L2 learning boredom also meant differently to the two classified categories of 

students. For the successful students, L2 learning boredom was particularly defined as 

an emotion that must be borne to expect the rewards. Different from the successful 

students, the unsuccessful students viewed boredom as an emotion that cannot be 

overcome due to learning obstacles. Regarding the answers to the second research 

questions, it was also found that there were also similar and different types of social 

interactions leading to the constructions of L2 learning boredom. About the similar 
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pattern, it had been reported that L2 learning boredom was dynamically co-

constructed through the interactive flow in the L2 class and the extent to which 

meaningful approaches were applied. On the other hand, L2 learning boredom 

appeared differently in the two cases was resulted from the interplay between the 

difficulty degrees of given information and the self-perception of L2 capability. In 

both of the situations, the interactions with the teacher, other peers, learning materials, 

and class activities were incorporated as the bases for discussion.  

In light of these findings, suggestions provided the practitioners as well as 

other researchers will be specified respectively. Regarding the pedagogical 

implications, in order to enhance learning efficiency and effectiveness, we proposed 

that L2 learning boredom could be dispelled or even taken advantage of through the 

following five suggestions: (a) Increasing the variety of class designs, (b) using 

authentic teaching approaches, (c) promote positive class interactions, (c) controlling 

the challenge degree of the materials and activities skillfully, and (d) helping students 

increase L2 motivation. By taking these suggestions as references to the designs of 

lessons, it is hoped that the teachers could create a lively class atmosphere suitable for 

all students to engage. Besides the suggestions for the instructors, there were some 

suggestions for researchers having interests in investigating boredom as a learner 

emotion. The suggestions for future research could be given from two aspects. In 

terms of the research methods, it is suggested that the longitudinal ethnographic 

approach could be adopted in order to have a deeper and more comprehensive 

understanding of the students’ feeling boredom. Additionally, the arrangement of 

interviews should eliminate some factors, such as peer influence, that might affect the 

validity of the results. With regard to the directions for future research, the influence 

L2 learning boredom makes on students’ learning results as well as the association 
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between L2 learning boredom and other affects are issues recommended topics for 

researchers.  

As evident in the literature, the existing literature investigating learners’ 

affective life cannot cater for Chambers’ (1993) appeal that “we are living in an age 

when it is not cool for students to show enthusiasm for anything and Boredom is in” 

(p.14). This study provides an initial understanding of the definitions for and the 

process leading to L2 learning boredom from four junior high school students’ 

perspective. It is hoped that the findings of this study could help teachers improve 

their course designs and serve as a foundation for future research to develop. 
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Appendix A First Interview Protocol 

Introduction: I am Chen, Feng-Yin, a graduate school student studying TESOL 

in National Cheng-chi University. Firstly I would like to thank you for your 

willingness to participate in this study. The main topics of this interview will 

cover your perspectives of and feelings about English learning as well as English 

classes. In addition, you will also be invited to provide your past and present 

English class learning experiences for reference. The interview will be recorded, 

but your talks will be only used for research purpose. Please feel free to express 

and share your ideas with me. Thank you again for your kind cooperation.  

█ Topic Domain 1: General Beliefs and Feelings towards Learning English or 

English Classes 

1. First of all, I would like to invite you to share your general experience of and

opinions about English learning. When did you start learning English?

1-1 What will come to your mind when talking about “learning English”? What

feelings will you have about it? Do you remember how you felt when you first

started learning English? Are there any differences between the past and the 

present? What do you think are the factors giving rise to these changes? 

1-2 When it comes to “learning English,” what elements do you think should be

learned? What makes you think of these items first? What is the importance of

learning these items? What makes you think so? 

1-3 Among all the items in terms of English learning, which do you like to learn

the best? the least? What are the reasons for the preference and disfavor?

1-4 What is the easiest/ hardest thing for you to do in normal times? Then how

will you evaluate the difficulty degree of learning English? What makes you 

think so? Among all the language learning items just mentioned, which do you 

think you learn the best/ the worst? What makes you think so? What about 

other learning items? How would you describe your levels of them?  

1-5 What makes you want to learn English? Are there any other factors? What do

you think are the purposes of learning English? Could you please elaborate?

