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Abstract

Emotions in second language acquisition have started to gain immense attention in the
past few years. One of the main theories that is being used to investigate students’
achievement emotions is Pekrun’s Control Value Theory of Achievement Emotions. This
research, using the Control Value Theory of Achievement Emotions, aims to investigate
the relationship between control and value appraisals, achievement emotions and
engagement. To achieve these aims, this research was divided into two studies; Study 1
adopted a correlational design to investigate the relationship between appraisals of control
and value, their interaction and the effect they have on anxiety, boredom, enjoyment, and
engagement in the context of second language acquisition. Data for Study 1 was collected
from 515 university students enrolled in an English language course. The data was
analyzed using Hayes’ PROCESS MACRO. The results indicated that students perceived
intrinsic, attainment and utility value interacted differently with students perceived
control to affect anxiety, boredom, enjoyment and engagement. The results highlight the
role played by intrinsic value in the relationship between control and anxiety, and control
and enjoyment. As for study 2, a qusai-experimental design was adopted to investigate
the efficacy of a task value intervention on students’ appraisals of control and value, and
their effect on anxiety, enjoyment and boredom. Participants for Study 2 were 61
university level English language learners who were grouped into a control and an
experiment group. Results indicated that students’ value appraisals were affected by an
intervention that targeted their task value, which led to students experiencing greater
levels of enjoyment and lower levels of boredom and anxiety in the language classroom.
The results of this study offer insights into the efficacy of a task value intervention in
SLA on students’ value appraisals and their emotions inside the English language

classroom.

Keywords: Emotions, second language acquisition, Control-Value Theory, control
appraisals, value appraisals, moderation, interaction, task value intervention.
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Chapter One

Introduction, rationale and literature review

This chapter starts by providing an introduction to the topic of emotions in second
language acquisition, followed by building grounds for the rationale of this research, then
moving to reviewing past research on the topic and providing a theoretical framework for

this study. The chapter ends with outlining the research questions and hypotheses.

1.1 Introduction

Second language acquisition (SLA) refers to learning a second language (L2) after the
first language (L1) has been learned (Gass et al., 2020). The beginnings of the modern-
day study of SLA have their roots in the time where much of the educational research was
immersed in the cognitive revolution of linguistics, psychology and patterns of learning

(Larsen-Freeman, 2018), SLA research just followed suit.

With the inability of the cognitive and behavioral sciences to explain emotions, feelings,
motivations and mood, providing solid ground for the rise of affectivism (Dukes et al.,
2021), emotions started to receive attention in education research. That attention came
about as emotions are viewed as an interface between the individual and their
environment; continually meditating between the responses and the experiences of the
individual on one hand and the changing events and social situations on the other (Scherer
& Moors, 2019). The importance of emotions stems out of the fact that emotions influence
both how individuals interpret the world around them, and which components of that

world require their attention and which may be safely discarded (Dukes et al., 2021).

Emotions have only started to make their way into SLA research quite recently. Dewaele
and Li (2020) break down the progression of emotion research in SLA into three phases;
the Emotions Avoidance phase, the Anxiety Prevailing phase and Positive and Negative
Emotions phase. The Emotions Avoidance phase lasted up until the mid-1980s. During
that time, the focus was still on the mind and emotions were considered as an irrational
explanation of occurrences in SLA. After the 1980s and up until the 2010s, the role
emotions played in SLA was more accepted and a link between cognition and emotions
was established. However, the focus was mainly on one emotion and its role in language

learning, which is anxiety (Maclintyre, 2017). More recently, and with the introduction of
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Positive Psychology into SLA research (Maclintyre & Gregersen, 2012), both positive and
negative emotions received due attention in SLA research, and were seen as an integral
part of language learning. This marked the start of the Positive and Negative emotions
phase, a phase that is also known as the second wave positive psychology or PP 2.0

(Macintyre et al., 2019), which is currently the focus of SLA research.

Emotions and their relation to SLA have had much interest in the past few years. The
main two emotions that had the biggest share of research interest were anxiety and
enjoyment, labeled as the right and left feet of every language learning (Dewaele &
Maclntyre, 2016). Other emotions that have also been researched in the field of SLA
include, but are not limited to, shame and guilt (Teimouri et al., 2019), joy, interest, hope,
pride, hate, and sadness (Macintyre & Vincze, 2017). Boredom is also an emerging
emotion of interest in SLA (Li et al., 2021; Pawlak et al., 2020), as it has been well
researched in educational psychology due to its diverse effects on learning (Li et al.,
2021).

Li (2020) classifies the research on emotions in language learning into three categories.
The first group of research focuses on the conceptualization and measurement of the
emotion using large scale samples (e.g. Dewaele & Maclintyre, 2014; Horwitz et al., 1986;
Li et al., 2021). The second category of research focuses on the relationship between the
emotions and learner-internal/external and teacher-centered variables (e.g.. Dewaele,
2022; Li, 2021; Saito et al., 2018). And the final category focuses on the reciprocal
relationship between the different types of emotions, mostly between foreign language
enjoyment and foreign language anxiety, and more recently foreign language boredom
(Li & Wei, 2022).

1.2 Research Rationale

With the surge of studies on emotions in SLA and the recent interest in the topic, there
has been little effort paid at clarifying the conceptualization of emotion in L2 learning as
well as the underlying theories (Dewaele & Li, 2020). With this in mind, it is advised to
base the research design on solid theoretical ground. Dewaele & Li, (2020) suggest two
theories that could serve that purpose: The broaden-and-build theory (Fredrickson, 2001)
and the Control-Value Theory of achievement emotions (CVT) (Pekrun, 2006). In an
article by Shao et al., (2019), which was co-authored by Pekrun, they provide a strong
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argument for why CVT can be used as the main theory to investigate emotions, their
antecedents and outcomes in the SLA. This argument will be more evident in this research

as we progress through the literature review section.

The current studies on emotions using the CVT lay the foundation for the employment of
this theory in SLA as they validate the transferability of the theoretical underpinnings of
the CVT to the SLA research (e.g. Li, 2021; Li et al., 2021; Piniel & Albert, 2018; Shao
et al., 2020). However, these studies do not draw a complete picture of the how
enjoyment, boredom and anxiety as achievement emotions interact with the other two
dimensions of CVT, control-value appraisals as antecedent, and the achievement
emotions outcomes. Moreover, the existing studies within the CVT are correlational in
nature with no to little use of true or quasi-experimental design (Dewaele & Li, 2020),
despite the constant recommendations of the potential efficacy of L2 classroom
interventions within CVT, and the documented results of interventions in other fields
which have proven successful in increasing both interest and course performance
(Hulleman et al., 2017).

Furthermore, although engagement donates itself readily to the center of attention in the
field of SLA due to the communicative nature of language learning (Mercer, 2019), it has
attracted little attention in SLA research (Khajavy, 2021), and has not been investigated
as an outcome of achievement emotions in CVT, apart from one study (Dewaele & Li,
2021). But even in that study, only extrinsic value appraisal was taken into account,
dismissing the intrinsic value appraisal and the control appraisal. It has been advocated
that to build a more comprehensive research design using CVT that leads to maximizing
learning, it is advised to include measurements of both intrinsic and extrinsic value
appraisals, as well as control appraisals. This has been empirically supported by Simonton
& Garn (2020) and Putwain et al. (2021).

With that being said, this research aims at :1) using the Control-Value Theory of
Achievement Emotions (Pekrun, 2006), to investigate the relationship between students'
control-value appraisals, anxiety, enjoyment, boredom, and engagement, a relationship
that is still unexplored in SLA. 2) to investigate the efficacy of a task-value intervention
in enhancing students control-value appraisals, which according to CVT is proposed to

positively correlate with positive achievement emotions and negatively correlate with the
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negative emotions. If the intervention is successful, enjoyment should increase and
boredom and anxiety should decrease which is proposed to have a positive effect on
students’ engagement. Enjoyment and boredom were chosen for the purpose of this
research as they are both classified as activity aroused emotions, enjoyment as an
activating emotion while boredom as a deactivating one. Anxiety, on the other hand, was
selected as it has a somewhat arguable effect on engagement (Linnenbrink, 2007) between
activating and deactivating. Moreover, in line with the second wave of positive
psychology into SLA, it has been advised to integrate both negative and positive emotions

in the research agenda (Macintyre et al., 2019).

