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Abstract: While extensive research has explored the influence of emotions on stu-
dents’ willingness to communicate (WTC) in face-to-face as well as online language
classes, there is a notable gap in understanding how emotions such as shame,
boredom, and enjoyment impact communication behavior in the context of a hybrid
learning environment. To address this gap, the current study investigated the as-
sociations among shame, boredom, enjoyment, and WTC. It also examined whether
WTC was predicted by the other three constructs, namely shame, boredom, and
enjoyment. A total of 411 Saudi Arabian students completed four questionnaires. The
results of structural equation modeling (SEM) revealed that the most significant
factor influencing WTC was shame, followed by boredom. Unexpectedly, enjoyment
did not influence students’ WTC. The implications of the obtained results are
explained to educators to make efforts to enhance students’ emotional-
communicative experiences in a hybrid learning environment.

Keywords: blended learning; boredom; enjoyment; shame; willingness to
communicate

1 Introduction

Over the past decades, an emphasis has been placed on the importance of the mode of
delivery and learning context in learning the English language in non-native English-
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speaking contexts (Blake 2017). Consistent with prior work, like traditional classes,
learning in virtual settings is affected by several psycho-affective factors (Bensalem
et al. 2025; Wei and Xu 2021). An area that might be influenced by the mode of
instruction is the concept of WTC, which refers to one’s readiness to enter into
discourse at a specific time with a specific person or persons, using a language.
(MacIntyre et al. 1998). It is one of the key determinants of learning success (Fathi
et al. 2023). WTC has garnered a considerable amount of attention from language
researchers due toits crucial role in enhancing learners’ communicative competence
(Barrios and Acosta-Manzano 2025). In fact, it is one of the key predictors of
communication behavior among learners (Elahi Shirvan et al. 2019; Pawlak and
Mystkowska-Wiertelak 2015). The willingness of language learners to use the target
language is caused by a wide variety of factors, some of which are psychological,
others contextual, and some of which are linguistic (Khajavy et al. 2016). As noted by
Mystkowska-Wiertelak and Pawlak (2017), WTC hinges upon a range of micro and
macro factors in L2 education. The recent interest in exploring the impact of
learners’ emotions on language learning has expanded to examining their dynamic
role in communication behaviors and WTC (Barabadi et al. 2022; Barrios and Acosta-
Manzano 2025; Chen et al. 2025; Derakhshan and Fathi 2024; Dewaele and Pavelescu
2019; Lee 2020; Lee and Hsieh 2019; Lin and Wang 2025). In their study, Bensalem et al.
(2025) found EFL students’ WTC to be affected by emotional variables of grit,
enjoyment, and boredom. However, such studies have not been conducted in
multilingual contexts. Another construct, which has received insufficient scholarly
attention in such contexts, especially in association with communication-related
constructs is shame. Moreover, the possible interaction that shame may form with
boredom, enjoyment, and WTC has not been thoroughly explored to date.

Although WTC has been the focal point of numerous studies, research has
insufficiently addressed the specific role of discrete emotions such as shame,
boredom, and enjoyment in shaping learners’ willingness to communicate. These
emotions are theoretically significant because they capture different valences of
learners’ affective experiences: shame as a self-conscious negative emotion that may
inhibit communication, boredom as a disengaging emotion that reduces willingness
to participate, and enjoyment as a positive activating emotion that can foster greater
interaction and persistence (Yashima 2021). Understanding these three emotions is
particularly relevant because they represent contrasting pathways through which
affect influences communication behavior - either by constraining or facilitating
students’ readiness to engage.

The rationale for investigating these emotions becomes stronger when consid-
ered in the context of blended learning. Unlike purely face-to-face or fully online
modalities, blended environments combine synchronous and asynchronous modes
oflearning, which may intensify or mitigate the effects of emotions on learners’ WTC
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(Graham 2013). For example, the presence of digital mediation can exacerbate feel-
ings of shame by reducing immediate interpersonal cues, heighten boredom through
passive online content delivery, or amplify enjoyment by enabling flexible, inter-
active, and multimodal engagement. Thus, blended settings provide a distinctive
context in which these emotions may function differently than in traditional
learning environments. Therefore, this study seeks to model the impact of shame,
boredom, and enjoyment on WTC in a blended learning environment, not merely
because prior research is lacking, but because theoretical and pedagogical grounds
suggest that these emotions are critical determinants of communication in such
contexts. By clarifying how affective experiences influence students’ WTC in blended
settings, the study may inform language teachers and educators of the nuanced role
of emotions in technology-mediated classrooms, extending insights from face-to-face
education to a learning mode that is increasingly central in higher education
worldwide.