How much time and effort do you pay on studying English? Based on the 

effort you pay for the learning, to what degree are you satisfied with the return 

on investment? What makes you think so? 

2. We’ve just discussed English learning in general, now let’s talk about English

class. If now I say, “It’s time for English class,” what reactions will you have? Are

there any adjectives you will use to describe taking English classes?

2.1 What makes you have this kind of feeling? What about other adjectives you
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used to describe English class? What are the underlying reasons for the use of 

those adjectives? 

2.2 In one English class, how does the teacher usually guide the lesson? How 

about the students’ reactions? What kind of class activities do you have? How 

do you usually act like when taking the English class? What makes you have 

this kind of performance? 

2.3 Could you please recall one of your favorite English classes? What was the 

class like? Do you remember what happened after the teacher went into the 

classroom? How did the teacher give the lesson? What kinds of class activities 

did you have? How about the students’ reaction? What about you? How was 

your learning situation in that class? Could you talk about the reasons that you 

like this class best? 

2.4 What about the English class you dislike most? Similarly, please describe 

everything as detailed as possible. (teacher’s guidance/ class activities/ 

students’ reaction…) How was your learning situation in that class? What 

factors make you hate that class most?  

2.5 Regarding the topic of taking English classes, are there any ideas you want to 

share with me? 

█ Topic Domain 2: General Perceptions of L2 Learning Boredom in English 

Classes  

1. What is the most boring thing to you? What makes you feel “doing XXX” is the 

most boring thing to do? Then what about “taking English class”? How do you 

feel about it? It sounds that you feel XXX about learning English, right? Since the 

main purpose of this study is to understand the relationship between English 

learning and the feeling of boredom, the following questions will center on this 

perspective of discussion.  

1.1 During an English class, how often do you feel bored? In what kinds of 

situation would you have “This English is so boring,” this kind of feeling? 

Could you please give some examples? Who are also present in those 

occasions? Could you please describe the things happening in detail? What 

about the interactions among those people you just mentioned? What factors 

make you feel it boring with that class? 

1.2 Now please imagine a most boring English class ever, what do you think the 

class will be like? How will the teacher instruct the lesson? What class 

activities will you have? What makes you feel that the class will be the most 

boring English class to you? 

1.3 Now I want to invite you to make a comparison between your imagination and 

the reality. What are the differences between these two situations? Which do 

you prefer to take? Could you tell me the reasons? 

2. Has any of your classmates ever complained to you that taking English class is 

very boring? What else did he or she say? How did you respond to him or her?  
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2.1 What made you have this kind of reaction after listening to his/her complaints? 

According to your observation, what kind of students would utter this 

sentence? What makes think so? 

2.2 What reactions or thoughts may you have when feeling bored during an 

English class? Have you ever had this kind of experience? Could you share 

with me about it? 

2.3 During the process of any of your English classes, have you ever fell into the 

situation that you felt bored with the class but suddenly realized the 

impropriety of it? What made you have this kind of change of feeling? What 

did you do after you feel bored? What change of behavior did you have after 

you realized the impropriety of the feeling boredom? 

2.4 In contrast with the situation we talked about in the previous question, have 

you ever fell into the situation that you felt bored with the class but simply let 

it happen without taking any action? Please describe the experience in detail. 

What made you think that it was OK to let it be like that? Then, what did you 

do after you felt bored? 

█ Topic Domain 3: Experiences of L2 Learning Boredom in Past English Classes 

1. Thank you for sharing your feelings and thoughts about English class with me, 

this makes me interested in your past learning experiences in the English class. 

Now please tell me more about your feelings towards your English classes back in 

elementary school. 

1.1 You’ve just shared a lot of ideas about boring English classes, what about the 

similar experiences you had in elementary school? Was there any extremely 

boring English class that left a deep impression on you? Could you please 

describe everything happened in that class in detail? (teacher’s guidance/ class 

activities/ students’ reaction/teacher-student interaction…) What left you such 

a boring expression towards that class? (If none of the English classes were 

boring to you, please describe what a typical class was like.) 

1.2 Apart from the learning in school, did you go to any cram school to learn 

English? What made you want to go to XXX to learn English? What were the 

differences between the learning there and your learning in school? (teacher’s 

guidance/ class activities/ students’ reaction/teacher-student interaction…) 

Which was more boring to you? Could you please elaborate? 