1.3 Literature review

For the purpose of this research three achievement emotions will be under investigation
in the context of SLA, namely anxiety (negative deactivating outcome-related emotion),
boredom, (negative deactivating activity-related emotion), and enjoyment (a positive
activating activity-related emotion). Anxiety is SLA has been reported to be a common
occurrence within language learners (Macintyre & Wang, 2022), to the extent that it was
labeled as one of the two feet of every language learner (Dewaele & Maclintyre, 2016). It
has also proved to have a pervasive effect on language learning (Macintyre & Wang,
2022), and linked to students hesitation to engage with new learning situations (Macintyre
& Vincze, 2017). Enjoyment in language learning has been reported to co-occur alongside
anxiety (Dewaele & Maclintyre, 2014; J. M. Dewaele & Macintyre, 2016), and it has been
linked to instigating higher levels of engagement in the classroom (Feng et al., 2022; Oga-
Baldwin, 2019; Zeng, 2021). Boredom, on the other hand, has been reported to have an
aversive effect on engagement (Li et al., 2021). Moreover, it is a relatively new area of
research in SLA (Kruk et al., 2022b), hence more light needs to be shed on it.

This section will start by elaborating on the constructs of anxiety, enjoyment and boredom
in the context of SLA. Then will move to establishing the control-value theory of
achievement emotions as a theoretical underpinning. After that, engagement will be
introduced as an outcome of CVT. The section will end with explaining the task value
intervention and outlining the theoretical grounds for developing the task value

intervention outline that will later be used in the quasi-experimental part of this research.



1.3.1 Anxiety in SLA

Anxiety has had its fair share of interest in SLA research. This interest roughly started in
the early 1980s (Macintyre & Wang, 2022) and was given more grounds with the
Horwitz, et al. 1986°s article that aimed to conceptualize anxiety that is specifically
aroused in the contexts of second and foreign language learning. Foreign Language
Anxiety (FLA) is defined as “a distinct complex of self-perceptions, beliefs, feelings and
behaviors related to classroom learning arising from the uniqueness of the language
learning process” (Horwitz et al., 1986, p. 128). The use of “distinct” indicates that
foreign language anxiety is viewed as state anxiety arising in/from specific situations, in
this case from learning a foreign language (Dewaele & Alfawzan, 2018). Later, Horwitz
(2017) elaborated on this by stating that learners who experience foreign language anxiety
“have the trait of feeling state anxiety” (Horwitz, 2017, p. 33) whenever they are engaged
in any form of language use or learning due to them feeling distressed at the restrictions
of the foreign language which is preventing them from being themselves and connecting

with others in a genuine way.

The early beginnings of research on anxiety in SLA vyielded inconsistent findings
regarding anxiety’s effect on the different aspects of language learning (Macintyre &
Wang, 2022; Shao et al., 2019). These inconsistencies were also reported in other
educational fields, which has led to an on-going lingering discussion of anxiety having a
debilitating or facilitating effect on learning (Horwitz, 2017). According to Macintyre &
Wang (2022), these inconsistencies could be explained through the lens of the broaden-
and-build theory of positive emotions (Fredrickson, 2001, 2005). The facilitating effect
occurs when experiencing a small amount of anxiety during a learning task or situation
prompts the learner to evaluate the consequences of failing that task, which in its turn
triggers the learner to employ coping strategies to avoid those consequences. However,
when anxiety arousal is too high, it could lead to debilitating effects and negatively affect
language learning (Macintyre & Wang, 2022).

However, with a better understanding of anxiety, later findings seem to agree that there
IS a negative correlation between anxiety and learners' achievement, progress and
performance in L2 (Dewaele & Li, 2020; Li et al., 2021; Macintyre & Wang, 2022). In a
meta-analysis of 97 studies between 1985 and 2017 investigating foreign language

anxiety and achievement, (Teimouri et al., 2019) concluded that in SLA research anxiety
5



is negatively correlated with L2 achievement. Other constructs that were reported to be
negatively impacted by foreign language anxiety were cognitive processing and language
performance (Macintyre & Gardner, 1994), motivation (Teimouri, 2017), and

engagement (Macintyre & Vincze, 2017).

The causes of foreign language anxiety have been reported to be a result of both learner-
internal factors like personality traits and motivational orientations, and learner-external
factors like harsh feedback (Macintyre & Wang, 2022). In a study by Su (2022)
investigating the sources of foreign language anxiety of 231 Chinese university students,
self -factors were reported to account for (70%), followed by teacher factors (25.6%) and
peer factors (4.4%).

1.3.2 Enjoyment in SLA

As Positive Psychology made its way into the field of SLA, enjoyment and its effects on
language learning started to attract research interest (Chen et al., 2021; Li et al., 2021). In
their article, Maclintyre and Gregersen (2012) building on the works of (Fredrickson,
2001, 2005) emphasized the distinctly different but equally important role played by both
positive and negative emotions in the language classroom. On the one hand, negative
emotions, such as anxiety, could have an adverse effect on language learning. On the
other hand, positive emotions, enjoyment in this case, could have the opposite effect by
broadening the learner’s perspective (Fredrickson, 2005) and fostering engagement
(Dewaele, 2022). This has brought attention to the effects of positive emotions, such as
joy, pride and happiness, on language learning. Out of these emotions, enjoyment was the
one that attracted the most attention (Dewaele & Li, 2020; Li et al., 2021). This could be
credited to enjoyment being reported to have a frequent occurrence within language
learners (Piniel & Albert, 2018), and its relatedness to students engaging in classroom

communications in the target language (Dewaele & Maclintyre, 2022).

Enjoyment refers to emotions experienced by language learners when their psychological
needs are being met and they are “experiencing desirable outcomes related to personal
success and interpersonal relatedness” (Dewaele & Maclintyre, 2014, p.242). The interest
in the effects of enjoyment on SLA was given more solid theoretical underpinnings with
the development of the Foreign Language Enjoyment Scale (FLES) by Dewaele and
Maclntyre (2014). Since then, findings have emerged reporting evidence for the positive
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impact of enjoyment on foreign language acquisition and performance. In a recent meta-
analysis of the effects of FL enjoyment, Botes et al. (2022) reported that there were
moderate positive correlations between FLE and willingness to communicate, academic
achievement, and self-perceived achievement. Other studies have evidenced the positive
impact enjoyment has on motivation (Pavelescu, 2019; Saito et al., 2018), flow (Jean—
Marc Dewaele & Maclntyre, 2022), and the development of comprehensibility (Saito et
al., 2018).

The relationship between foreign language anxiety and foreign language enjoyment has
also been examined. In their 2014 study, Dewaele & Macintyre (2014) revealed that
foreign language enjoyment and anxiety were significantly negatively correlated,
however, they shared a small size of their variance (12.9%). Accordingly, Dewaele and
Maclntyre stated that although anxiety and enjoyment are related, they are independent
of each other. This means that they are not at opposite ends of each other; the existence
of one does not eradicate the other. In a later study Dewaele & Maclintyre (2016) were
able to confirm the dichotomous nature of FLE and FLA. They concluded that foreign
language enjoyment and anxiety are the “two feet" of every language learner,
emphasizing the role played by both foreign language enjoyment and anxiety in language
learning. This relationship has been exhaustively investigated in the literature. In their
meta-analysis of 56 studies on foreign language enjoyment, Botes et al. (2022) concluded
that across the literature, foreign language enjoyment and anxiety had a moderate negative

relationship.