2 Literature review
2.1 Willingness to communicate (WTC)

The construct of WTC originated in first language (L1) literature when it was intro-
duced by McCroskey and Baer (1985). Initially, it was considered a stable individual
trait, as outlined by McCroskey (1992). Through the work of MacIntyre et al. (1998),
this concept was later integrated into language education research. Technically, WTC
refers to “a readiness to enter into discourse at a particular time with a specific
person or persons” (MacIntyre et al. 1998, p. 547). It is dynamic in nature since
multilingual learners usually exhibit varying levels of WTC over time and in different
situations. This disparity can be attributed primarily to a range of factors, including
psychological, linguistic, and contextual differences (Khajavy et al. 2018). In an effort
to illustrate that WTC can be influenced by various factors, MacIntyre et al. (1998)
devised a model structured as a multilayered pyramid (Figure 1).

One of the components of this model is a fundamental layer that incorporates
stable macrosocial and psychological characteristics within the context of both the
individual and the social setting. According to Dewaele (2019), the highest layers of
the pyramid are comprised of dynamic proximal psychological and contextual
variables. These variables include affective-cognitive context, motivational pro-
pensities, and contextual antecedents. As a result, WTC emerges as a construct that is
formed by a multitude of intrapersonal and interpersonal elements that interact
with one another. When learners are given the opportunity to communicate, these
elements converge to affect their determination to either join in a conversation or
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Figure 1: The multilayered pyramid model WTC (MacIntyre et al. 1998).

retreat from it (MacIntyre et al. 2020). Furthermore, these factors collectively in-
fluence the decision of a speaker to engage in communication.

Fostering WTC in the target language has become a key objective in language
training (Dewaele 2019). This is because the focus of language learning and teaching
has shifted toward communication over the past few decades (Dewaele 2019; Khajavy
et al. 2018; MacIntyre et al. 2020). The significance of WTC has spurred numerous
studies delving into its nature and exploring various variables that influence
learners’ choices to either initiate or avoid communication (Feng et al. 2025; Henry
and MacIntyre 2023; MacIntyre et al. 2025). Some studies focused on affective vari-
ables, notably anxiety (e.g., Barrios and Acosta-Manzano 2025; Kruk 2022) and
motivation (e.g., Lee and Drajati 2019; Ye and Hu 2025). With the rise of the positive
psychology (PP) movement, scholars have started exploring the impact of positive
variables on WTC, namely grit (Bensalem et al. 2023; Fathi et al. 2021), while others
have examined the role of enjoyment on learners’ communication behavior (Fattahi
et al. 2023). Two other emotions that have not been examined enough are boredom,
which has a debilitative effect on WTC (Kruk 2022), and shame (Cook 2006; Galmiche
2017).

2.2 Foreign language enjoyment (FLE)

Over the course of more than four decades, a significant amount of research in the
field of SLA has focused on negative emotions, particularly anxiety (Dewaele and
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MacIntyre 2016; Fathi et al. 2023). Researchers have then been encouraged to
explore the impact of positive emotions on language teaching and learning skills
and practices inlight of the move toward incorporating PP into SLA (Ghiasvand and
Sharifpour 2024; Jin and Zhang 2021). In their seminal study, Dewaele and Mac-
Intyre (2014) developed the concept of foreign language enjoyment (FLE) in
response to the growing interest in positive emotions. FLE refers to “a complex
emotion capturing interacting dimensions of challenge and perceived ability that
can reflect the human drive for success in the face of difficult tasks” (Dewaele and
MacIntyre 2016, p. 216). Jiang and Dewaele (2019) distinguished between two cat-
egories of FLE: private and societal FLE. Private FLE refers to subjective experi-
ences such as feelings of pride, satisfaction, and a sense of achievement, whereas
social FLE includes elements such as sharing classroom stories, laughter, and good
engagement with teachers and peers. Additionally, Jin and Zhang (2019) proposed a
third sub-dimension, teacher-supported FLE, which denotes the learner’s opinion
of the teacher as friendly and supportive. Theoretically, FLE is supported by Fre-
drickson’s (2003) broaden-and-build theory, which is the foundation of the positive
psychology movement in language acquisition. This theory emphasizes the impact
and contribution of positive emotions on other positive emotions and on academic
outcomes in learners. Based on this theory, several studies were carried out in
order to investigate the role that FLE plays in the communication behavior of
students. For example, Dewaele (2019) identified FLE as one of the positive pre-
dictors of WTC among students enrolled in English classes in Spain. In the Iranian
context, Fathi et al. (2023) examined the possible impact of L2 self, intercultural
communicative competence, and FLE among a group of 601 intermediate Iranian
EFL learners. The results of their study revealed that the ideal L2 self, intercultural
communicative competence, and FLE were direct predictors of WTC. Similar
findings were reported by (Ebn-Abbasi et al. 2022) who discovered that FLE is a
predictor of WTC among Iranian EFL students attending government and private
schools. In the same Iranian educational setting, Fattahi et al. (2023) investigated
the influence of FLE and boredom on the WTC of learners, who were enrolled in
online sessions. Their results pointed out that FLE helped to alleviate, to a certain
extent, the effects of boredom that learners encountered when participating in
their online courses. In the Saudi context, Alrabai (2024) tested a model of WTC
among Saudi college EFL students. The results indicated that FLE had a minor
positive influence on WTC, supporting the claims made by Dewaele and Dewaele
2018; MacIntyre et al. 2019; Teimouri 2017, all of whom proposed that a strong sense
of enjoyment is a crucial requirement for learners to demonstrate WTC. Despite
these influential studies, the interaction of these constructs in blended learning
settings has received scant attention, so far.



