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Abstract

Background: Boredom has recently attracted increasing attention in
second (L2) or foreign language learning (EFL), but little is known
about how this feeling affects student and teacher engagement in
virtual English learning. The present study aims to determine the
arbitrary factors and strategies for managing boredom in virtual
learning.

Method: The current study conducted a qualitative survey on 14
teachers and 126 students from a public university in Saudi Arabia.

Results: The study found that students and teachers considered
virtual classes to be more boring than face-to-face classes. However,
teachers considered skill sets and content-related classes of virtual
classes boring, while students only considered content-related
virtual classes boring.

Conclusions: The results exhibited that most students and teachers
perceived virtual learning as more tedious than face-to-face classes.
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1. Introduction

Second (L2) and foreign language learning (EFL) are highly emotional interactions with potentially
serious circumstances. Currently, there is an increased awareness that emotional reactions are as
important as other personality characteristics variables, such as learning, memory, and motivation
(Akkok, 2021; Q. Wang et al., 2021). Emotions can be favorable, including delight, involvement, and
pleasure, or negative, such as shame and embarrassment (Revord et al., 2021) and anxiety. While
positive emotions create pleasurable language learning and increase students' motivation (Baageel,
2020), negative emotions prevent personal learning initiatives and disrupt teacher efforts to produce
a better L2 learning environment. Among the negative emotions, anxiety has been widely discussed
and researched in L2 studies (X. Hu et al., 2021; Oteir & Al-Otaibi, 2019). Boredom is an unpleasant,
underrepresented feeling that has recently received attention. It is a passive and multifaceted
emotion characterised by milder conceptions of time, evidenced primarily via non-engagement or
abandonment of academic tasks (Li et al., 2023; Shukang & Yuhan, 2020). As a compelling attainment,
boredom can possibly hinder learning processes. It is, therefore, critical to investigate the
complexities of this compassion from the perspectives of both students and instructors.

Boredom is a specific characteristic of an individual's state that could be considered tedious
(Shehzad et al., 2020). The state of learning boredom is a single, situational, temporal condition
grounded in a person's comprehension of their educational process as not captivating enough and
inadequate (Shirvan et al.,, 2021). Personality boredom is a fundamental aspect of one's
temperament. It is divided into two categories: (i) exterior boredom, referring to uninspired
surroundings, and (ii) intrinsic boredom, referring to difficulties finding exciting features to do
(Shirvan et al., 2021; Zawodniak et al., 2017). Accordingly, boredom negatively impacts engagement.
Engagement is a multidimensional trait that is an essential element of developing the learning
process. According to (Zawodniak et al.,, 2017), boredom should be overcome to avoid
disengagement.

Failure to understand and connect the importance of academic experience can lead to boredom.
Empirical findings on boredom have been found in general education classroom environments. These
investigations found three explicitly boredom-dealing approaches students adopt: avoiders,
criticisers, and reappraisers (Pawlak, Kruk, et al., 2020). In addition, studies have been conducted on
student boredom in academic settings. For example, (Pawlak, Kruk, et al., 2020) discussed boredom
in EFL classrooms, particularly in Polish EFL classrooms, while (Li et al., 2023) researched EFL boredom
in Asian settings. On top of that, EFL boredom analysis has been conducted in conventional, offline
classroom settings. Thus, studies on boredom in virtual classrooms are scarce, particularly during
disease outbreaks.

Recently, schools have been implementing distance teaching via computer-mediated
communication (CMC) operating systems (Dumanci¢, 2018). Throughout the global epidemic, the
world's schooling was delivered virtually, posing problems for learners and instructors to adjust to a
novel medium of education (AlKhunzain & Khan, 2021; Khan et al., 2021). There is growing evidence
that the utilization of advanced audio-visual technologies or CMC systems has impeded people's
mental and physical health. The experience is called CMC fatigue Field (Nadler, 2020) or Zoom
exhaustion (Mutlu & Eroz-Tuga, 2013). As a result, researchers should investigate and document
students' and educators' emotional difficulties in virtual worlds (Mutlu & Eroz-Tuga, 2013), including
the state of boredom in EFL settings.

Previous research investigated EFL boredom in traditional instruction in two significant ways.
Most earlier attempts were carried in the Polish EFL perspective, with most of them trying to take a
centred approach, investigating boredom from just an emic viewpoint (Li et al., 2023). The present
study used variance sampling to discuss boredom from a broader perspective by gathering data from
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a wide range of Saudi EFL students and teachers. The present attempt was expected to contribute to
the existing body of research on EFL boredom in Saudi Arabian contexts. Furthermore, prior research
has primarily examined challenges, including the mechanisms influencing boredom or its intensity on
student performance from students' perspective (Khan, Alahmadi, Radzuan et al., 2024; Li et al.,
2023). To deal with this situation, workable alternatives and practical approaches could be used to
alleviate its impacts. The current attempt extended the range of EFL boredom academia by
investigating boredom of skills (i.e., abilities vs content-based) and methods (i.e., face-to-face vs
online) from the perspective of students and teachers. In addition, the study aimed to identify
strategies teachers and students use to avoid boredom, including teachers' strategies to minimise
student boredom. This research also offered insights into teachers who were aware of EFL boredom
and how their emotional stability served a significant function in their identities, classroom
instruction, and professional development.

The lack of studies on boredom in the Saudi EFL context in virtual learning drove this exploratory
research. This research investigated boredom among 126 EFL students and 14 EFL teachers from
Prince Sattam University (PSU). This was to address the shortcomings and develop an awareness of
boredom, particularly in virtual English teaching and learning. The study expected a panoramic,
explanatory perspective of boredom to offer insight and an advanced view of boredom, hence
producing meaningful results in various educational circumstances.

2.Literature Review

Emotion is often overlooked as an unreasoned element in EFL studies (Gkonou et al., 2020).
Nevertheless, there has been a considerable rise in focus on various emotions in EFL settings. For
example, Dewaele et al. (2016) studied emotion as a part of the positive psychology progression in
the second language acquisition (SLA) (McDermott, 2020). This has resulted in the expansion of
studies on emotions to include not only anxiety but also pleasure, adore, prestige, hope, shame, guilt,
boredom, frustration, and distress (Derakhshan et al., 2021; Zawodniak et al., 2017).