1.3 In previous discussion I once asked you to imagine a most boring English, 

right? Now could you please imagine a least boring English class you might 

have in elementary school? (Please remember that it is still an English class, 

so the main task is to learn English.) What do you think this “happy 

elementary school English class” will be like? What makes you feel this kind 

of English class is less boring to take? 

1.4 You’re now in the seventh grade, how do you think the past English learning 

experiences makes impact on your present learning of English? Can you make 
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comparison between your English class in elementary school and in junior 

high school in terms of the degree of boredom? Please rate the degree by 

giving points; one represents the least boring while five means the most boring 

in its degree. Regarding the English class in elementary school, what point 

will you give? What about the class in junior high school? What are the 

differences between these two sections of experiences? What makes feel that 

taking the English class in XXX school is more boring? 
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Appendix B          Second Interview Protocol 

 

Introduction: Hi, XXX. Firstly I would like to thank you for your sharing in the 

previous interview. The main topics of this interview will focus on your English 

class learning experiences in junior high school. In addition, you will also be 

invited to provide your ideas about boring English classes. Similar with the 

previous interviews, this interview will be recorded, but your talks will be only 

used for research purpose. Please feel free to express and share your ideas with 

me. Thank you again for your kind cooperation.  

 

█ Topic Domain 1: Experiences of L2 Learning Boredom in Present English 

Classes 

1. In previous interviews, we’d talked about your feelings and ideas about boring 

English classes. And according to you, the classes in elementary school are 

less/more boring than those in junior high school, right? Since you are now in 

your first year in junior high school, I would like to know whether your opinions 

towards boring English classes are changed or not. 

1.1 What is a typical English class like? (teacher’s guidance/ class activities/ 

students’ reaction/teacher-student interaction…) How is your learning 

situation in that class? What parts of a class are interesting to you? Please 

elaborate. What parts make you feel bored? Please explain the reasons.  

1.2 You’ve just described a typical English class. Now could you please recall the 

latest boring English class you had? What happened in that class? (teacher’s 

guidance/ class activities/ students’ reaction/teacher-student interaction…) 

What occasions in that class were boring to you? Who were involved in those 

occasions? How were the interactions they had with you? Could you please 

make a guess at their feelings? How did their feelings and reactions make 

influence on you? 

1.3 Have you ever go to any English cram schools ever since you entered junior 

high school? Is it the same with that one you went to in elementary school? If 

so, could you tell me about the changes of the teaching and learning modes? If 

not, what is this cram school’s teaching like? Which is more boring to you, 

learning in the cram school or in school? Please explain the reasons in detail.  

1.4 In one of the previous interviews, I once asked you imagine a “happy 

elementary school English class,” right? Now can you also give me a “happy 

junior high school English class?” (Still, please remember that it is still an 

English class, so the main task is to learn English.) What will that class be 

like? What makes you feel that learning English this way in junior high school 

will be less boring? What are the differences between the imagined happy 

English class in elementary school and in junior high school? Could you tell 

me the reasons? 
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1.5 Now could you please make a comparison between your imagination and the 

reality, what are the differences between the imagined “happy junior high 

school English class” and the real English class you are taking? What makes 

you feel it more boring to take the real English class? What do you think are 

the factors that make it impossible for the imagined English class to be carried 

out in real life? 

█ Topic Domain 2: L2 Learning Boredom Experiences Associated with 

Classroom Interaction 

1. What we just discussed was related to the boring experiences of taking English 

classes, but now I would like to know more about what the classroom interactions 

are like when you start feeling that the class is getting boring. Now please recall 

what the class atmosphere is like whenever you start feeling bored with the 

English class?  

1.1 Do you notice the reasons for the class atmosphere to become dull? What 

makes you feel that the change of the class atmosphere is because of these 

reasons? Can you give me any examples? 

1.2 Generally speaking, how is the interaction between the teacher and the 

students in the English class? What are the possible reasons for the 

frequent/scarce interaction between the two parties? What feelings do you 

have towards this kind of classes in which the interaction between the teacher 

and the students is frequent/scarce? 