Some demographic variables have been studied in relation to foreign language enjoyment.
Dewaele & Maclintyre (2014) revealed that females experienced higher levels of foreign
language enjoyment and anxiety, and later Dewaele & Maclntyre (2016) have found that
the role of these emotions was more significant in female learners than males. However,
other studies have reported no differences in the levels of foreign language enjoyment for
both females and males (Su, 2022). The differences were only evident in foreign language
anxiety, where females experienced more anxiety than males. When it comes to age,
Dewaele and Maclntyre (2014) profiled learners who had lower levels of foreign
language anxiety and higher levels of foreign language enjoyment as being older and
having more confidence in their L2 linguistic abilities. With that being said, the line is
still fuzzy on these variables as not enough research is available yet (Botes et al., 2022).
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In regards to the sources of foreign language enjoyment, Su (2022) concluded that foreign
language enjoyment was more linked to external-related variables, while foreign
language anxiety was more linked to internal-related variables. In a sample of 231
university students, sources that were mostly linked to foreign language enjoyment were
classroom activities, teacher support, classroom atmosphere and excellent classroom
performance. While foreign language enjoyment was reported to be caused by failure to
finish tasks, speaking without preparation and poor English proficiency. In a previous
study. Dewaele & Maclntyre (2014) had arrived to the conclusion that FLE is a
multifaceted dimension with an external/social component that includes supportive
environment, nice teachers and encouraging peers, and an internal/private component that

includes feelings of sense of accomplishment, and realization of progress.

1.3.3 Boredom in SLA

Boredom is classified as a negative emotion with a low degree of activation arising from
ongoing activities that are under/over challenging for the learner (Li et al., 2021) and a
low cognitive stimulation (Li, 2021). It comprises feelings of “dissatisfaction,
disappointment, annoyance, inattention, lack of motivation to pursue previously set goals
and impaired vitality” (Kruk & Zawodniak, 2018, p.177). Prior studies have reported that
boredom has a negative impact on different aspects of learning, including engagement,
cognition, motivation, self-regulation, learning strategies, and learning achievement
(Dewaele & Li, 2021).

Empirical research has found that boredom is a pervasive emotion in the language
classroom (Pawlak et al., 2020, 2022; Zawodniak et al., 2017). However, Boredom is a
relatively new emotion of interest in the field of SLA (Dewaele & Li, 2021; C. Li et al.,
2021). Hence, a firm understanding of Boredom as an emotion in language learning is
still lacking. Recently, Li et al. (2021) has conceptualized the construct of foreign
language learning boredom (FLLB), and developed the FLLB scale following the control-
value theory by Pekrun (2006). Li et al. (2021) has also reported that a number of negative
feelings or symptoms denote FLLB, such as sadness, disengagement, inattention, dislike,

mind blankness and desire to escape.

To date, most SLA research on boredom has focused on its antecedents, with a few
investigating its outcomes. Li and colleagues (2021) in their efforts to conceptualize
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foreign language boredom have concluded that boredom in the language classroom
occurs during either overchallenging or underchallenging activities, notably those that
students perceived as irrelevant, meaningless and unimportant, which was reported in an
earlier study by Li, (2021). Kruk and colleagues (2022b) investigating sources of foreign
language boredom in a sample of 37 EFL learners, also corroborate these findings as they
were able to categorize sources of foreign language boredom into three types: teacher-
induced such as being unfriendly and not providing enough challenge in the classroom,
student-induced including being inactive in the classroom and not seeing progress, and
finally activity-induced from having unchallenging and uninteresting tasks, not finding
the activity useful for the learner, and mismatches between the student proficiency level
and the aim of the task. In another study, Dewaele and Li (2021) reported that students’
perception of teacher enthusiasm negatively affected FLLB levels, while it had positively
affected their foreign language enjoyment levels. In an online context, Derakhshan and
colleagues (2021) have indicated that teachers’ long, monotonous monologues, lack of
student participation, and carelessly chosen, repetitive tasks were reported as the main
sources of foreign language boredom. In regards to the outcomes of FLLB on language
learning, it has been reported to have an adverse effect on achievement at the early stage
of a course (Li & Wei, 2022), and students willingness to communicate (Kruk &
Zawodniak, 2018).

Investigating the relationship between foreign language anxiety, enjoyment and boredom,
Li & Wei (2022) reported that higher levels of boredom were linked to lower levels of
foreign language enjoyment, which was also reported by Kruk et al. (2022a).
Contrastingly, higher levels of anxiety were reported to relate to higher levels of boredom
(Li & Wei, 2022). A finding that was also corroborated by Alrabai,(2022) using a sample

of 328 Arab university students majoring in English.

1.3.4 Control-Value Theory of Achievement Emotions

The Control-Value theory of achievement emotions posits an integrative framework of
the reciprocal relationships between achievement emotions, their antecedents and
outcomes in an educational settings (Pekrun, 2006, 2017; Pekrun et al., 2023). According
to the theory, achievement emotions are defined as the emotions that arise out of
achievement activities or achievement outcomes and judged according to competence-

based standards of quality (Pekrun et al., 2023), placing competence at the center of the
9



construct of achievement emotions. According to the theory, achievement emotions are
placed within a three-dimensional taxonomy that comprises the three fundamental
dimensions of achievement emotions. These emotions are affected by a number of factors
(antecedents) and could lead to certain outcomes. However, a key aspect of the theory is
that the relationships between antecedents, emotions, and outcomes are not one-
directional; this means that although antecedents are postulated to affect the achievements
emotions, those emotions could also influence the antecedents, and it is the same for the
outcomes. Figure 1 below demonstrate the key elements of the control value theory of

achievement emotions and the relationships between them.

Figure (1)

Control-value theory of achievement emotions

Achievement emotions

. Learning
Apprisals of achievement
control and ﬁ q
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As proposed by the theory, achievement emotions can be classified using a three-
dimensional taxonomy (Pekrun, 2006; Pekrun et al., 2023), based on object focus, valence
(positive/negative) and degree of activation. As shown in table 1 below, with regards to
object focus, emotions can be categorized into activity-related emotions or outcome-
focused emotions. Activity-related emotions are related to the tasks or activities that are

on-going, such as enjoyment, boredom and frustration. However, outcome-related
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emotions are those that relate to the outcome of the situation or the activity. Outcome-
related emotions could be prospective emotions of future outcomes such as hope for
success, and retrospective arising from past experiences such as shame experienced after

receiving feedback.

Table (1)

Taxonomy of Achievement Emotions

Obiect focus Positive Negative
) Activating Deactivating Activating Deactivating
. . . Anger/
Activity Enjoyment Relaxation Erustration Boredom
Outcome/prospective Hope/ Joy Relief Anxiety Hopelessness
. Joy/ Pride/ Relief/ Anger/ Disappointment/
Outcome/retrospective Gratitude contentment Shame Sadness

As for valence and activation, achievement emotions range from extremely positive
(pleasant) to extremely negative (unpleasant) emotions. Positive emotions include
emotions such as enjoyment, hope and relief, while negative emotions include emotions
such as boredom, anger, anxiety, and shame. Those emotions, whether positive or
negative, can be activating or deactivating, which is activation or arousal. Activation is
reflected in feelings of energy which are triggered by the physiological systems such as
respiration and heart rate (Pekrun et al., 2023). For example, enjoyment is described as a
positive activating emotion, while relief is a positive deactivating emotion. On the other
hand, anger and boredom are negative emotions, where the former is activating while the
latter is deactivating (Pekrun, 2006, 2017).

1.3.5 Control-value appraisals

CVT posits that emotions that arise in academic situations are instigated by two types of
cognitive evaluation, which are appraisals of value and control of the ongoing activity or
a future outcome. Once these emotions are instigated they lead to certain academic
outcomes like motivation, performance and self-satisfaction (Pekrun, 2006). Control
appraisals are defined as students' perceived control over activities and outcomes, which
include self-concept, self-efficacy, causal attributions, and outcome expectancy (Pekrun,
2006). While value appraisals, having their roots in the expectancy-value theory of
motivation (Eccles, 2005; Eccles & Wigfield, 2002), are defined as the subjective value
students give to achievement-related activities or outcomes (Pekrun et al., 2011). Student
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appraisals of control and value act as proximal antecedents (direct predictors) of
achievement emotions (Simonton & Garn, 2020), that then mediate achievement
outcomes. The theory also suggests the existence of distal antecedents that affect students
control-value appraisals and in turn affect students’ achievement emotions. variables such
as learner attitudes towards the subject they are learning and teacher-centered variables
(Dewaele, 2022).