EFL learning is a social endeavour in which the objective of language learning is preferably
accomplished through action via the engagement between students and teachers (Luan et al., 2020)
(Shehzad et al.,, 2020). Nonetheless, the domain of SLA has long been engrossed with cognitive
components, viewing emotion as second to cognition and a danger to reason (Ortega, 2019). For
instance, the effective reversal in SLA (Pishghadam et al., 2016) was the position of the impact that
was decided to be brought to the forefront, and the focus of studies on the influence of impact was
expanded dramatically. Since then, instead of being researched as an intriguing emergent
phenomenon, emotion has been investigated as a unique theme with its privilege.

Two significant advancements have reshaped the range of emotion investigations in SLA. First,
following a constant influx of studies addressing the influence of emotion on a personal stage,
initiatives have been taken to investigate emotions from social or interactive standpoints. This social
switch resulted from the profound importance of the sociocultural theory (Vygotsky & Cole, 1978)
and the resulting urge to focus on meaning and learner interaction in the EFL framework (Khan,
Alahmadi, & Kumar, 2024; MclLeod, 2014). In addition, the incorporation of social psychology into the
domain has led to the investigations on positive emotions, including pleasure (Li et al., 2023),
involvement (Wang & Goodman, 2012), and wellbeing (Zhang & Tsung, 2021). Boredom, on the other
hand, has negatively impacted EFL or SLA. Growing evidence, mostly in instructional studies, reveals
that boredom is accountable for underprivileged academic achievement and a heightened risk of
dropping rates (Pawlak, Zawodniak, et al., 2020). A significant development in affective research has
emphasised the importance of emotions in classroom instruction (Li et al., 2023; van Tilburg et al.,
2024). This recognition stems from epistemological evidence demonstrating the role of emotion,
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including emotional exhaustion, in varied education areas, from providing feedback to individual
writing to engage students in learning identity (Dewaele et al., 2024; Oteir & Al-Otaibi, 2019).
According to the trend, the current study examined the perspective of boredom among EFL
instructors, which has been overlooked in prior research on EFL boredom.

Even though non-disruptive tendencies such as quietness and lack of engagement (Macintyre &
Chughtai, 2020) have been discussed in EFL experiments, EFL boredom has failed to gain the attention
of language scholars (Dai & Wang, 2024). Chapman (2013) investigated boredom in the
implementation of teaching German as L2 learning. This ground-breaking effort then led to extensive
research in Poland (e.g., (Derakhshan et al., 2021; Li et al., 2023; Martarelli et al., 2024; Pawlak, Kruk,
et al., 2020; Pawlak, Zawodniak, et al., 2020). Most of these Polish experiments on L2 boredom took
a micro-perspective by concentrating mostly on specific practical EFL classes in specific academic
settings. To illustrate, Pawlak, Kruk, and Zawodniak (2020) explored the dynamics and induced
boredom encountered by 11 ESL students and found that students’ overall stages of boredom
tendencies are not an accurate determinant of actual dynamics of boredom. Zawodniak et al. (2021)
investigated the roots of boredom as witnessed by elementary EFL students. They discovered that
boredom caused difficulties in language tasks, teacher management, classroom mechanisms, and
session elements. As recommended by Kruk (2021), this finding should be supplemented with
research that employs an etic point of view to deal with the issue from a macro-perspective, hence
producing a worldwide consideration of the importance of boredom in L2 research and education.

EFL scholars have recently investigated boredom. Nakamura et al. (2021) examined the causes
of boredom among Thai learners registered during a communicative language course. They
concluded from the exploration of the survey questionnaire that the dissimilarities between student
intrinsic learning factors and external instructional factors primarily triggered boredom. Li (2021)
conducted a study with over 2,000 Chinese ESL learners to explore boredom concerning the control-
value theory. Li's findings confirmed that student apparent regulation and learning experience are
the main factors underlying boredom. Students who feel less distracted are more proficient and
appreciate English learning, and vice versa. Research on Poland and Asian EFL boredom reveals a
similar theme: Students perform well, particularly in functional or skill learning in English classes.
Whether boredom manifests itself in the various content-based core courses of students majoring in
English in their academic programmes remains to be perceived.

Virtual learning happens on the internet and requires multifaceted attention (Hwang et al., 2024;
Li & Han, 2024). However, little is regarded of the emotional features of virtual learning, particularly
how adverse emotions could affect learning and teaching endeavors (Naylor & Nyanjom, 2021).
Inquiries on the efficacious side of virtual learning maintain that the comprehensive pledge of web-
based learning would not be achieved except if efficacious elements are appropriately acknowledged.
Recently, virtual learning has gained the attention of instructors and learners in various educational
institutions. The application of virtual instruction was exacerbated after the outbreak of COVID-19
when students were forced to switch to digitally delivered virtual learning (Ali et al., 2023; Khan et
al., 2023; Pawlak, Kruk et al., 2020). It is vital to examine the state of boredom among students and
teachers in virtual English classes, an area of concern that has only recently been acknowledged by
two extensive Asian research. According to Shirvan et al. (2021) interpretation of questionnaire
statistics on general English learning of university participants, learners with a high level of associated
emotional insight and understanding of success preconceptions are less expected to fall victim to the
dullness of virtual classrooms.

Similarly, Derakhshan et al. (2021) investigated the reasons and suggestions for boredom
encountered by 208 English majors from various universities in Iran during virtual classrooms during
COVID-19. They revealed that boredom throughout this specific situation was primarily caused by
cognitively undemanding tasks or an absence of student involvement in exclusively teacher-led
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classes. Though these research findings primarily focus on the issues of boredom in digital EFL
modules, understanding how teachers and students deal with boredom in virtual learning is novel.

Zeng et al. (2024) explored the complicated relationship between boredom in virtual learning
settings, and students' perceived academic accomplishment, the prominence of the controlling roles
of gender, and school motivation. Research designates that boredom considerably detracts from
supposed academic performance, highlighting the critical necessity for commitment in virtual
learning environments. The authors also conclude that gender differences are predominantly
notable, with conclusions signifying that male students account for more boredom than their female
colleagues, which may undesirably distress their academic goal in a broader context. Furthermore,
the study emphasized the significance of school motivation; learners who unveil higher motivation
levels incline to experience less boredom, thus nurturing a more constructive perception of their
educational accomplishment. These comprehensions advocate that instructors must select strategies
that enrich commitment and motivation, predominantly for male learners, to lessen the negative
influences of boredom in virtual learning contexts.