6 —— Bensalem et al. DE GRUYTER MOUTON

2.3 The construct of foreign language learning boredom (FLLB)

The construct of Foreign Language Learning Boredom (FLLB) has recently garnered
increased attention in the field of language learning and instruction, and it has
emerged as a subject that is particularly significant for researchers (Derakhshan
et al. 2024; Solhi et al. 2024, 2025). Research on boredom was initiated in the Polish
context, and then it captured the attention of scholars in other settings, such as China,
Turkey, and Iran. Li et al. (2023) defined boredom as a state of disengagement
resulting from a lack of interest in and involvement in language learning (Kruk et al.
2021). In their research, Li et al. (2023) considered boredom as a condition of disen-
gagement characterized by a lack of interest and involvement in language acquisi-
tion (Kruk et al. 2021). This condition is characterized by a combination of negative
emotions, including disappointment, inattention, dissatisfaction, annoyance, and a
diminished sense of vitality (Kruk and Zawodniak 2018). FLLB is a prevalent issue in
educational settings, exerting a substantial impact on student motivation, engage-
ment, and academic performance (Daniels et al. 2015; Derakhshan et al. 2021). In the
context of language learning, FLLB can be categorized into two types: trait boredom
and state boredom. When an individual consistently experiences or has a stable
disposition towards boredom during language learning activities or class atten-
dance, it is referred to as “trait boredom” (Wang 2023). On the other hand, “state
boredom” is a transient and situational experience triggered by specific circum-
stances (Putwain and Pescod 2018). FLLB is a phenomenon that can be categorized
based on both situational and personal factors. It is a subjective experience that
varies depending on the individual and their specific context. In other words,
boredom has different roots and outcomes as substantiated by previous studies
(Pawlak et al. 2025). It has gained more attention, especially in the context of online
instruction after the COVID-19 pandemic (Dewaele and Li 2021). Although correla-
tions have been reported for boredom and factors such as WTC (Fathi et al. 2023;
Kruk 2022), grit (Alrabai 2024), and enjoyment (Wang et al. 2021), there is a dearth of
evidence on its interplay with shame.

2.4 Shame

Galmiche (2017) coined the term foreign language classroom shame, which is intri-
cate, dynamic, self-evaluative, and notably debilitating and paralyzing. It emerges
specifically in the classroom and may affect students regardless of their level of the
target language proficiency. According to Galmiche (2017), shame is made up of a
number of different aspects that are intertwined with one another, including the
beliefs, self-perceptions, feelings, emotions, and personality traits of the learner,
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socio-cultural and contextual particularities, and other stakeholders’ influence
(Galmiche 2017). Due to the complexity of this emotional experience, individuals may
feel high levels of anxiety, avoidance, or disengagement from the process of learning
and using a foreign language. Additionally, shame is a variable that contributes to a
persistently decreased sense of self and a view of an identity that is faulty (Galmiche
2018). Previous research indicates that shame has a significantly detrimental impact
on students’ language learning process. Specifically, a number of studies indicate
that shame appears to hinder students’ willingness to use language (Galmiche 2017;
Galmiche 2018; Teimouri 2018). For example, a significant link was found between
the likelihood of experiencing shame in multilingual contexts and WTC, according to
the findings of Teimouri’s (2018) study, which was conducted on Iranian students
majoring in English. In the same vein, students who were prone to feelings of shame
indicated a strong unwillingness to participate in activities that took place within the
English classroom, as demonstrated by Galmiche’s (2017) research.

In general, shame has been found to be connected with avoidance and with-
drawal behavior in communication, as noted by Cook (2006) and Galmiche (2017).
These findings align with the concept of shame in the area of psychology. Not only is
the phenomenological sensation of wishing to hide or disappear, or even feelings of
wanting to cease to exist, associated with shame, but it is also tied to a loss of the
ability to communicate, as stated by Lewis (2019). Shame is a multifaceted concept. It
is vital to explore more deeply the significance of this emotion when coupled with
other variables in SLA because of the enormous impact that shame has on an in-
dividual’s readiness to discuss their thoughts and feelings.