According to CVT, value appraisals are categorized into intrinsic and extrinsic (Pekrun
et al., 2007). Extrinsic value, relates to the perceived instrumental usefulness of
achievement-related activities and outcomes in the pursuit of acquiring other goals
(Pekrun, 2006), such that of valuing effort and success in learning English because it’s in
line with the attainment of a future goal ( Li, 2021). On the other hand, intrinsic value is
the value of the achievement-related activities and outcomes per se, in spite of their
instrumental utility (Li, 2021; Pekrun, 2006), such as enjoying an activity because the
activity itself is interesting and intriguing to the learner.

Another level could also be added to the categorization of perceived value using Eccles’
expectancy-value theory of motivation (Eccles, 2005; Eccles & Wigfield, 2002).
According to the expectancy-value theory perceived value is divided into intrinsic,
attainment and utility. Attainment value is defined as the perceived importance of task
achievement for one’s identity or self-worth, while utility value is the perceived
instrumental usefulness of the task for one’s goals (Eccles, 2005; Eccles & Wigfield,
2002). These definitions indicate that under the umbrella of CVT, attainment and utility
value are subcategories of extrinsic value (Putwain et al., 2021).

For the purpose of this research the conceptualization of value will based on Eccles’
categorization of perceived value including intrinsic, attainment and utility values
(Eccles, 2005; Eccles & Wigfield, 2002; Wigfield & Eccles, 2020). This choice was made
based on a number of considerations: first, CVT is built from within the Expectancy-
value theory (Pekrun et al., 2002), hence choosing that of Eccles’ will not be considered
as a diversion from the main assumptions of CVT. Second, CVT postulates that the
interplay of the relations between control and value appraisals affects achievement
emotions differently (Pekrun et al., 2007; Putwain et al., 2018). Moreover, each type of
value can be crucial to a particular achievement emotion (Putwain et al., 2021). Therefore,
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investigating students perceived value as attainment, utility and intrinsic will offer a better
understanding of how those values affect students’ achievement emotions separately, and
conjointly. Finally, although there seem to be inconsistences in the conceptualization and
measurement of perceived value in CVT centered research (Simonton & Garn, 2020), a

number of studies have adopted Eccles’ categorization (e.g. Putwain et al., 2021).

According to CVT, in order to instigate an achievement emotion, appraisals of both
control and value are required (Pekrun et al., 2007). More precisely, it is proposed that
positive emotions are a result of an interplay between the perceived value and the
perceived controllability of academic activities or outcomes. Contrarily, negative
achievement emotions are thought to be a simultaneous effect of perceived lack of control
and high value. Achievement emotions are assumed to increase in intensity with higher
levels of value and control for positive emotions, and lack of control for negative ones.
Enjoyment, for instance, is assumed to be a result of the multiplicative evaluation of high
level of value and control. While anxiety is a negative emotion that is instigated in
situations where a student would value the activity or the outcomes as important, and
have uncertain feelings of perceived controllability to prevent failure. This implies that
value moderates the effect of control on achievement emotions (Shao et al., 2020); a

higher perceived value exerts a stronger influence of control over achievement emotions.

When it comes to Boredom as an achievement emotion, it does not completely fit within
the previously stated assumptions (Shao et al., 2020). Boredom is related to lack of value
whether negative or positive, and can be induced in activities that either require no
sufficient challenge form the student indicating high levels of control, or activities that

are overchallenging, indicating low levels of control (Pekrun et al., 2007).

Control-value appraisals have been widely researched in educational contexts. Results of
empirical research have confirmed the assumption of CVT that perceived control and
value are positively correlated with positive emotions, and negatively with the negative
ones (Held & Hascher, 2022). Pekrun & Perry (2014) reported that control and value
appraisals were antecedents of enjoyment and boredom, as they positively predict
enjoyment and negatively predict boredom. This was confirmed by a later study (Putwain
et al., 2018), who also investigated the interaction of control-value appraisals on
enjoyment and boredom, reporting that the interaction between control-value appraisals
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amplified control appraisals relationship with enjoyment, which otherwise was low.
Investigating the reciprocal relations between appraisals of control and value, emaotions,
and achievement in math classes. Forsblom et al. (2021) has confirmed the reciprocal
nature of that relationship, as findings revealed an indirect effect of achievement on

emotions mediated by control.

Other studies have examined the effect of the interaction between perceived control and
the multidimension of perceived value on emotions. Simonton & Garn (2020)
investigating the relationships between control and value appraisals and enjoyment using
a sample of 753 university students, reported that only intrinsic value was found to be
associated with instigating enjoyment, while extrinsic value did not when accounting for
intrinsic value. The researchers explained this by stating that intrinsic value is related to
the activity itself regardless of the outcome of that activity, hence it makes sense that it
would correlate with enjoyment which is an on-going activity emotion. Contrastingly,
while investigating the mediating role of control and value appraisals between students
perception of teaching and emotions, Goetz et al. (2020) has reported that extrinsic value
related to anxiety, while intrinsic value was relevant to enjoyment and boredom. These
discrepancies between these results could be related to the differences in the ages of the
two samples used; as for Simonton & Garn (2020) their sample consisted of university

students, while Goetz et al. (2020) sample comprised school students.

Putwain and colleagues have conducting two studies to investigate the interplay of control
and value appraisals and their effects on achievement emotions (Putwain et al., 2018,
2021). In the first study Putwain et al. (2018) included boredom and enjoyment in his
model to test the multiplicative effect of control and value appraisals on these emotions
in a longitudinal research design. Using a sample of young school children, the results
confirmed control and value appraisals to be antecedents of boredom and enjoyment, with
value and control positively correlating with enjoyment and negatively with boredom.
Results have also highlighted that high achievement value has intensified the relationship
between control and enjoyment. This is explained by the students having to set for high
stakes exams at the end of the school year. On the other hand, intrinsic value moderated
the relationship between control and boredom. Students who had high levels of intrinsic
value experienced low levels of boredom, in spite of their level of control. Contrastingly,
control positively predicted boredom at low levels of intrinsic value
14



In a later study (Putwain et al., 2021) using a sample of 1,298 school students, added
anxiety to the previously investigated two emotions, to investigate how control and value
appraisals and their interaction would predict enjoyment, boredom, and anxiety. Results
reported a strong positive correlation between intrinsic, attainment, utility value and
enjoyment, and a negative correlation to boredom. The findings have also revealed that
intrinsic and utility value had a moderate negative correlation to anxiety, while attainment
value was found to be unrelated to anxiety, which contradicts CVT proposal of anxiety
occurring at higher levels of attainment value. Control on the other hand, was found to
positively correlate with enjoyment and negatively with boredom and anxiety. On the
multiplicative effect of control and value appraisals on emotions, it was reported that
having low intrinsic value amplified the relationship between control and enjoyment
However, there was no interaction found between control and utility value, nor control
and attainment value that predicted enjoyment. This differs from the findings of the earlier
study (Putwain et al., 2018) as achievement value was reported to intensify the
relationship between control and enjoyment. This could be explained by a change of the
context and outside factors affecting the participants, as for the earlier study they had to
sit for high stakes exams, while for this one they did not. Finally, anxiety was not
predicted by any of the interactions between control and utility, attainment and intrinsic

value.

One important conclusion that is highlighted from those two studies (Putwain et al., 2018,
2021) is the importance of investigating the interaction between control and value and
their effect on emotions, as well as focusing on which value moderates the control-

emotion relationship and how.

In SLA there are a few studies which examined control and value appraisals as
antecedents of L2 emotions. Using a sample of 550 freshman university students Shao et
al. (2020) examined CVT’s proposed relationships of control and value appraisals and
their effects on L2 emotions and language performance. In agreement with CVT, the
results confirmed perceived control as a positive predictor of positive emotions and a
negative predictor of negative ones. Control was also found to negatively predict boredom
in this case, due to the nature of the overchallenging tasks given for first year students
(Shao et al., 2020). As for perceived value the positive, negative correlation with positive,
negative emotions respectively was confirmed. Moreover, it was reported to positively
15



correlate with anxiety. This indicates that the higher the value the higher the level of the
anxiety. The study has also confirmed that the interplay between perceived control and
value predicts achievement emotions. Finally, the results indicated that perceptions of
control have a stronger influence on enjoyment, hope, pride and hopelessness than

perceptions of value.