Boredom in educational backgrounds has gathered increasing consideration in recent research,
mainly concerning its influence on learning outcomes and learner engagement. Hu et al. (2024)
examined the interaction between boredom and self-perceived learning attainment among
advanced-level students. They underlined the arbitrating roles of engagement and motivation,
enlightening that higher boredom levels associate with reduced engagement, which in turn
undesirably upsets students perceived educational success. The study emphasized the perilous
significance of fostering engagement to boost students' sense of success, supporting their
motivation.

In a corresponding approach, Ng et al. (2024) studied an intervention designed to combat
boredom through a virtual attention teaching program. Their outcomes establish that such targeted
interferences can meaningfully improve courtesy spans while decreasing feelings of boredom. This
finding delivered valued empirical indication for applied strategies that instructors can imply to
improve student commitment, principally in online learning backgrounds, where sustaining attention
can be stimulating. Gorelik and Eastwood (2024) presented a theoretical model that reconceptualizes
boredom as a trait reduced by the absence of intervention. They argued that individuals who observe
restricted control over their environments are more exposed to suffers boredom. This perception
transfers the discourse from situational features to specific differences, suggesting a new assessment
instrument to gauge the trait of boredom. The findings highlight the significance of personality traits
in considering boredom while teaching virtually. This review underscores the necessity for inclusive
strategies that can efficiently deal with individual traits and situational dynamics to mitigate boredom
in educational environments.

Previous research on EFL boredom has focused primarily on various groups in Polish and Asian
scenarios, investigated boredom predominantly in functional English lessons, fell short of discovering
and/or proposing boredom-managing strategies, and almost totally overlooked teachers'
perspectives concerning their frustration and how this feeling could perhaps figure in virtual
classrooms. In an effort to bridge these discrepancies, this research applies a macro strategy, looking
at boredom through the eyes of a considerable figure of learners and instructors from a public
university in Saudi Arabia. In addition, this study aimed to add additional insight to the burgeoning
body of research on EFL boredom in multiple ways. It examined various causes, dynamics, and
perspectives of boredom in skill sets with content-based classes. This study would be the most recent
effort to understand boredom encountered by EFL teachers and students in virtual classrooms,
contributing to many studies on emotional work in virtual learning. Ultimately, the study investigated
boredom from the perspectives of both teachers and students, twofold attention that enhances
awareness of language boredom. Teachers who are emotionally disrupted would be unable to
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monitor and control the emotional tone of the classes or establish emotionally controlled classes
where there is neither excessive nor too little emotion from both perspectives (Revord et al., 2021).

In accordance with that, this study primarily addressed the research questions listed below:

1. Which classes between offline or virtual classes do Saudi EFL teachers and students find more
boring?

2. Which courses between content-based or skills classes do Saudi EFL teachers and students
find more boring?

3. What are the managing strategies used by Saudi EFL learners and instructors to deal with
boredom in virtual classes?

3. Methodology

The current study concentrated on the aspect of boredom encountered by Saudi EFL students
and teachers in virtual classrooms. A link to a boredom questionnaire was sent to 14 English major
teachers through email and WhatsApp. Prior to the questionnaire, teachers shared their consent.
They then forwarded it to 126 students via WhatsApp.

Purposive random sampling was employed to determine student and teacher boredom in virtual
learning. The teachers were male (n=8) and female (m=6), and their ages ranged from 31 to 56 years
old. Their teaching experience at the time of data collection was between 2.5 and 24 years. Three
had a PhD, seven had a Masters, and three had a Bachelor’s degree in English language-related
majors. Student participants were male (n=71) and (n=55) female, and their ages ranged from 15 to
25 years old. Table 1 summarises the participants of the study.

Table 1. Characteristics of the Participants

Teachers Questionnaire Interviews Age

14 14 6 25-35=3
36-44 =7

Students 45-55=3

126 126 12 Age
15-17=35
18-22 =31
23-25=60

The variance of the study population in terms of gender, competency, and academic
programmes generalised the study findings to a broader population of English language students in
Saudi Arabia. This variance sampling also enabled qualitative investigations to leverage the
philosophies of a broad spectrum of people, resulting in data that is deeply characteristic of the entire
population (Levy & Lemeshow, 2013).
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3.1. Data Collection

Data were gathered using two open-ended structured questionnaires: (i) a teacher questionnaire
and (ii) a student questionnaire, as well as semi-structured interview sessions with chosen students
and teachers. These participants had consented to their participation.

The questionnaires were developed, distributed, and collected online. Both teacher and student
questionnaires were divided into three sections: (i) the preliminary section, (ii) the main section, and
(iii) the last section. The preliminary section gathered participants’ basic information. The main
section included questions about elements of boredom as they were related to the study’s questions.
Finally, the last section inquired about respondents’ contact information and willingness to
participate in an interview.

The pilot study that was conducted indicated that respondents had no trouble answering in
English. Thus, the questionnaires were provided in English, and respondents had to write their
responses in that language. Semi-structured interviews were held on digital platforms, namely
Blackboard, and Zoom, with 12 students and 6 teachers. This was done to enhance and corroborate
the data sources and strengthen the study's authenticity and generalisability (Nassaji, 2020). The
interviewees were carefully selected to be as demographically identical to the earlier participants.
The interviews began with a couple of short pre-planned questions. However, respondents were
allowed to elaborate on their responses and bring up other pertinent points as necessary. The
interview sessions lasted approximately 20 minutes.

3.2. Data Analysis

The data was collected from online sessions. All completed questionnaires were transcribed
verbatim and entered into Nvivo software (Version 2020). The expressions indicated the existence or
concentration of boredom in either virtual or in-person courses and skill sets or information courses.
The findings were tallied for research questions 1 and 2. Then, indicative comment sections were
outlined to help clarify the respondents’ choices.