2.5 Combined emotions and WTC

Considering that learners rarely experience one single emotion at a time (Fattahi
et al. 2023), students may enjoy one aspect of language learning, such as reading a
new text, while suffering from boredom when engaged in critical analysis of the
same text (Dewaele et al. 2022). Therefore, numerous studies on WTC involved
combining and examining a number of constructs in order to determine their
relative impact on students’ communication behavior. Driven by the PP movement,
recent studies (Ebn-Abbasi et al. 2022; Li et al. 2022) have set out to examine enjoy-
ment combined with other variables, namely grit (Alrabai 2024), boredom (Li et al.
2022), and anxiety (Barrios and Acosta-Manzano 2025).

One of the aims of these investigations was to determine the relative importance
of each predictor. There were no studies that examined the combined effects of
shame, FLLB, and FLE but rather on the combined variables of FLE and FLLB, which
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have yielded inconsistent results regarding the impact of each variable. Wang et al.
(2021) found that FLE had a stronger correlation with WTC, both in and outside of the
classroom, when compared to FLLB. In a separate study, Li et al. (2022) found a
stronger correlation between FLE and WTC compared to the correlation between
FLLB and WTC. Nevertheless, Fattahi et al. (2023) discovered a substantial impact of
FLLB on WTC, while Alrabai (2024) identified FLE as a small yet significantly positive
predictor of WTC, with FLLB having no significant predictive power. The varying
results in these studies may be attributed to differences in the educational contexts
under investigation as well as the mode of learning (face-to-face vs. online). Addi-
tionally, the use of inadequate statistical tools, such as regression coefficients, could
be a contributing factor. Regression coefficients may not always offer a precise
ranking of predictors, particularly when they are correlated, as noted by Tonidandel
and LeBreton (2011). Motivated by these shortcomings, this study was conducted in
the context of blended language learning, as explained below.

2.6 The current study

Previous studies have found negative significant correlations between shame, FLLB,
and WTC (Li et al. 2022; Teimouri 2018; Wang et al. 2021) and positive significant
relationships between FLE and WTC (e.g., Li et al. 2022; Wang et al. 2021). However,
there has been little research into an indirect association between these predictive
variables. Investigating potential intricate relationships among emotion variables is
of paramount importance (Dewaele et al. 2022). This study sets out to address two
gaps in the literature. First, we aim at extending the line of research regarding the
variables that may act as predictors of WTC by proposing a model that includes not
only FLLB and FLE but also shame. In addition, previous studies examining pre-
dictors of WTC were conducted either face-to-face or online.

Taken together, the reviewed studies provide a clear theoretical basis for the
proposed hypotheses. Prior research has shown that shame, as a self-conscious,
inhibiting emotion, tends to suppress learners’ communicative behaviors, making it
reasonable to expect a negative link between shame and WTC in hybrid classes (H1).
Building on evidence that foreign language learning horedom (FLLB) often co-occurs
with negative emotions and diminishes engagement, it is plausible that the effect of
shame on WTC is partially transmitted through boredom (H2), while boredom itself
can directly reduce WTC (H3). Conversely, the literature on reciprocal influences
among emotions suggests that the impact of boredom on WTC may also be mediated
by shame, given their shared role in undermining confidence and willingness to
interact (H4). Finally, although enjoyment (FLE) is typically considered a positive
driver of communication, findings in blended and technology-mediated contexts
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Figure 2: WTC model.

highlight the possibility that enjoyment may not always translate into greater WTC

due to increased cognitive load or contextual barriers (e.g., fragmented interaction

or performance pressures), thus warranting the expectation of a negative predictive

link in this setting (H5). These justifications, grounded in empirical and theoretical

insights, clarify the rationale for each hypothesis and situate them within the

broader affective framework of WTC in hybrid learning environments. The current

study, however, examines the interactions between these variables in a blended

learning environment. Based on previous research, the following hypotheses were

proposed, as shown in Figure 2.

H1. Shame will negatively predict WTC in hybrid language learning classes.

H2. The association between shame and WTC in hybrid language learning classes will
be mediated by FLLB.

H3. FLLB will negatively predict WTC in hybrid language learning classes.

H4. The association between FLLB and WTC in hybrid language learning classes will
be mediated by shame.

HS5. FLE will negatively predict WTC in hybrid language learning classes.