1.3 According to what you just said, the class atmosphere would usually become 

XXX when you feel it boring to take the class, right? Then what influences 

does this kind of atmosphere make on the interaction between the teacher and 

the students? Can you make a comparison between the atmospheres during 

boring and lively class time? Do you have any examples? 

1.4 What about you? How do the boring and lively atmospheres make impact on 

the interaction between you and the English teacher? Can you elaborate? 

2. What we just discussed was about the interaction between the teacher and the 

student. Now I would like to ask more about the interactions you have with other 

peers. Who are the peers you often interact with in the English class? 

2.1 Usually, under what kinds of situations would you have interaction? What do 

you mean by having interaction with him/her? What do you usually do? What 

makes you want to do this in the English class together? 

2.2 Do the interactions vary with the boring degree of the class atmosphere? With 

whom do you usually interact when you are doing XXX in class? (XXX refers 

to the situations in which the class atmosphere is lively.) What do you do? For 

what? On the contrary, with whom do you usually interact when you are doing 

XXX in class? (XXX refers to the situations in which the class atmosphere is 

boring.) Are they the same peers you interact with in the previous situations? 

What factors make you interact with the same/different people in different 
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kinds of class atmosphere? Are the things you do different from those you do 

in lively class atmosphere?  

3. Based on the previous interviews, the activities you often have in the English class 

are XXX and XXX, are there any other class activities? Which is your favorite 

activity? What makes you like this activity the best? What about the activity that 

bores you the most? What makes you think so? 

3.1 Who are you usually with when doing boring class activates? How do you 

distribute your job? How is the interaction among you? What kinds of 

associations does your feeling of boredom have with your interactions with 

those people? 

3.2 What about the activity you like the best? With whom do you usually do 

together? How do you distribute your job? What is the interaction like? What 

are the relationships between your preference of this activity and your 

interaction with these peers? 

█ Topic Domain 3: Evaluation on Boring English Classes and Conclusion 

1. Could you please make a general conclusion of your ideas about “boring English 

class?” Does it matter for you to take boring English classes? Please elaborate 

your statements. So it seems that you feel that it will be more beneficial to your 

learning if the English class are less boring, right? Do you have any suggestions to 

make it better? What makes you think so? 

2. Do you have any other opinions or ideas that you want to share regarding the topic 

of boring English learning and English classes? 
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Appendix C Protocol for Stimulated-Recall Interview 

Introduction: Hello, everyone. As mentioned earlier that I’ve videotaped your 

English class for the purpose of realizing your in-class learning situation. Now I 

would like to ask for a favor from you. I will play the video later, and then you will 

be invited to watch the video and recall the feelings you had at those moments in 

class. Whenever you find that you were bored with the class at the moments shown 

in the video, please feel free to let me know. And then I will stop the video clip and 

invite you to tell me what you were thinking at those moments. In addition, since I 

have no ideas about what you were thinking in your mind, out of curiosity I might 

also stop playing the video and ask you about your feelings and thoughts at certain 

moments. Similar with all other interviews, this interview will also be recorded for 

research purpose only. Thank you for you kind cooperation! 

█ Basic Questions for Each Class: 
1. You stop the video here, could you please talk about what you were doing at that

time first?

1-1 What were you thinking? How did you feel?

1-2 Had you noticed what the teacher was doing? What about other peers?

1-3 What made you feel bored at that time?

1-4 What was the following activity after this section? How did your feeling

changed after shifting to the next activity? What made you have this kind of 

change? 

2. (For Group Activities) It seemed that you were doing a group discussion here?

What were you doing?

2-1 Who were also in your group? How was the group formed? Was that your

regular group? How did you feel when joining in this group? How did you

distribute your job? Did you like the job you were assigned? Why did you 

like/hate your job?

2-2 What were you thinking at that time? How did you feel when doing this

activity?

2-3 You said that you felt bored when doing XXX activity, what about this group

activity? What makes you feel this activity is less/more boring? What are the 

differences between these two activities?

3. The teacher seemed to have some interaction with the students here, could you

please tell me what the teacher was doing?

3-1 What were you thinking at that time? How did you feel?

3-2 Does the teacher normally interact with the students this way? You seemed to

have intense/ not much interact with the teacher, what made you do so? Do

you usually act like this in normal times? 