Creswell (2013) thematic analysis was used to transcribe and interpret data for question 3. First,
the transcripts were reread to identify errors and irrelevant responses. Due to only one type of task,
some respondents misunderstood certain queries and produced unnecessary answers. In the second
phase, open codes were developed for every research question. The codes were likened and
clustered under connecting themes, resulting in 178 themes for research question 3. The themes
were again selectively coded into broader expressions or categories (Creswell, 2013). A
comprehensive description of the data analysis was needed, with vibrant, convincing extract
illustrations associated with the nature of the study (Gao & Zhang, 2020). Accordingly, two steps were
taken after data analysis to enhance the credibility and confirmability of the findings of the study
(Nassaji, 2020).

First, the derived themes and inferences were shared with the participants of the interview
section to see whether they conformed, which they did unanimously. A data analysis audit was then
conducted by three EFL experts with vast experience in the impact of L2 learning. All Nvivo data files
and annotations were disclosed to these experts, who validated the study results’ reliability and
relevance. Nevertheless, there were some differences in opinions on identifying or characterising
certain themes, which were resolved through discussion.

4. Findings

The first research question was associated with the perception of boredom between teachers
and students in virtual and in-person classes. More teachers (n = 9) considered virtual learning much
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more boring than offline classes (n = 5). The most common reasons were (i) a lack of ability to sense
students’ presence and (ii) a one-way, non-interactive essence of teaching.

According to T10, ‘Occasionally | feel like | am actually speaking to a doorframe instead of to
fellow humans!” T6, an English teacher, mentioned that teaching literature classes, such as plays and
poems, on digital services was unimaginable since these courses needed facial expressions, gestures,
and engagement among student teachers, which can promote learning. Some less frequently noted
causes included stress caused by not understanding how to assess students consistently or finding it
hard to instruct constantly. According to T3, teachers’ offline classes can ‘show up late, mark
attendance, make preparations the device but if these kinds of things happen in virtual classrooms,
they are most often regarded as cheating and being reckless and irresponsible.” Furthermore, one
teacher asserted that online and offline classes were uninteresting. Three teachers stated that
neither online nor offline classes were boring, such as T9, who stated that mechanisms of delivering
are not simply boring because ‘each may be to some significant degree boring at points of time, based
upon different influencing variables, for example, student-related factors, education level, and so on’.
Table 2 presents the perspective of boredom.

Table 2. Students and Teachers Perspectives of Boredom

Teachers Virtual Classes Offline classes Skills Classes Content-Based

Number 9 5 6 8

% 64.3 35.7 32 58
Students 86 40 93 33
Number 68.2 31.8 74 26

In addition, student respondents (n = 86) viewed virtual learning as much more boring than
offline classes (n = 40). They speculated that 'to be alone and viewing the same appearance or mode
for 90 minutes' class (S47), 'internet connection infrastructure' (519), a complete absence of 'verbal
and sensorimotor engagement' (S41), 'have been too benched and passive' (S96), and deprived
students of the motivation to start competing group members' (523), leading to feelings of ennui or
disinterest to learning resources. The respondents indicated that in traditional instruction, boredom
was alleviated by 'being with classmates and discovering the campus between classes or that
teachers could spot bored and/or uninvolved students and take appropriate steps to get them to
discuss and invigorate the class' (S103).

Nonetheless, some student respondents preferred virtual classes, on either hand, stated that
they ‘could at least have just e something to enjoy or have a little break’ (5119) or ‘you would not
have to keep putting up with both the environment and classmates you do not actually appreciate’
(510, S79). For example, (S59) remarked:

Sitting in a virtual classroom has been less boring to me than sitting in a class. It appears more relaxed,
and | can dress up or do anything | want, eat, and keep moving whenever needed. Overall, | favour online
courses over attending university and wasting valuable time on transportation.'"

4.1. Skill versus content-based boredom

The second study question about boredom diverged between students and teachers in skill sets
and content-related virtual courses (see Table 2). A total of six teachers believed skill sets in virtual
courses were more boring, whereas eight teachers thought the latter was more uninteresting. The
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teachers indicated virtual skills-based classes as ‘not actual’ (T2) and ‘fictional’ (T12), asserting that
the repeated, systematised, boring, and repetitive essence of virtual learning made students
preferred content-based classes, as ‘students constantly ask queries’ (T5) and the teacher had ‘more
autonomy of using a broader range of materials’ (T8). T4 attributed the boredom of skill sets classes
to the real sense that ‘students could also understand language ability at the academic institutions.’
A total of six teachers asserted that virtual content-based classes were duller as there was one-way
interaction and lesson, with the teacher being the primary speaker, and the lack of physical
interaction created problems of guessing ‘if the learners were continuing to follow the conversation’
(T9). TS also stated that:

‘This provides a sense of unease and frustration. Explaining how to write a paragraph and addressing a
student’s interpretation necessitates both students and the teacher to be patient and interactive. | am every so
often concerned about my pupils.’

Regarding students, 103 respondents considered content-based classes duller than skill-set
classes. They assumed the former were dull as they were mostly educated in a lecture method, with
no necessity for student engagement and direct involvement (S63). This is because the classes were
significantly more challenging and complicated, necessitating 'more brainwork and mental focus'
(S86). Some students also mentioned the 'impractical' (551) and 'artificial' (S101) characteristics of
virtual classes, as classes like pragmatics require in-person classroom instruction.

Students taught in virtual skills-based classes stated that lessons largely centred on language
components in virtual classrooms, making them cognitively unexciting, or that they had already
‘managed to learn about the experience and understanding of skills’ (§121) before starting university.
For example, speaking classes were considered boring due to the absence of physical contact (S83),
while listening classes were generally considered more tedious because ‘listening to audio recordings
should indeed be accomplished in class’ (S30). Surprisingly, a total of 19 students were neutral as
they believed that boredom was ascertained by how well a class was operated and organised or
depending on ‘the teachers’ teaching style’ (S46). In general, course organisation and balance were
essential for almost all modes of the classes (S125).