3 Methods
3.1 Participants and context

A total of 411 multilingual students from several campuses of a public university
in Saudi Arabia participated in this study. Participants were enrolled in courses
offered in a hybrid format, implemented by university officials as a post-COVID-19
strategy to gradually reintroduce in-person instruction. The sample consisted
predominantly of females (80.26 %), with males comprising 19.8 %. Participants’
ages ranged from 18 to 27 (M = 21.76, SD = 2.56). The students represented two
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major academic tracks: English-related programs (61.5%) and medical programs
(38.5%). While English and medical students may differ in academic objectives, mo-
tivations, and classroom experiences, both groups were enrolled in the same hybrid
learning environment, allowing for an examination of the effects of teacher imme-
diacy and rapport across diverse disciplines. Including both majors provides a broader
understanding of how affective and relational factors influence resilience in hybrid
learning contexts. Participants were distributed across academic years, with 35.8 % in
their first year, 33.4 % in their sophomore year, 18.7 % in their third year, and 12.1 % in
their fourth year. All participants completed the survey voluntarily after providing
formally signed consent forms. It is important to acknowledge, however, that
combining English and medical students may introduce variability due to differences
in prior language experience, learning objectives, and engagement strategies. Future
research may consider examining these groups separately or including major as a
moderating variable to further clarify potential differential effects.

3.2 Instruments

3.2.1 WTC scale

To assess participants’ WTC, a short version of Weaver (2005) WTC scale was used. It
included five items using a 5-point Likert scale, with ‘1’ indicating a clear absence of
desire and ‘5’ indicating a clear state of preparedness. The reliability of WTC was
evaluated using Cronbach’s alpha coefficient, resulting in a value of 0.91, as stated in
Table 1.

3.2.2 Foreign language enjoyment scale

The FLE was assessed by employing a modified version of Botes et al.’s (2021) Short
Form of the Foreign Language Enjoyment Scale (S-FLES), wherein each item

Table 1: Descriptive statistics, reliability, normality, and correlations (N = 411).

Mean SD (a) Skewness Kurtosis Correlation
1 2 3 4
1. FLE 394 076 0.92 -0.11 -0.45 1.00
2. FLLB 263 093 091 0.17 -0.22 -0.578** 1.00
3. Shame 261 1.04 0.89 0.15 -0.53 —-0.254** 0.479** 1.00
4, WTC 370 125 0.91 -0.01 -0.44 0.293**  -0.422** -0.529** 1.00

**p < 0,01,
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specifically referred to English class. The scale utilized in this study is derived from
Dewaele and MacIntyre’s (2014) original 21-item scale. It consists of nine items spe-
cifically designed to measure positive emotions experienced during second-language
learning. The S-FLES considers three sub-scales, namely ‘instructor recognition’,
‘individual pleasure’, and ‘societal pleasure’. The items were answered using a 5-
point Likert scale. The scale showed a Cronbach’s alpha coefficient of 0.92.

3.2.3 Foreign language learning boredom scale

FLLB was assessed using an eight-item subset of the Achievement Emotions Ques-
tionnaire developed by Pekrun et al. (2011). The questionnaire items were modified to
reflect the unique context of language learning. Participants were asked to rate their
level of agreement with the statements on a 5-point scale ranging from “strongly
disagree” to “strongly agree.” With Cronbach’s alpha rating of 0.91, the scale indi-
cated a high level of reliability.

3.2.4 Shame scale

To assess students’ levels of shame, a shortened version of the Achievement Emo-
tions Questionnaire (Bieleke et al. 2021), was used in this study. The five item- survey
items included statements such as “I get a sense of folly when I speak in class” and “I
feel a deep sense of shame when I become aware of my lack of skill”. The scale was very
reliable, as evidenced by Cronbach’s alpha coefficient of 0.89.

3.3 Data collection procedure

In line with research objectives, the researchers examined the literature and used
four validated scales on the constructs of concern. They were converted to an online
survey for the participants’ convenience rather than printed versions. Upon getting
approval for the research protocol from the Institutional Review Board (IRB), 450
college students were invited to voluntarily participate in the study. Of these stu-
dents, after a week, 411 agreed to participate in the study and submitted their
questionnaires completely in the due time. The questionnaires were in English and
the way each scale would be responded was explained at the outset of the survey. The
goal of the study was also described to the participants. As the survey was online, the
researchers gave the students an assurance of their privacy and confidentiality of
information. The participants were also informed that they possess the right to
withdraw from the study at any point. To observe ethics in research, a consent form
was provided at the beginning of the survey. With singing that, the participants
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expressed their willingness to fill out the survey voluntarily. After two weeks, a
sample of 411 valid questionnaires were collected from the participants. Their re-
sponses were checked and prepared for the final quantitative analyses,
explained below.