3-3 Did you notice other students’ reaction? What were they during at that time?

You acted the same as/ differently from them, what made you do so?

3-4 Compared with the previous sections, which do you prefer? Which do you

think is more boring, XXX or XXX? What makes you think so?

█ Questions Particularly Designed for the Review Class -1 (Before the 2nd Sectional 

Exam)： 

1. It seemed that the teacher was reviewing for the coming sectional exam here,

right?

1-1 What are the differences between the things the teacher was doing here and
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the things she does in regular classes? What were you thinking during that 

period of time? 

1-2 How did you feel when the teacher was talking about the coming exam? How 

was it different from the feelings you have in normal English class time? 

1-3 What kinds of change do you have towards the feeling of boredom with 

English classes? Please elaborate. 

2. What aspects was the teacher reviewing for you? (vocabulary/grammar/sentence 

structures…) How did the teacher guide the review? 

2-1 Does the teacher usually guide the review in this way? What are the 

differences between the teaching of new knowledge and the reviewing of the 

old knowledge when the teacher instructs these items?  

2-2 How did you feel when the teacher was reviewing the vocabulary 

(grammar/sentence patterns…) Compared with learning new knowledge, which 

is more boring to you? What makes you think so? 

█ Questions Particularly Designed for the Review Class -2 (After the 2nd Sectional 

Exam)： 
1. This is the first class after the mid-term exam, right? What did the teacher do at 

the beginning of the class? (Handing back the exam sheets/ Reviewing/ Doing a 

quiz…) How did you feel at that time? What made you have these kinds of 

feelings? 

2. It seemed that the teacher started giving the lesson from here after the reviewing. 

What were you doing at that time? 

2-1 Did you notice the class atmosphere? Was there any changes? What did you 

think were the possible reasons for the changes? 

2-2 How did you feel at that time? What relationships does the feeling have with 

the fact that you just finished your mid-term?  

2-3 Comparing with the things the teacher did at the beginning, (Handing back the 

exam sheets/ Reviewing/ Doing a quiz…) which was more boring to you? Can 

you tell me the reasons? What relationships does it have with the fact that you 

just finished your mid-term?  
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Appendix D          Protocol for Focus-Group Interview 
 

Introduction: Hello, everyone. Thank you for participating this interview aiming at 

discussing the relationship between English learning and the feeling of boredom. 

The focus of this interview will also focus on the emotion of boredom occurred 

during the time you are taking the English class. The purpose is to understand the 

boredom of English learning from your perspectives, so please feel free to share 

your ideas and opinions. Similar with other interviews, this interview will also be 

recorded and the talks will only be used for research purpose. Thank you for your 

attention and cooperation! 

 

█ Topic Domain 1: General Attitudes and Feelings about Learning English in 

Junior High School 

1. First of all, what makes you feel that junior high school students should take 

English class? 

1-1 What do you think about the fact that junior high school students are required 

to take English class which is also listed as one of the major subject? 

1-2 When do you think is the best timing to learn English? Why do you think so? 

2. Junior high school students are required to take four English classes in a week, to 

what degree are you satisfied with your English classes? What makes you think 

so? 

2-1 What factors in the English class make you feel that it is not bad to take it? 

What parts of the class dissatisfy you? 

2-2 Can each of you tell one approach that you think will be suitable for junior 

high school students to learn English? What do the rest of you think about 

his/her ideas? What makes you think so? 

█ Topic Domain 2: Perceived Nature of Boredom and Boredom in L2 Learning 

among Junior High School Students 
1. Now let’s create a pyramid for discussing the degree of boredom. After drawing a 

pyramid, we start discussing the least boring things you do in daily lives and put 

them on the bottom level of the pyramid; and then we will move on to each higher 

level and talk about the things making you feel more and more bored. Things we 

put at the top level thus represent the most boring to you. Is that clear? 

1-1 At the lowest level, someone says that the least boring thing is XXX, how 

about the rest of you? What do you think? What makes you feel that this 

thing is boring/not boring to you? (Guiding in the same way from the bottom 

to the top level.) 

1-2 Now I would like to invite you to put English class into this pyramid. At 

which level will you put it? What makes you want to put it here? How about 

the others? What factors make you put English class at the different level 

from his/hers? 