Unlike Shao et al. (2020) who focused on 8 different emotions, Li (2021) explored the
effects of control and value appraisals only on foreign language boredom using a sample
of more than 2000 university students. Results came in line with that of CVT, as
extremely high levels of control and value appraisals were reported as antecedents of
FLLB. FLLB was also found to be instigated in overchallenging L2 activities due to lack
of control. However, when students level of boredom was reduced, they were able to
experience positive feelings alongside boredom such as enjoyment. A multiplicative role
of control and value on boredom was also reported. Perceptions of high levels of control
and value negatively affect boredom in FL settings. However, the effect of value
appraisals was stronger than that of control. More specifically, corroborating CVT
assumptions, intrinsic value outweighed the effect of control and extrinsic value on

boredom.

Other studies have investigated students perceived competency in 12 and their proficiency
level (both indicating perception on control) on achievement emotions. Dewaele & Li,
(2022) reported that actual and self-perceived competence positively predicted foreign
language enjoyment and negatively predicted foreign language anxiety. Interestingly, Su
(2022) did not note any differences in enjoyment and anxiety between higher and lower

proficiency students.

The above research validates the assumptions of CVT on control and value appraisals
within the context of SLA. It also highlights the importance of exploring the independent
and joint effect of appraisals of control and value on emotions in SLA. Furthermore, it
draws attention to the lack of studies investigating control and value appraisals in the
context of SLA. Control-value appraisals are key to understanding achievement emotions.
More Importantly, with an understanding of emotional antecedents, control and value
appraisals can be targeted by educational interventions designed to positively impact
student emotion (Pekrun, 2006, 2017), leading to better educational outcomes.
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1.3.6 CVT as a theoretical underpinning in the context of SLA

From what we gathered so far, it is evident that the control value theory of achievement
emotions has proved to be a solid framework in investigating and explaining students’
emotions, their antecedents and outcomes in different educational fields (please refer back
to the presented literature review). With the theory being built upon assumptions drawn
from some of the main theories in psychology and educational psychology related to
emotions (Shao et al., 2019), CVT provides a tight-net network of functional mechanisms
connecting achievement emotions with their antecedents and outcomes that are common
across academic disciplines, yet, discipline-specific in their content and strength (Pekrun,
2006; Shao et al., 2019). This shows that the fundamental ideas underpinning the notion

of achievement feelings can be applied to several topics, including SLA.

Employing CVT in understanding Anxiety, enjoyment and boredom in the context of
SLA provides the framework needed to study these emotions, their triggers and
consequences. After all, foreign language anxiety, enjoyment, and boredom are emotional
reactions (Macintyre & Wang, 2022), so understanding their antecedents and
consequences within the context of SLA is of high importance. Research in SLA has just
recently started to turn its attention to the use of the control-value theory in the
investigations of L2 emotion. Dewaele & Li (2022) have used the CVT as a framework
to investigate how students actual and self-perceived 12 competence relate to FLE and
FLA. Results revealed that both actual and perceived self-competence negatively
correlate to FLA, and to positively correlate to FLE. Li (2021) adopted CVT to investigate
the effects of control and value appraisals on FLLB using a sample of more than 2000
university students. Findings confirmed control and value appraisals to be proximal
antecedents of FLLB. In a qualitative, Piniel & Albert (2018) used CVT as a guiding
theory for analysis. The results of the study confirmed that students emotions in FL
classroom are categorized according to their object focus, valence and activation, which
are the three dimensions within the framework of the CVT. In another study based on
CVT, Shao et al. (2020), using a latent interaction analysis between control-value
appraisals, subsequent achievement emotions, and resulting performance in foreign
language learning. concluded that emotions mediated the impact of control value
appraisals on L2 learners’ performance. These results validate the applicability of CVT

in SLA research.
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In regards to empirical studies that examined the three emotions under investigation in
this thesis, foreign language anxiety, enjoyment, and boredom under the umbrella of
CVT, Li & Wei (2022) using a sample of 954 junior secondary EFL learners examined
the relationship between FLE. FLLB, and FLA and their independent and joint effect on
students’ achievement over different time snippets during the semester. The results
indicated that higher levels of enjoyment predicted lower levels of boredom. This is also
the case with higher levels of anxiety. However, anxiety and enjoyment had no
correlation., which indicates that experiencing enjoyment does not mean not having
feelings of anxiety. This comes in line with previous findings (Dewaele & Maclintyre,
2014;Dewaele & Maclntyre, 2016). Moreover, the result indicated that enjoyment and
anxiety co-predicted achievement Li & Wei (2022). However, the effect of enjoyment
was more powerful than that of anxiety. It had proved to be so powerful that by the end
of the semester enjoyment was found to be the only predictor of achievement. Boredom,
on the other hand, when combined with the other two emotions, had no predictive power

over achievement.

(Dewaele et al., 2021) investigated the relationship between foreign language anxiety,
enjoyment and boredom’s attitudes towards the EFL teacher as a distal antecedent, and
their effect on L2 achievement using a sample of 332 multinational FL learners. The
findings reported a negative relationship between enjoyment and boredom, and
enjoyment and anxiety; lower enjoyment meant higher boredom, as students who feel
bored will be disengaged from classroom activities. Moreover, results indicated that
higher anxiety levels were related to higher boredom levels. This is explained by those
students experiencing lack of control and low engagement. In regard to the external-
internal variables tested in this study, teachers use of FL was correlated positively with
FLE, while it had no correlation to FLL

B nor FLA. Moreover, students felt more enjoyment and less boredom when the teacher
used varied teaching techniques and activities. This was similar for students’ attitude
towards English as it positively correlated with FLE and negatively with FLLB. Finally,
when it comes to the effects of FLE, FLA, and FLLB on achievement, only FLA
negatively correlated with achievement.
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To my knowledge, there are no other studies in the field of SLA that investigate FLA,
FLE, and FLLB under the umbrella of the control value theory of emotions. As a matter
of fact Dewaele et al. (2021) stated in their paper that it is the first paper to examine these
three emotions. Regardless, and despite the rich findings these studies provide to the field
of emotions and SLA, they do not provide a complete picture of the emotions, their
proximal antecedents and outcome. In fact, none of these studies have examined the effect
of control and value appraisals on anxiety, enjoyment and boredom and engagement as
an outcome in the context of SLA. This gap is what this study is aiming to fill, which will

be explained more thoroughly in the next section.

1.3.7 Engagement as an outcome of CVT

Engagement is critical for successful learning. When students are engaged, they may
devote their whole attention and effort to completing tasks and activities, persevere in the
face of challenges, develop positive connections with teachers and classmates, and feel a
connection to their school (Wang & Eccles, 2012).

There seem to be various definitions of the construct of engagement in the field of
education (Reschly & Christenson, 2012). For the purpose of this research, we will adopt
the conceptualization of engagement proposed by (Skinner et al., 2008). Skinner et al.
(2008) proposes that Engagement is a multifaceted construct that combines behavioral
and emotional dimensions. The behavioral dimensions constitute students’ effort,
attention, and persistence during an on-going learning activity, while emotional
dimensions include enthusiasm, interest and enjoyment of an on-going learning activity.
By this, engagement refers to “active, goal-directed, flexible, constructive, persistent,
focused, emotionally positive interactions with the social and physical environments (in
this case, academic activities)” (Skinner et al., 2008, p.776). This conceptualization of
engagement is in the heart of our emotions-focused research, as it relies on the assumption

that emotions fuel behaviors in the classroom.