3.4 Data analysis

The data analysis was conducted utilizing IBM SPSS 26 and AMOS 24. Preliminary
analyses were conducted by calculating kurtosis, skewness, and descriptive statistics
in the first stage. Normality assessment was conducted through the examination of
skewness and kurtosis values, both falling within the acceptable range of -2 and +2,
as per Kunnan (1998), affirming the data’s normal distribution. Furthermore, the
reliability of each scale was determined using alpha coefficients, with values
exceeding 0.70, indicating a satisfactory level of internal consistency. The hypothe-
sized associations among the variables were examined by the application of struc-
tural equation modeling (SEM). Prior to examining the interdependence of variables
in a structural model, Hair et al. 2012 advised validating the measurement models of
these variables by confirmatory factor analysis (CFA). Regarding the model evalua-
tion, Maximum Likelihood was employed along with other fit indices. The indices
utilized in this study encompassed x2/df, Comparative Fit Index (CFI), Tucker-Lewis
Index (TLI), and Root Mean Square Error of Approximation (RMSEA). Furthermore,
we utilized the bootstrapping method, as proposed by Shrout and Bolger (2002), to
assess the statistical significance of indirect effects. In order to achieve this objective,
a total of 2000 bootstraps were created, and confidence intervals for both the lower
and upper limits were computed as well (Hayes 2017).

4 Results
4.1 Descriptive statistics

The statistical measures, including means, standard deviations, coefficient alphas,
skewness and kurtosis values, and correlations of all variables, are displayed in
Table 1. Results demonstrate a significant correlation between shame, boredom,
enjoyment, and WTC. The WTC exhibited the most robust negative association with
shame (r=-0.526, p < 0.001). Moreover, boredom showed the second highest negative
correlation with WTC (r = —0.422, p < 0.001). The connection with enjoyment was the
lowest, and it was positive but small (r = 0.293, p < 0.001).
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4.2 Structural equation modelling (SEM)

The self-report scales underwent an examination of construct validity using CFA
(Figure 3). Goodness-of-fit indices were employed to assess the appropriateness of the
measurement models. This evaluation includes testing the measurement models of
shame, boredom, enjoyment, and WTC. As indicated in Table 2, the models exhibited
a good fit to the data. AMOS was used to build a structural equation model, which was
then used to investigate the correlations between FLE, FLLB, Shame, and WTC (see
Figure 2). If the values of the goodness-of-fit (GFI) indices, such as the Tucker and
Lewis (1973) index (TLI) and the confirmatory fit index (CFI), are equal to or greater
than 0.90, the model fit is considered acceptable (Hu and Bentler 1999). In addition, a
normed chi-square value less than 3 indicates an acceptable fit (Hu and Bentler 1999).
The model is also considered to have an adequate fit if the standardized root mean
square residual (RMR) computed by AMOS is less than 0.05 and the root mean square
error approximation (RMSEA) values are lower than 0.08 (Byrne 2013). Table 2 shows
that the fit indices for the model are within acceptable ranges.

Shame had the largest significant direct positive effect on learner WTC with a
medium size effect (§=-0. 43, t = -9.169, p < 0.001), followed by a small effect of FLLB
(8=-0.17, t = -3.016, p < 0.05). However, the effect of FLE on students’ WTC was weak
and did not have statistical significance (8= 0.09, t =1.754, n.s). A close examination of
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Figure 3: CFA model of the FLE, shame, boredom, and WTC scales.
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Table 2: Goodness-of-fit indices for the CFA model for all variables.

X/df CFI TLI SRMR RMSEA

Model 2.617 0.914 0.910 0.061 0.069

the paths among predictors revealed a significant correlation between FLLB and FLE
(r=0.58, p <0.001) and shame (r = 0.48, p < 0.001). Also, the correlational path between
shame and FLE was significant (r = —0.25, p < 0.001). In sum, the results of the SEM
analysis indicated that boredom and shame were significant predictors of students’
WTC, while enjoyment was not a predictor.

In addition, we examined multiple pathways connecting latent variables to
assess their direct and indirect impacts on WTC (see Table 3). First, a mediation
analysis was performed to investigate if FLLB had an indirect impact on the asso-
ciation between shame and WTC. The mediation model had negative and statistically
significant indirect effects (5 = —0.126; p < 0.01), as well as a negative and significant
total effect (§ = —0.639; p < 0.001). FLLB served as a mediator in the connection
between shame and WTC since the 95 % confidence interval for the indirect impacts
did not include the value of zero (95 % CI [-0.199; —0.069]). Similarly, a mediation
analysis was performed to investigate if FLE had an indirect impact on the
connection between shame and WTC. The mediation model had negative and

Table 3: Mediation model results.

95 % confidence interval

B P Lower Higher
Direct effects
Shame — WTC -0.441 <0.001 —0.562 -0.318
FLB — WTC -0.294 <0.001 -0.698 —-0.636
Indirect effects
Shame — FLB — WTC -0.126 <0.001 —-0.199 —-0.069
Shame — FLE — WTC —-0.052 <0.001 -0.095 -0.021
Shame — FLB — FLE -WTC -0.030 0.069 -0.073 0.003
FLB — shame — WTC -0.274 <0.001 -0.370 —-0.188
FLB — FLE — WTC -0.057 0.170 -0.698 -0.636
FLB — shame— FLE — WTC 0.0010 0.08 —-0.470 -0.219
Total effects
Shame — WTC -0.639 <0.001 -0.744 -0.526

FLB — WTC —-0.569 <0.001 -0.698 -0.441
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statistically significant indirect effects (8 = —0.052; p < 0.001). Consequently, FLE
played a partial role in mediating the connection between shame and WTC. Never-
theless, the combined influence of the FLE and FLB did not have a significant indirect
effect on WTC (8 = -0.030; n.s).