4.2. Strategies for Alleviating boredom in virtual classes

The third study question concerned the strategies used mostly by students and teachers to
overcome boredom in virtual classrooms. Regarding strategies teachers used, developing student
participation was the most prevalent strategy (n = 9). Teachers used strategies such as ‘reassigning
the instructional tasks for the students’ (T4), ‘operating the course in a discussion board (T2), ‘utilizing
flipped reinforcement learning’ (T5), and ‘allocating them presentation concepts’ (T8) to motivate
student engagement and minimise their feelings of frustration. A few teachers used novel methods
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to promote student engagement in the class and enhance their confidence. Figure 1 displays the
strategies teachers employ to alleviate boredom in virtual classes.

Fostering
Students’
engagment

Increaing
Discussion

Adjustment
of activities

Strategies to deal
with boredom

(Teachers)

Varying
teaching
techniques

Modfication
of Lifestyle

Role
Rehearsal

Figure 1. Strategies to cope with boredom (teachers).

Other techniques used by teachers to avoid boredom included assignment modification (n = 3),
teaching strategy adjustment (n = 4), lifestyle adaptation (n = 6), and teachers’ beliefs (n = 3). In
addition, some teachers provided students with several extra duties (T5) and switched to new
educational resources, which were task-associated strategies (T12).

Student strategies for dealing with boredom were broadly classified into facilitative techniques,
which demonstrated students’ cognisant efforts to improve the issue and make use of all the
innovative virtual educational setting, as well as debilitative strategies, which demonstrated students’
distress and despair within the dream of learning how to cope with boredom. The most of the
mentioned strategies were classified as ‘becoming active and considerate’ (n = 63). It was practical
steps that students would take to improve things and illustrate their proper integration to increase
participation, pay more attention, and stay engaged in the lesson. Students, in general, mentioned
attempting to revise what they had learned by asking questions (S16), skimming the lecture and
summarising the key points prior to the main class (S18), highlighting notes (S12), concentrating on
the contents uploaded in BB, asking questions, and making responses (S122) to stay on track and
avoid boredom. In addition, some students adapted their lifestyle (n = 39) by incorporating practical
measures in routine modifications to keep them vibrant and dynamic, notwithstanding being limited
in their lecture halls and gazing at their monitors for hours. Respondents, for example, referenced
exercising, swapping badinage with fellow students in a respective social media cluster, disinfecting
their hands, trying to listen to soothing music, having coffee/tea, gaining some natural light, and so
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on as techniques for obtaining over boredom. Figure 2 illustrates the strategies for dealing with
boredom during virtual classes.

Strategies to deal with
Boredom (Students)

Deliberative Facilitative
I 1
| 1 1 | — 1
‘ Skipping a Getting Dynamic Consgigrmg Lifestyle
Tolerating help from and positive . .
Class . X modification
classmate attentative attitude

Figure 2. Strategies to deal with boredom

The data in figure 2 can help the teachers to reduce the boredom in virtual learning and they can
mitigate the situation effectively. In general, if they follow deliberative and facilitative strategies
students’ can be more engaged in the situation of online learning. However, teachers need to decide
which may be useful for different learners.

5. Discussion

Research question 1 concerned the significant influence of class mechanisms on the perception
of boredom. Most teacher and student respondents concluded that virtual learning was far more
boring. Both groups of respondents agreed that the lack of physical involvement, or human element,
and the lecture-style, one-way nature of online courses were the main causes of boredom. This is
described by the recent socially directed concepts of boredom (Ohlmeier et al., 2020), which results
from abstract interactions that underperform to engage individuals directly. As a result, interaction
in a virtual classroom lacks the natural rise and fall of offline communication and is more likely to
occur in emotions of boredom.

Students and teachers recorded a number of concerns. Teachers, for instance, voiced
displeasure with their inability to perform validated and accurate evaluations of their students. Even
though there were pleas for teachers to draw judgments on students' academic achievement during
everyday learning and teaching (Dumanci¢, 2018), teachers of virtual classrooms considered this
assignment difficult since they could not constantly monitor students' behavioral patterns. The whole
reality, combined with decades of relying solely on face-to-face, end-of-term, or years summative
assessments, caused teachers to be skeptical of the consistency and objectivity of the assessments
sent through virtual classrooms. Teachers were also frustrated that they had sufficient materials to
keep their student's attention throughout the virtual lesson. Despite that there was an indication that
off-task environments were also accessible in traditional classrooms; for example, when teachers
were marking attendance, the time was optimal for teachers to be used with laughter in order to
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interact with their students socially. Online learning lacked intimate contact and/or immediate oral
input. These ‘non-curriculum-oriented spots’ (Zawodniak et al.,, 2021) seem unavailable or
underutilised.

The elements of boredom in online learning as a result of inactive listening to a lecture or not
being able to socialise with classmates were described by (Chapman, 2013) in his under-stimulation
framework. The framework explains the result of inadequate degrees of behavioural stimulation in a
classroom atmosphere. This is consistent with the findings of a recent study done by Derakhshan et
al. (2021), which revealed that the major source of boredom in virtual classes is the lack of
engagement and purposeful interaction. Furthermore, numerous students commented that
relatively high physical activity levels and engagement in regular classes, while likely to trigger fatigue,
kept them vigilant and cognitively dynamic. Meanwhile, passive listening in virtual classrooms made
them feel so relaxed and cognitively unengaged that such classrooms seemed to pull on perpetuity.

Virtual learning, which is made possible and inspired by the advancing technology and greater
accessibility of digital media, has expanded learning experiences by stripping away barriers of time
and distance. However, difficulties experienced by teachers and students negatively impact their
emotions. Research findings of students’ emotions in the digital realm of the internet platform Virtual
Life, for example, have shown how negative emotions, such as anxiousness and boredom, caused by
various considerations, can avert users from fully utilizing these online channels (Kruk, 2021). Some
teachers considered the involvement of curriculum type and skill sets courses duller and expressed
concerns that the complete absence of interaction and lecture-style demonstration in such course
work made them monotonous. Nonetheless, teachers had autonomy in their resources. Thus,
teachers’ self-recognition that they have something distinctive could outweigh the boredom
experienced during virtual learning.