Emotions are considered key predictors of student engagement (Fredrickson, 2005; King
& Gaerlan, 2014; Pekrun, 2006); and mediators between students emotions and academic
learning and achievement (Pekrun & Linnenbrink-Garcia, 2012) Positive activating
emotions such as enjoyment correlate positively with students’ engagement, whereas

negative deactivating emotions such as anxiety and boredom correlate negatively with
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students’ engagement (Pekrun et al., 2011). The importance of emotions as predictors of
engagement stems from the empirical evidence supporting that students’ emotions have
a serious effect on students engagement with academic tasks and the effort spent, as well
as, influencing mood-congruent retrieval of information learned in class ( Pekrun &
Linnenbrink-Garcia, 2012).

Different emotions have also been linked differently to the multi-dimensions of
engagement. Enjoyment has been found to be key in instigating emotional engagement,
and to have a positive influence on behavioral engagement (Kahu et al., 2015) as
enjoyment has been found to positively correlate with effort ( Pekrun & Linnenbrink-
Garcia, 2012). Kahu et al., (2015) has indicated that enjoyment, according to the findings
of his qualitative study on emotions and engagement, arises from interest (whether
interest in the task or personal interest in the topic) and feelings of competence in the task
(Kahu et al., 2015). This is important as it offers more validation on the links between
appraisals of control (competence) and value (interest), emotions, and engagement
offered by CVT.

In general, anxiety and boredom have been identified as inhibitors of engagement (Kahu
et al., 2015). However, negative activating emotions have been found in some cases to
positively affect students behavioral engagement as they may energize students effort (
Pekrun & Linnenbrink-Garcia, 2012). Kahu et al., (2015) asserted that anxiety in general
negatively affected engagement, but some cases with certain amount of anxiety it has led
to increasing effort and leading to better behavioral engagement. Linnenbrink (2007)
argues that pleasant emotions do not reduce behavioral engagement and may even
increase it, particularly if activating positive emotions are triggered. But regardless of

activation level, negative emotions seem to impede behavioral engagement.

Engagement is a concept that lends itself readily to the center of language learning, as
learning a language is a communicative interactive process that requires learners to
willingly engage in the learning process (Mercer & Ddrnyei, 2020).In the light of this,
the actions taken or the energy spent by students have been highlighted as the essence of
engagement in the language classroom (Hiver et al., 2021; Oga-Baldwin, 2019). Oga-

Baldwin, (2019) goes to argue that behavioral engagement is the most important construct
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of the subconstructs of engagement, coupled with it being the instigator of the other types
of engagement in the language classroom.

In spite of the fact that research in SLA aimed at understanding students engagement and
other aspects of learner psychology is scarce (Mercer, 2019), there have been a number
of studies that aimed to investigate emotions and engagement in the language classroom.
Using a sample of 633 EFL school students, Feng et al., (2022) has found that FLE
positively relate to behavioral engagement, in contrast to FLA that negatively relate to
behavioral engagement. Moreover, females were reported to experience higher levels of

FLE and behavioral engagement than males.

In another study, Dewaele & Li (2021) investigated the effects of FLLB and FLE on
social behavioral engagement using CVT as a theoretical framework., The results
revealed a medium negative correlation between foreign language boredom and students'
social-behavioral engagement, in contrast to a strong positive correlation FLE had with
social-behavioral engagement. This indicates that higher levels of boredom mean lower
levels of engagement (Li, 2021; Li et al., 2021), while higher levels of FLE means higher

levels of engagement.

What seems to be missing in the above studies is an understanding of how control and
value appraisals affect students emotions and relate to their engagement. Mercer, (2019)
has called for the necessity of investigating students’ engagement in SLA using a
framework that offers a more wholistic understanding of how engagement is connected
to its antecedents, and what conditions hinder or foster learning. This research aims to
achieve that by adopting CVT as a framework that connects three commonly-occurring
FL emotions; namely, FLA, FLE, and FLLB, with control and value appraisals and
engagement. The importance of investigating the interplay of relationships between these
constructs and engagements does not only stem directly from the assumptions of the CVT
itself by positing engagements as an outcome of student emotions, but more importantly,
it is embedded within the recent literature conceptualizing engagement in SLA by

substantializing the effect appraisals of value and control have on engagement.

21



1.3.8 Task-value intervention

As discussed earlier, according to the CVT, students' appraisals of control and value are
proximal antecedents of achievement emotions and distal antecedents of achievement
outcomes (Pekrun, 2006). This holds the underlying assumption that a change in
appraisals of control and value should lead to a change in achievement emotions (Pekrun,
2006). Buff (2014) has tested this “change-change” model with focus on enjoyment in
math classes. The findings of his empirical research have substantiated that relationship;
positive changes in appraisals of control and value did lead to greater enjoyment. More
recently the change-change model was confirmed for other emotions alongside
enjoyment, including anger, boredom and anxiety (Held & Hascher, 2022).

The above findings are of great educational value as they entail that designing an
educational environment in a way that would lead to positive changes in students control
and value appraisals could result in positive changes in students emotions and would
therefore result in better learning outcomes (Buff, 2014; Held & Hascher, 2022). With
the conceptualization of the Expectancy value theory by Eccles and colleagues, there have
been many educational interventions aimed at targeting subjective task value (Eccles &
Wigfield, 2020). The findings of these interventions were promising; positive changes in
students subjective task value were linked to an elevation of students’ performance,
interest, engagement and choice in these tasks (Eccles & Wigfield, 2020; Wigfield &
Eccles, 2020). As a result, there seem to be a consensus on the efficacy of using task-
value based interventions at impacting the desired learning outcomes mediated by
achievement emotions ( Li, 2021; Putwain et al., 2021; Shao et al., 2020; Simonton &
Garn, 2020).

Predominantly, task-based interventions are targeted at utility-value (Acee et al., 2018;
Rosenzweig et al., 2022). Their popularity seems to be explained by the fact that out of
the four types of values, utility value is the one mostly open to classroom interventions
due to its external nature (Hulleman et al., 2010). Task value interventions aimed at
reappraisal of utility value include specially designed assignments that aim to help
students establish a connection between the learning task/content and their lives (Eccles
& Wigfield, 2020; Soicher & Becker-Blease, 2020). These assignment consists of written
tasks that require students to write about how the material they are learning are relevant

to their lives In one of the early studies Hulleman et al. (2010) using a control and an
22



experiment group, tested the effect of a utility value intervention on enhancing students
interest and performance. Results revealed that asking students to write about how course
material is relevant to their lives did enhance student’s utility value, interest and
performance. The same results were also reported 7 years later in a similar study by
Hulleman et al. (2017), adding that the more frequently students were asked to make these
connections throughout the semester, the better the results.

Results from research on utility value intervention have indicated that utility value
intervention could be more effective for students with lower perception of competence
and higher risk of performing poorly (Rosenzweig et al., 2022; Wigfield & Eccles, 2020).
However, a study by Durik et al. (2015) reported contradicting results where a utility
value intervention was found to work better in increasing interest and performance for
students with higher perceived competence of math. Similar results were also reported by
Canning and Harackiewicz (2015) where both types of self-generated and directly
communicated utility value intervention were found to work in increasing interest for
students with higher perceived competence of math, while the directly communicated
intervention was found to have a deterrent effect on students with lower perceived

competence.

There is not much research into the effect of value interventions on attainment and
intrinsic value, or on more than one component of task value combined (Wigfield &
Eccles, 2020). Adopting a more comprehansive outlook on student's task value repprasial,
Acee et al. (2018) has proposed The Value Reappraisal model to design effective task
value interventions. The value reappraisal model consists of elements and strategies that
are argued to trigger cognitive-affective reactions that change students’ attitudes and
subsequently impact academic outcome. In this model the change in students’ attitudes
refers to how much students attitudes towards the academic task/course have changed
over time relative to their initial attitudes. Which include changes in students subjective

task value, perceived instrumentality and task engagement.

According to the model effective task value interventions comprise four key parts:
e  Task-value message,

e Task value activities,
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e The internal structure of the intervention,

e The administrative procedures.

Task value message and task value activities

In order for students to reevaluate the value of the task they need to be presented by a task
value message and task value activities. Task value messages work by making students
aware of the importance or relevance of a task to their life/specialization, while task value
activities work by prompting students to rationalize why a certain task is relevant to them.
Combining both task-value activities and messages in an intervention has been proved to
be more effective in inducing positive attitude change in students’ perceptions of task

value, than using only one (Acee et al., 2018; Canning et al., 2018).