Other pathways were investigated to determine if shame and FLE had an
indirect impact on the connection between FLLB and WTC, either separately or
jointly. The findings showed that shame had an indirect negative and statistically
significant effect on the connection between FLLB and WTC (f = —0.274; p < 0.001).
However, the overall effect was negative and significant (8 = 0.569; p < 0.001). Thus,
FLLB played a role in partially mediating the connection between shame and WTC.
Furthermore, the 95 % confidence interval for the indirect impacts did not include
the value of zero (95% CI [-0.370; —0.188]). However, FLE did not have any sig-
nificant indirect influence on WTC (B = —0.057; n.s). Regarding total effects, the
effect of shame on WTC was found to be significant, indicating a large effect size
(8 =-0.639, 95 % CI: [-0.744, —0.526]). In the same vein, FLLB exerted a significant
overall impact (8 = —0.569, 95 % CI: [-0.698, —0.441]) with a large effect size on
learner WTC.

5 Discussion

This study aimed to test a model of WTC in relation to learners’ shame, FLLB, and FLE
in a blended language-learning setting. According to the results of SEM analysis, first,
it was discovered that shame had a direct, negative, and significant influence on the
WTC, hence confirming H1. These results align with Teimouri’s (2018) findings, which
indicate a significant and negative link between shame and WTC. The results of this
study provide evidence that aligns with Galmiche’s (2017) assertion that shame has a
detrimental effect on the motivation of second language learners to utilize the second
language. It would thus appear that the negative role of WTC can help explain
students’ reluctance to engage in classroom activities in general and activities that
involve communication because of their proneness to experience shame.

Second, the current study found that boredom has a direct, negative, and sig-
nificant impact on WTC. The quantitative analyses provided evidence of a significant
negative effect of FLLB on WTC, thus confirming hypothesis H3. Participants who
experienced higher levels of boredom throughout the online language learning
lesson demonstrated a decreased probability of participating in communication
using the target language. Given that FLLB is typically defined as a condition of
disconnection or disengagement (Pawlak et al. 2020) and active involvement and
conversation in the class are seen as means of engagement and learning, it is not
surprising that there is a negative correlation with WTC. This finding corroborates
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the results of Fattahi et al.’s (2023) research, which indicated a negative association
between FLLB and WTC in an online environment.

Unexpectedly, the SEM model indicated that enjoyment was not a predictor of
WTC, rejecting H5. This finding contradicts previous research that has consistently
shown the significant role of FLE as a predictor of WTC (e.g., Boudreau et al. 2018;
Fathi et al. 2023; Lee 2020; Lee et al. 2022). Prior research has suggested that a strong
sense of enjoyment in the language learning process is an essential requirement for
second language learners to exhibit a willingness to communicate in the target
language (MacIntyre et al. 2019). The above-mentioned finding is partially in contrast
with PP principles and the broaden-and-build theory of emotions, which argue that
positive emotions lead to and foster other positive emotions. However, in the present
study, FLE could not predict WTC, as a positive language learning outcome. Unlike
the present research, several investigations have identified FLE as a significant
factor in predicting WTC (Alrabai 2024; Li et al. 2022; Wang et al. 2021). A potential
explanation for this atypical discovery could be attributed to the specific circum-
stances of the language learning classroom in this research-instruction did not occur
in a traditional face-to-face environment, which was a new experience for all stu-
dents. A large number of students who experienced blended learning tended to
prefer the in-class mode of learning since it was linked to in-class lessons with
heightened motivation and increased interest (Wright 2017). This connection was
attributed to better comprehension, the appreciated interaction within the class-
room involving the lecturer and peers, and the valuable input received from the
instructor (Owston et al. 2019). According to Fathi et al. (2023), students expressed
dissatisfaction with the absence of in-person teaching and the unstimulating envi-
ronment of online classrooms, which led to unpleasant feelings. Furthermore, in the
context of blended learning, students perceived teachers as the primary source of
authority in the learning process (Pei et al. 2024). This dynamism put pressure on the
student-teacher relationship and raised doubts about the effectiveness of digital tools
in facilitating complex and in-depth discussions (Pei et al. 2024). The presence of such
an atmosphere may diminish students’ experience of pleasure, as seen by reduced
social enjoyment resulting from interactions with teachers and peers (Botes et al.
2021). The absence of social connection inherent in this context, along with the
limited opportunities for face-to-face exchanges, may have resulted in a diminished
influence of enjoyment and an amplified impact of boredom. Hence, the integration
of blended learning increased the possibility of student disengagement, withdrawal
from learning, and boredom, while simultaneously decreasing the probability of
experiencing delight. These factors, together, led to a reduced desire to communicate
in the target language.