The most effective way for teachers to avoid boredom is to increase student engagement. The
results of this study suggest that teachers dislike lengthy monologues and teacher-based directions,
just as students dislike non-participation and classroom teaching classes (Derakhshan et al., 2021;
Nakamura et al., 2021). Teachers could break the tedium of being solo communicators by allowing
students to respond and inspiring direct engagement via discussions and peer instruction. Moreover,
students who learn consciousness and anxiety coping strategies have significantly higher levels of
wellness, which can give them academic confidence (Oteir & Al-Otaibi, 2019). Regretfully, such
essential support seems to be totally overlooked in the rush to virtual learning environments.

The findings illustrate the complex association between boredom and virtual learning
environments, drawing on findings from Zeng et al. (2024) and Hu et al. (2024). The study by Zeng et
al. signified gender disparity in boredom, with male learners facing higher levels than females,
demanding targeted strategies to boost motivation and interaction among male learners. The
instructors' responses also indicate in the present study that implementing virtual learning strategies
can help learners cope with boredom. Likewise, Hu et al. emphasized the recurring nature of
boredom and engagement, demonstrating that augmented boredom primes to decreased
engagement and destructively influences academic outcomes. This accentuates the prominence of
collaborating teaching methods that dynamically increase learners' interaction. Virtual attention
training can enhance the learners' involvement and lessen the boredom in the perspective (Ng et al.,
2024).

Gorelik and Eastwood asserted, (2024) that a shift to concentrated to individual personalities,
signifying the insights to control boredom levels. This advocates distant modes of evaluation tools for
the learners who are at risk. Addressing boredom in virtual learning necessitates a multidimensional
approach that deliberates individual differences, enthusiasm, interaction and readiness.
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Educationalists are also required to device targeted strategies and adapted support to generate a
more appealing online learning environment that improves academic results.

6. Conclusion

The present study aimed to examine the notion of boredom as encountered by students and
teachers from the perspective of Saudi online EFL classes. The results exhibited that (i) most students
and teachers perceived virtual learning as more tedious than face-to-face classes, (ii) teachers were
almost evenly split between the frustration essence of language skills and content-based classes, 26
percent of students thought content-based classes were more uninteresting, nearly half thought
skilled-based courses were more boring, and (iii) teachers were prepared with suitable techniques to
deal the impact of boredom.

The twofold elements of students' physical presence and one-way interaction, the non-
interactive spirit of instruction - are noteworthy concerns raised during data analysis in certain
educational backgrounds, predominantly in distant learning milieus. The absence of student matter
largely arose in virtual learning environments where educators cannot substantially interact or see
learners. This incorporates various aspects that impede the learning process. Instructors can notice
learners' facial expressions, engagement, interaction and body language in conventional instruction
classrooms. These visual indications benefit instructors estimate understanding, curiosity, and
possible confusion. Lacking this feedback, instructors may face challenges in acquiring their
instruction methods.

In addition, the absence of physical attendance makes it demanding for instructors to obtain
prompt, non-verbal feedback. Ultimately, this can take the instructors to misunderstanding the
students' understanding levels and emotional levels. Students cannot learn effectively if they are not
emotionally attached to their classmates and teachers. Likewise, participation in the class gives
learners a chance to exceed their learning abilities. Although digital infrastructure and platforms
often have various features to track login attempts, confirming that learners are dynamically present
and engaged during the learning process is thought-provoking. The strength and shared mood of a
physical teaching are hard to imitate in computer-generated settings, leading teachers to encounter
challenges to make an encouraging learning pursuit. difficult for teachers to create a conducive
learning environment. The facility to physically approach learners, instructors may deem it hard to
offer adapted support or address distinct essentials of instruction effectively.

As an outcome of the research, there is indeed a greater need for more interactive information
and a more enjoyable process of learning English courses. In general, students value participating in
group discussions highly, and teachers are supposed to act more like potential mediators instead of
solo speakers of subject knowledge. A need for universities and higher education decision-makers to
grab ongoing directions and individual counseling where students can access specialized stress
management techniques for dealing with boredom is more pressing. Furthermore, the study found
that teachers were frustrated because they did not understand how to assess their students virtually.
This requires teacher preparation workshops so teachers can be advised about consistently
conducting student assessment tasks.

7. Pedagogical Implication

The study examined the aspects of boredom in virtual learning/ It is hoped that the outcomes of
this study will help students and teachers get a more satisfying emotional journey in their virtual
classrooms. As a result of the expansion of the e-learning presence, teachers might have experienced
frustration in the virtual English classroom. Furthermore, because scheduled digital learning will
become more extremely common following the pandemic, owing to increased recognition of its
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benefits, the results of the study could advise web-based EFL education. However, one limitation of
the study is that it only offered the perceived notion of boredom and the strategies used to cope with
it. Future research must examine the effects of individual pedagogical treatments that can minimise
boredom in both online and traditional classes.

Boredom in virtual learning backgrounds pretenses a substantial challenge to learner
engagement and | the outcomes. To efficiently deal with this matter, it is indispensable to recognize
the features that cause boredom for the student. The study's outcome also helps the instructors
focus on important factors, including the applicability of content, distribution of material, and
interactivity aspect of the learning. When instructional materials seem disengaged from learners'
interests or absence applied applications, boredom can supervene. Consequently, instructors should
target to assimilate relevant specimens and confirm that content remains appropriate and target to
attain the desired goal. Moreover, low interactivity result in passive learning practices; thus,
increasing prospects for communication through discussion, short quizzes, and combined projects
are decisive for supporting student attention. Likewise, it is essential to consider the that the available
content should is either too easy or too challenging can disengage learners. Employing differentiated
teaching and variable levels can accommodate to varied learner needs and lessen boredom to a great
extent.

Planning attractive learning settings involves integrating multimedia features such as videos,
imitations, and gamified tasks, which can address diverse learning styles and sustain attention.
Providing consistent feedback nurtures a sense of association and worth among learners, underlining
their development and further lessening emotional state of boredom. Furthermore, adopting a sense
of community through peer collaboration such as group projects or combined platforms can improve
social commitment and improve the isolation often practised in virtual situations.