2. Since you take many different classes at school, let’s compare English class with 

other classes. 

2-1 Which subject do you like the best? Reasons? 

2-2 Which subject is the most boring to you? Reasons? 

2-2 Comparing English class with XXX class, which is more boring? What are the 

differences between these two classes? What makes you feel that XXX is 

more/less boring? How do the rest of you think? What about comparing with 

other classes? What makes you think so? 
█ Topic Domain 3: Boring Learning Experiences in English Classes and Its Influence on 
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Learning Results 

1. What do you usually learn in the English class? (Grammar, vocabulary…) Let’s 

talk about each of them, O.K.? Usually how do you learn these items in class? 

1-1 What feelings do you have when learning XXX? Do you like learning XXX? 

Why do you think so? 

1-2 To what extent do you think learning XXX is important? What makes you 

think that leaning XXX is (not) important? 

1-3 For you, which is the most boring item to learn? It sounds that you think 

learning XXX is (not) important, (and) but the learning of it is boring to you, 

right? What influence does this feeling make on your learning? 

1-4  
█ Topic Domain 4: Suggestions for Improving Boring English Classes 

1. Since all of you experience the feeling of boredom in the English class, why not 

we write a letter to “English class” to make some suggestions? If you want to 

lower the level of your English class, what suggestions will you give to it?  

1-1 What makes you want to give these suggestions? 

1-2 What are the advantages of improving the class by following your 

suggestions? What do the rest of you think? 
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Appendix E 研究參與學生同意書 

親愛的同學你好: 

     我是國立台灣政治大學英語教學所碩士班的學生 陳鳳吟，目前因論文興趣方向，希望

對於國中生英語課堂的學習情緒進行探索。非常誠摯地邀請你參加本研究，並期望在參與此

研究之後，你對自己的英語學習過程也有所反思。若你有興趣參加本研究，請詳細閱讀以下

研究內容，並在下方的同意書上簽名。謝謝! 

研究生 陳鳳吟 

一.研究目的：本研究主旨在針對國中生對於英文學習及英文課堂所產生情緒之想法進行探

討，以期作為未來提升課堂學習風氣與教師教學品質之參考。

二.研究方式：

本研究資料收集期限為二個月，參與者將受邀請參與三類型資料收集活動，詳述如下:

(1) 個人訪談：研究這將邀請參與研究的同學進行一對一訪談，主要內容為同學的英文

學習經驗及英文課堂無聊情緒之了解；訪談次數約 2~3次。

(2) 課室觀察與課後訪談：研究者將到參與研究的同學英文課堂上做課室觀察並錄影；

課堂結束後會請同學觀看影片並進行課後訪談以了解同學上課的情緒轉變；訪談次

數約 6~8次。

(3) 團體訪談：所有參與研究的同學將會受邀進行一次團體焦點訪談，主旨在了解國中

學生對英文課的想法及無聊課堂的經驗。

三.研究參與者隱私權之保護：

(1) 研究進行過程前，研究者會再三確認同學了解所有研究及資料收集方式。一切錄音

錄影會在經過同學的同意下進行。

(2) 研究過程中，所有的訪談內容將會保密，所收集的資料也會妥善保管。

(3) 研究過程結束後，所有書面資料及報告將會以匿名方式呈現，以保護同學們的隱

私。

(4) 研究參與的過程中，若是同學因個人或其他因素無法繼續參與研究，僅需提前告知

研究者，不須負擔任何相關責任。

(5) 一切收集資料將保存最多一年半，並於研究者論文完成後進行銷毀。

四.研究參與者權利：為感謝參與本研究的同學，在每次訪談結束後，研究者會提供文具、

書籍、或是零食等小禮品做為回饋。

五.主要及協同研究者：

指導教授：黃怡萍 博士

研 究 生：陳 鳳 吟

   單    位：國立台灣政治大學 英教所碩士班 

   聯絡電話：0983-198-980 電子信箱：100551015@nccu.edu.tw 

同意書 

   我已充分了解研究內容，並願意接受成為此研究之參與者，且同意在受到隱私權保護

下，提供資料作為學術用途。 

同意人：___________________ 簽名 

中華民國      年      月      日 

mailto:100551015@nccu.edu.tw