The analysis not only identified the direct effects of the variables being studied
but also uncovered their indirect effects on WTC. Firstly, our study demonstrated
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that shame had an impact on WTC through the influence of FLLB, thereby confirming
H2. This suggests that learners, who are more prone to have a sense of shame are
more likely to experience FLLB, supporting H4, which causes them to refrain from
engaging in communication. Similarly, boredom affected WTC via the mediation of
shame. These findings suggest the strong effect of negative emotions, which tend to
neutralize positive emotions, namely enjoyment, as suggested by Bensalem 2022.
Specifically, the simultaneous impact of boredom, a frequently encountered emotion
among students (Pekrun et al. 2010), and shame, a pervasive emotion (Teimouri
2018), undermines students’ pleasure and leads to their unwillingness to commu-
nicate in the target language.

5.1 Implications

In the current study, we found that shame and FLLB influenced the WTC of college
students in a hybrid learning environment. Such findings have implications for
foreign language instructors. Given the fact that shame can be debilitating and
contribute to students’ involvement in communication, language teachers should
strive to devise appropriate strategies to help eliminate or alleviate shame triggers.
They need to be attentive to students’ facial expressions who may be either frus-
trated or not fully comprehending. These students need to be approached quietly,
assessed for their understanding, and reassured. In addition, instructors should
avoid grouping lower-achieving students together since that can lead to exposure to
students’ weaknesses — a trigger of shame. In this regard, according to Marzano et al.
(2001), ahility grouping can have detrimental effects on students if not done properly.
Marzano et al. (2001) posit that effective learning groups should encompass specific
elements. These include the active involvement of every group member, the
assignment of valid roles with clearly defined standards, individual and collective
investment in task completion or learning goals, and shared accountability among all
group members. Building shame resilience is not an easy task, but instructors should
try to avoid triggering shameful incidents, which can make it much harder for
students to surmount the experience. Instructors should establish a safe learning
environment where students are continuously reminded of what could be successful.
Expressions such as “you can do it, you make a difference” are important counter-
measures to shame.

Another implication is to raise awareness among instructors about the detri-
mental effects of boredom, which is not always caused by learners’ laziness but
rather by the classroom environment (Pawlak et al. 2020). Teachers should design
meaningful activities that allow students to communicate with their classmates in
the target language. These activities have to involve real-life situations that students



18 —— Bensalem et al. DE GRUYTER MOUTON

enjoy. Li (2021) suggests offering learners the autonomy to choose activities and
discussion topics, thereby avoiding tasks that are either overly challenging or
insufficiently challenging. Furthermore, employing stimulating online games and
activities that elicit feelings of accomplishment and satisfaction (Cavanagh 2016) can
serve as an effective approach to alleviate the effects of boredom among students.
Finally, teachers could enhance their computer literacy to mitigate disruptions
related to information technology in the classroom, as recommended by Derakhshan
et al. (2021).

6 Conclusion, limitations, and future directions

Based on the results of this study it can be claimed that learners’ emotions play a
critical role in shaping their communication behavior. Moreover, the unexpected
finding regarding the non-significant role played by FLE on students WTC indicates
that the combination of two strong negative emotions, such as shame and boredom,
may contribute to depriving students of enjoyment in their language classes.
Therefore, the role of instructors is instrumental in mitigating the detrimental effects
of negative emotions and helping students enjoy their language learning journey.
Like other studies, the present investigation had some limitations. Firstly, the use of
quantitative self-report scales may not effectively capture respondents’ true levels of
a certain concept, which could undermine the reliability of the collected data.
Therefore, it may be necessary to conduct more research that includes qualitative
data in order to gain a more detailed knowledge of the connections between the
examined variables. Furthermore, the data for the study were collected exclusively
from a single university inside a particular country, which restricts the applicability
of the findings to other multilingual contexts. In addition, the study did not account
for the participants’ proficiency level, which could limit the generalizability of the
findings. Hence, it is advisable to conduct more iterations of the research in different
settings, using larger groups of students who possess varying degrees of skill in the
target language. The longitudinal and dynamic interplay of the four constructs is also
an interesting line of research in the future. Finally, future researchers are recom-
mended to test the extracted model in other contexts and in light of innovative
approaches to the study of emotions including retrodicitve qualitative modeling,
latent profile analysis, time-series analysis, complexity theory, and the idiodynamic
method.
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