8. Limitations

The present study admits some limitations. The study utilized purposive sampling, while valuable
forincluding expert viewpoints, may limit the generalizability of the conclusions to larger populations.
In addition, the moderately small sample size for qualitative data analysis may not fully apprehend
the intricacy and variety of practices across all virtual learning environments. Furthermore, the
study’s scope was restricted to specific platforms, which may not fully involve the diversity of E-
learning. Lastly, the use of qualitative data analysis design of the study restricts the ability to
conclude causal associations, highlighting the need for longitudinal research to further authenticate
the results of the present study.

Declarations

Author Contributions. All authors have read and approved the published version of the

article.

Funding. The authors received no financial support for this research.

Conflict of interest. The authors declare no conflict of interest.

Data Availability Statement. The data can be supplied by the corresponding author upon request.

References

Akkok, E. A. (2021). Cognition and Language Learning. Journal of Language Education and Research,
7(1), 218-226.

Ali, A,, Khan, R. M. I., & Alouraini, A. (2023). A comparative study on the impact of online and blended
learning. SAGE Open, 13(1), 21582440231154417.

https://doi.org/10.22521/edupij.2025.14.27 Published online by Universitepark Press


https://doi.org/10.22521/edupij.2025.14.27

Khan et al. | [

AlKhunzain, A. & Khan, R. (2021). The Use of M-Learning: A Perspective of Learners’ Perceptions on
M-Blackboard Learn. International Association of Online Engineering. Retrieved January 21,
2025 from https://www.learntechlib.org/p/218918/.

Baageel, N. A. (2020). Improving Student Motivation and Attitudes in Learning English as a Second
Language; Literature as Pleasurable Reading: Applying Garner's Theory of Multiple Intelligences
and Krashen's Filter Hypothesis. Arab World English Journal, 4(1).

Chapman, K. E. (2013). Boredom in the German foreign language classroom. The University of
Wisconsin-Madison.

Creswell, J. W. (2013). Steps in conducting a scholarly mixed methods study. DBER Speaker Series.
48. https://digitalcommons.unl.edu/dberspeakers/48

Dai, K., & Wang, Y. (2024). Enjoyable, anxious, or bored? Investigating Chinese EFL learners’
classroom emotions and their engagement in technology-based EMI classrooms. System, 123,
103339.

Derakhshan, A., Kruk, M., Mehdizadeh, M., & Pawlak, M. (2021). Boredom in online classes in the
I[ranian EFL context: Sources and solutions. System, 102556.

Dewaele, J.-M., Albakistani, A., & Ahmed, I. K. (2024). Levels of foreign language enjoyment, anxiety
and boredom in emergency remote teaching and in in-person classes. The Language Learning
Journal, 52(1), 117-130.

Dumanci¢, D. (2018). Investigating boredom among EFL teachers. ExELL (Explorations in English
Language and Linguistics), 6(1), 57-80.

Gao, L. X., & Zhang, L. J. (2020). Teacher learning in difficult times: Examining foreign language
teachers’ cognitions about online teaching to tide over COVID-19. Frontiers in Psychology, 11,
2396.

Gkonou, C., Dewaele, J.-M., & King, J. (2020). The emotional rollercoaster of language teaching:
Multilingual Matters.

Gorelik, D., & Eastwood, J. D. (2024). Trait boredom as a lack of agency: A theoretical model and a
new assessment tool. Assessment, 31(2), 321-334.

Hu, G. B, Fan, J., & Li, K. (2024). Boredom and self-perceived learning achievement in postgraduate
interpreting classes: the mediating roles of amotivation and engagement. Journal of
Multilingual and Multicultural Development, 1-17.

Hu, X., Zhang, X., & McGeown, S. (2021). Foreign language anxiety and achievement: A study of
primary school students learning English in China. Language Teaching Research,
13621688211032332.

Hwang, G.-J., Rahimi, M., & Fathi, J. (2024). Enhancing EFL learners’ speaking skills, foreign language
enjoyment, and language-specific grit utilising the affordances of a MALL app: A microgenetic
perspective. Computers & Education, 214, 105015.

Khan, R. M. I., Alahmadi, A., & Kumar, T. (2024). Evaluating the Impact of Digital Interactive Games in
Developing EFL Grammar Skills. World Journal of English Language, 14(3), 463-463.

Khan, R. M. I, Ali, A., Alourani, A., Kumar, T., & Shahbaz, M. (2021). An Investigation of the Educational
Challenges During COVID-19: A Case Study of Saudi Students' Experience. An Investigation of
the Educational Challenges During COVID-19: A Case Study of Saudi Students' Experience, 11(1),
353-363.

Khan, R. M. I, Ali, A., Kumar, T., & Venugopal, A. (2023). Assessing the efficacy of augmented reality
in enhancing EFL vocabulary. Cogent Arts & Humanities, 10(1), 2223010.

Levy, P. S., & Lemeshow, S. (2013). Sampling of populations: methods and applications: John Wiley &
Sons.

Li, C., Dewaele, J. M., & Hu, Y. (2023). Foreign language learning boredom: Conceptualization and
measurement. Applied Linguistics Review, 14(2), 223-249.

https://doi.org/10.22521/edupij.2025.14.27 Published online by Universitepark Press


https://doi.org/10.22521/edupij.2025.14.27
https://www.learntechlib.org/p/218918/

Khan et al. | Ib

Li, C., & Han, Y. (2024). Learner-internal and learner-external factors for boredom amongst Chinese
university EFL students. Applied Linguistics Review, 15(3), 901-926.

Luan, L., Hong, J.-C., Cao, M., Dong, Y., & Hou, X. (2020). Exploring the role of online EFL learners’
perceived social support in their learning engagement: a structural equation model. Interactive
Learning Environments, 1-12.

Maclntyre, C. R., & Chughtai, A. A. (2020). A rapid systematic review of the efficacy of face masks and
respirators against coronaviruses and other respiratory transmissible viruses for the
community, healthcare workers and sick patients. International journal of nursing studies, 108,
103629.

Martarelli, C. S., Weibel, D., Popic, D., & Wolff, W. (2024). Time in suspense: investigating boredom
and related states in a virtual waiting room. Cognition and Emotion, 1-15.

McDermott, D. (2020). Towards wellbeing and happiness: Positive psychology in an Australian English
language centre in the UAE. English Australia Journal, 36(2), 5-19.

McLeod, S. (2014). Lev vygotsky.