The internal structure and administrative procedure

In accordance with the model, a value reappraisal intervention needs to have a clear
internal structure indicating the sequence in which task value message and activities are
delivered to the students, Moreover, the intervention administrative procedures outlining
when the intervention will be implemented during the semester should also be detailed.
The internal structure and admirative procedure will be elaborated in the methodology

section.

Value reappraisal strategies

To achieve a successful value reappraisal, three empirically-sound strategies have been

suggested by the model, which are:
1. Generating rationales,

The first strategy is to encourage students to generate rationales of why
tasks/activities are of relevance or importance to them. The use of this strategy is
argued to motivate learner to engage in thought process, make relevance linkages and

positively reevaluate the utility value of the task/activity.
2. Imaging future selves and situations

The second strategy is to prompt students to imagine future selves and situations.

This could be done through asking students to envision themselves in future scenarios

where they have acquired the knowledge and abilities in the academic topic. This
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strategy is argued to be a potent tool for influencing attitudes and guiding behavior

in academic settings.
3. Comparing pros and cons of task engagement

As for the third strategy it is to allow students to compare pros and cons of task

engagement, which is said to motivate attitude change through decision-making.

1.4 Research Questions and Hypotheses

In light of the above theoretical grounding, this research was divided into two studies.
Study 1 runs a large-scale study to investigate the interplay in interaction between value
subscales and control and their relation to anxiety, boredom and enjoyment. Moreover, it
investigates effects of control value appraisals on engagement mediated by three
achievement emotions proposed by CVT, namely anxiety, boredom, and enjoyment.
These emotions are chosen as they have been found to play an integral part in the language
classroom. Understanding how these emotions interact within the CVT model and their
effect on students' engagement is important in the context of SLA. Since emotions are
domain-specific (Goetz et al., 2007; Pekrun, 2006), findings from other domains cannot

be generalized to the context of language learning and teaching.

Study 2 comes at the second stage of this research. It aims to investigate the efficacy of a
task-value intervention on improving students’ control-value appraisals, a distal
antecedent of students’ engagement, and a proximal antecedent of achievement emotions,
according to CVT (Pekrun et al., 2007). The improvement in students’ control-value
appraisals should affect the positive emotions positively, and negatively affect the
negative ones. Study 2 is more personalized with a smaller number of students.

This investigation is guided by the following questions:

Study 1 Questions and Hypotheses

1. How do control-value appraisals interact to affect boredom, anxiety and enjoyment

in the language classroom?

2. What is the mediation role played by anxiety, boredom and enjoyment in the

relationship between control and value appraisals and engagement?
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Directed by the above questions, study 1 will investigate the following hypotheses:

e Hypothesis 1. Control and value appraisals of English language learners whose first
language is Arabic would correlate positively with enjoyment and engagement, and
negatively with anxiety and boredom.

e Hypothesis 2: Anxiety, boredom and enjoyment will mediate the relationship
between control and value appraisals and students’ engagement. More specifically,
enjoyment will positively mediate the relationship while anxiety and boredom will

have a negative effect.

e Hypothesis 3: Value subscales will interact differently with control to moderate the
relationship between control and achievement emotions. More specifically, control
and value appraisals and their interaction will positively predict enjoyment and

negatively predict boredom and anxiety

e Hypothesis 4: higher levels of value will amplify the relationship between high
levels of control and enjoyment and low levels of control and anxiety, while lower
levels of value will amplify the relationship between control and boredom.

Study 2 Questions and Hypotheses

1. How does a task-value intervention affect students' control-value appraisals?

2. How does a task-value intervention affect students' emotions in the language

classroom?

3. How does students perceived competency in English affect the results of the
intervention?

Study 2 will investigate the following hypotheses:

e Hypothesis 5. There will be a difference in the experiment group’s levels of intrinsic,
attainment and utility value, as well as anxiety, boredom and enjoyment before and

after the intervention.

e Hypothesis 6. There will be a difference in the control group’s levels of intrinsic,
attainment and utility value, as well as anxiety, boredom and enjoyment before and

after the intervention.
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e Hypothesis 7. A task-value intervention directed at students’ task-value appraisals

will increase the level of students’ utility, intrinsic, and attainment value.

e Hypothesis 8. A task-value intervention will enhance students’ perception of value

appraisals leading to increasing enjoyment and lowering boredom and anxiety.

e Hypothesis 9: A task value intervention will be most effective on students with
higher perceived competence in English.

1.5 Study terms and definitions

Second language acquisition (SLA): refers to learning a second language (L2) after
the first language (L1) has been learned (Gass et al., 2020).

Achievement Emotions: achievement emotions are defined as the emotions that arise
out of achievement activities or achievement outcomes. Achievement emotions can be
classified using a three-dimensional taxonomy (Pekrun, 2006; Pekrun et al., 2023), based

on object focus, valence (positive/negative) and degree of activation.

Activity-related emotions: they are related to the tasks or activities that are on-going,
such as enjoyment, boredom and frustration (Pekrun, 2006; Pekrun et al., 2023).

Outcome-related emotions: are those that relate to the outcome of the situation or the
activity. Outcome-related emotions could be prospective emotions of future outcomes
such as hope for success, and retrospective arising from past experiences such as shame
experienced after receiving feedback (Pekrun, 2006; Pekrun et al., 2023).

Anxiety: is defined as a distinct complex of self-perceptions, beliefs, feelings and
behaviors related to classroom learning arising from the uniqueness of the language

learning process” (Horwitz et al., 1986, p. 128).

Enjoyment: Enjoyment refers to emotions experienced by language learners when their
psychological needs are being met and they are “experiencing desirable outcomes related

to personal success and interpersonal relatedness” (Dewaele & Maclintyre, 2014, p.242).

Boredom: Boredom is classified as a negative emotion with a low degree of activation
arising from ongoing activities that are under/over challenging for the learner (Li et al.,

2021) and a low cognitive stimulation (Li, 2021). It comprises feelings of “dissatisfaction,
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disappointment, annoyance, inattention, lack of motivation to pursue previously set goals
and impaired vitality” (Kruk & Zawodniak, 2018, p.177).

Appraisals of control: students' perceived control over activities and outcomes, which
include self-concept, self-efficacy, causal attributions, and outcome expectancy (Pekrun,
2006).

Appraisals of value: the subjective value students give to achievement-related activities

or outcomes (Pekrun et al., 2011).

Intrinsic value: is the value of the achievement-related activities and outcomes per se, in
spite of their instrumental utility (Li, 2021; Pekrun, 2006), such as enjoying an activity
because the activity itself is interesting and intriguing to the learner.

Attainment value: is defined as the perceived importance of task achievement for one’s
identity or self-worth (Eccles, 2005; Eccles & Wigfield, 2002).

Utility value: is the perceived instrumental usefulness of the task for one’s goals (Eccles,
2005; Eccles & Wigfield, 2002).

Engagement: engagement is a multifaceted construct that combines behavioral and
emotional dimensions. The behavioral dimensions constitute students’ effort, attention,
and persistence during an on-going learning activity, while emotional dimensions include
enthusiasm, interest and enjoyment of an on-going learning activity. By this, engagement
refers to “active, goal-directed, flexible, constructive, persistent, focused, emotionally
positive interactions with the social and physical environments (in this case, academic
activities)” (Skinner et al., 2008, p.776).

The following chapter will provide the methodology employed to answer the outlined

research questions in the above section.
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Chapter Two
Methodology

This research aimed to investigate the relationships between appraisals of control and
value, anxiety, enjoyment, boredom, and engagement in the language classroom.
Moreover, it aimed to investigate the effect of a task-value intervention on students’
appraisals of value and their emotions in the language classroom. To achieve these aims,
this research was divided into two studies. The first study investigated the relationships
between the variables of the study, while study 2 investigated the effects of the
intervention. In this section, the research design and methods for both studies will be

presented alongside the ethical considerations and research limitations.