Mutlu, A., & Eroz-Tuga, B. (2013). The role of computer-assisted language learning (CALL) in
promoting learner autonomy. Eurasian Journal of Educational Research, 51, 107-122.

Nakamura, S., Darasawang, P., & Reinders, H. (2021). The antecedents of boredom in L2 classroom
learning. System, 98, 102469.

Nassaji, H. (2020). Good qualitative research (Vol. 24, pp. 427-431): SAGE Publications Sage UK:
London, England.

Naylor, D., & Nyanjom, J. (2021). Educators’ emotions involved in the transition to online teaching in
higher education. Higher Education Research & Development, 40(6), 1236-1250.

Ng, H. C., Wong, W.-Il. L., & Chan, C. S. (2024). The effectiveness of an online attention training
program in improving attention and reducing boredom. Motivation and Emotion, 48(5), 758-
775.

Ohlmeier, S., Finkielsztein, M., & Pfaff, H. (2020). Why we are bored: towards a sociological approach
to boredom. Sociological Spectrum, 40(3), 208-225.

Ortega, L. (2019). SLA and the study of equitable multilingualism. The Modern Language Journal, 103,
23-38.

Oteir, I. N., & Al-Otaibi, A. N. (2019). Foreign Language Anxiety: A Systematic Review. Arab World
English Journal, 10(3), 309-317.

Pawlak, M., Kruk, M., Zawodniak, J., & Pasikowski, S. (2020). Investigating factors responsible for
boredom in English classes: The case of advanced learners. System, 91, 102259.

Pawlak, M., Zawodniak, J., & Kruk, M. (2020). The neglected emotion of boredom in teaching English
to advanced learners. International Journal of Applied Linguistics, 30(3), 497-509.

Revord, J., Sweeny, K., & Lyubomirsky, S. (2021). Categorizing the function of positive emotions.
Current Opinion in Behavioral Sciences, 39, 93-97.

Pishghadam, R., Zabetipour, M., & Aminzadeh, A. (2016). Examining emotions in English language
learning classes: A case of EFL emotions. Issues in Educational Research, 26(3), 508-527.
Shehzad, M. W., Ahmed, R., Razzaq, S., Akhtar, A., & Hasan, M. K. (2020). Do reading boredom and
reading boredom coping strategies predict reading comprehension performance? An empirical

investigation of Saudi EFL learners. Indonesian Journal of Applied Linguistics, 10(2), 445-459.

Shirvan, M. E., Yazdanmebhr, E., Taherian, T., Kruk, M., & Pawlak, M. (2021). Boredom in practical
English language classes: a longitudinal confirmatory factor analysis-curve of factors model.
Applied Linguistics Review.

Shukang, L., & Yuhan, T. (2020). Boredom of EFL Learners in China: Description and Solutions.
Research Journal of Education, 6(8), 149-157.

van Tilburg, W. A., Chan, C. S., Moynihan, A. B., & Igou, E. R. (2024). Boredom proneness The
Routledge International Handbook of Boredom (pp. 191-210): Routledge.

https://doi.org/10.22521/edupij.2025.14.27 Published online by Universitepark Press


https://doi.org/10.22521/edupij.2025.14.27

Khan et al. | [7

Vygotsky, L. S., & Cole, M. (1978). Mind in society: Development of higher psychological processes:
Harvard university press.

Wang, & Goodman, D. (2012). Automated Writing Evaluation: Students' Perceptions and Emotional
Involvement. English Teaching & Learning, 36(3).

Wang, Q., East, M., & Li, S. (2021). Measuring Chinese EFL learners’ motivation and anxiety when
completing a video narration task: Initial steps in designing two questionnaires. System,
102559.

Zawodniak, J., Kruk, M., & Chumas, J. (2017). Towards conceptualizing boredom as an emotion in the
EFL academic context. Konin Language Studies, 5(4), 425-441.

Zawodniak, J., Kruk, M., & Pawlak, M. (2021). Boredom as an Aversive Emotion Experienced by English
Majors. RELC Journal, 0033688220973732.

Zeng, Y., Wei, J., Zhang, W., & Sun, N. (2024). Online class-related boredom and perceived academic
achievement among college students: the roles of gender and school motivation. Humanities
and Social Sciences Communications, 11(1), 1-10.

Zhang, L., & Tsung, L. (2021). Learning Chinese as a second language in China: Positive emotions and
enjoyment. System, 96, 102410.

About the Contributor(s)

Raja Muhammad Ishtiag Khan, College of Education, Department of English, Majmaah University,
Kingdom of Saudi Arabia
Email: r.khan@mu.edu.sa

Ashraf Ali, Faculty of Computer Studies, Arab Open University, Kingdom of Bahrain
Email: ashraf.ali@aou.org.bh

Alaa Alahmadi, Department of English, College of Science and Arts, King Abdulaziz University, Rabigh,
Saudi Arabia
Email: Aolahmadi@kau.edu.sa

Tribhuwan Kumar, College of Science and Humanities,Prince Sattam Bin Abdulaziz University, KSA
Email: t.kumar@psau.edu.sa

Danish Manzoor, Department of Computer Science, College of Science, Northern Border University,
Kingdom of Saudi Arabia
Email: danish.ahmad@nbu.edu.sa

Mohammad Ayaz Khan, Department of Computer Science, College of Science, Northern Border
University, Kingdom of Saudi Arabia
Email: ayaz.khan@nbu.edu.sa

Note: The opinions, statements, and data presented in all publications are solely those of the individual
author(s) and contributors and do not reflect the views of Universitepark, EDUPIJ, and/or the editor(s).
Universitepark, the Journal, and/or the editor(s) accept no responsibility for any harm or damage to persons or
property arising from the use of ideas, methods, instructions, or products mentioned in the content.

https://doi.org/10.22521/edupij.2025.14.27 Published online by Universitepark Press


https://doi.org/10.22521/edupij.2025.14.27
mailto:r.khan@mu.edu.sa
mailto:ashraf.ali@aou.org.bh
mailto:Aolahmadi@kau.edu.sa
mailto:t.kumar@psau.edu.sa
mailto:danish.ahmad@nbu.edu.sa
mailto:ayaz.khan@nbu.edu.sa