The decision to divide this research into two studies was made to first explore the
relationships proposed by the control value theory between the variables of the study,
more precisely the effects of students’ control and value appraisals on instigating
students’ emotion (anxiety, enjoyment and boredom) inside the language classroom for
Arabic native speakers learning English. These relationships, although they have been
investigated in other educational fields, are as mentioned earlier still unexplored in the
context of English language learners whose native language is Arabic. Consequently, to
be able to deliver a task value intervention (study 2) aimed at encouraging students to
reappraise their subjective task value and study the effects of that intervention on students
emotions, that connection between students appraisals of control and value and students

emotions needed to be empirically validated in the context of this research.

2.1 Study 1 methodology

In this section the research design, participants, procedure, instruments and data analysis
plan used in study 1 will be explained.

2.1.1 Research design

Study1 followed a cross sectional correlational design (Lau, 2017). This design aims to
investigate the relationship between the proposed variables and their strength in the
context of SLA in higher education. Understanding these relationships will give better

insights to how these relationships play out in this context.
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2.1.2 Participants and Procedure

Data for study 1 was collected through purposive sampling, which is a form of
nonprobability sampling technique that is used when the researcher has a clear target
group in mind (Eichhorn, 2022). An online questionnaire was created and then the link
was sent to a number of teachers working at the Language center at An Najah National
university. Teachers were asked to forward the link to the questionnaire to their students
and students were asked to forward the link to any of their colleagues who are enrolled at
any of the English 101 courses offered by the language center for the fall semester of
2022/2023. A total of 515 students filled out the questionnaire. However, after data
cleaning and preliminary data analysis, 25 cases were deleted leaving 490 cases for

analysis.

The sample consisted of 367 females (%74.9) and 123 males (%25.1) (see fig.2). The
sample included 265 students (%54.1) who came from scientific majors, and 225 students
(%45.9) who came from Humanities (see fig.3). Out of those students 62 (%12.7) were
first year students, 181 (%36.9) were at their second year, 115 (%23.5) were at their third

year, and 132 (%26.6) were seniors.

Figure (2)

Female-male sample distribution for study 1
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Figure (3)

Major distribution for sample of study 1
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At the time of collecting the data, all participants were enrolled at English 101 course
offered by the Language Centre at An-Najah National University. This course is
mandatory for all undergraduate university students to take as part of their degree
completion. All undergraduate students have to enroll in this course and pass it at some
point in their undergraduate studies. English 101 is an English language course that aims
to enhance students’ language skills in English, especially those skills needed for them as
university students like academic reading and writing, speaking and listening. A typical
class of the E101 course usually includes about 35 students from different university
majors like medicine, economics, nursing, education and many others. These students
usually have different levels of English language proficiency, but all of them in order to
be able to enroll in the course should pass a placement test first, or take a remedial English
course in case they have failed the replacement test. Participants for this research were
asked to rate their perceived Proficiency level in English, 117 (%23.9) students perceived
themselves as beginners, the majority of the participants 314 (%64.1) perceived
themselves at an intermediate level of English, while 59 (%12) students perceived

themselves as advanced.
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2.1.3 Data collection tools

A composite questionnaire of widely used scales have been used to collect data for study
1. The first section of the questionnaire collected demographic information like age,
university major and academic year. The second section of the questionnaire consisted of
4 scales assessing control, value, emotions and engagement. All of the measures used a 5
Likert scale with 5 indicating strongly agree and 1 strongly disagree. The questionnaire
was originally formed in English and then it was translated to Arabic. The accuracy of
the translation was checked by a number of experts through the method of back-
translation. Once ready, the questionnaire was pilot tested on a sample of 72 students.
Below is a description of the scales used with the internal consistency reported from the

pilot study.

Value

To measure students subjective task value, a 12-item scale was adopted from Putwain et
al. (2021), which is originally taken from the Michigan Study of Adolescent Life
Transitions scales. The scale measured utility, intrinsic and attainment value with 4 items
for each one of the subscale. For example, the item “l want to show how good | am at
English” was used to reflect attainment value, “I find working with English interesting”
reflected intrinsic value, while “English will help me later in life” represented utility
value. Results from the pilot study revealed a good internal consistency (Taber, 2018) for
the whole measure and its subscales, with a Cronbach alpha of a = .879 for the whole
scale and a =.780, a =.835, and a = .873, for intrinsic, attainment and utility value
respectively. The scale has also demonstrated a good construct validity with factor

loadings ranging from .720 to .912.

Control

Students perceived control was measured using The Perceived Academic Control scale
(Perry et al., 2001). The scale consists of eight items related to influencing academic
achievement outcomes and uses a 5 Likert scale (1 = strongly disagree, 5 = strongly
agree). According to the scale students are designated as either "moderate™ or "high™ in
academic control on the basis of a median split procedure. Examples of items used in the
scale include “The more effort I put into my English course, the better I do in it” and

“There is little I can do about my performance at English in university.” The scale has a
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reasonable internal consistency (Taber, 2018) of Cronbach's a =.690, indicating a good

reliability, and good construct validity

Emotions

Emotions were assessed using the short version of the Achievement Emotions
Questionnaire (AEQ) (Bieleke et al., 2021). The AEQ is a well-established instrument for
measuring achievement emotions in educational research. Four subscales were used with
4 items each to measure anxiety, enjoyment and boredom. An example of an item
measuring anxiety is “I feel nervous in the English class”, enjoyment “I am looking
forward to learning a lot in this class”, and boredom “I get bored.” Internal consistency
from the pilot study was reported as a Cronbach alpha of o =.891, a =.916, and a = .946
for the subscales respectively, indicating a high reliability of the scale (Leary, 2004). The

subscales have good construct validity with factor loadings ranging from .863 to .941.

Engagement

Engagement was measured using the Behavioral and emotional engagements scales form
the Engagement Versus Disaffection with Learning student report (Skinner et al., 2008).
The scale consists of two subscales measuring behavioral and emotional engagement.
With 5 items for each, such as “I try hard to do well in the English class” for behavioral
engagement, and “When we work on something in the English class, I feel interested” for
emotional engagement. The subscales were found to have an internal consistency of a
=.879 for behavioral engagement and a =.905 for emotional engagement, indicating a
good internal consistency (Taber, 2018). The subscales also have good construct validity
with factor loadings ranging from .741 to .906.

2.1.4 Research procedures

First the composite questionnaire (see appendix A for the final version of the
questionnaire) was made using the different scales outlined above. Permission to use the
value scale was sought and granted from the main author of (Putwain et al., 2021) via
email correspondence (please see appendix B for email correspondence). The other scales
were published in their original papers. Once the questionnaire was ready it was translated
into Arabic by the researcher using forward translation. Then, the Arabic translation was

sent to an expert to ensure of the items were translated correctly from English to Arabic
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using backward translation (Beaton et al., 2000), and to check accessibility and clarity of

the language used. A number of comments were made and taken into consideration.

Once the questionnaire was ready, it was pilot tested on 77 students enrolled in the E101
course during the second semester of 2021/2022. Construct validity and internal
consistency were checked for each of the scales used using spss v.26, the results for the
analysis are reported in the above section. Based on the results of the pilot study, no

changes were made to the questionnaire and data collection was commenced.

2.1.5 Data analysis

The aim behind this study was to investigated the relationships between the study
variables and to test the mediation and moderation of the suggested variables. To this end,
data collected was analyzed using Spss v.26 and PROCESS Macro. Correlation analysis
was used to uncover the nature of the relationships between appraisals of control and
value, achievement emotions and engagement. Mediation and Moderation analysis were
carried out using Hayes’ PROCESS Macro V4.2. PROCESS is a path analysis tool that
uses ordinary least square (OLS) regression (Hayes, 2022) to produce direct and indirect
effects in mediation and moderation analysis. PROCESS is a reliable and user-friendly
tool that offers a number of mediation and moderation models that are customizable. All
mediation and moderation analysis were estimated using a 10,000 bootstrapping sample

and %95 interval confidence.

2.2 Study 2 Methodology

In this section the research design, participants, procedure, instruments and data analysis

plan used in study 2 will be explained.

2.2.1 Research Design

Study 2 followed a nonequivalent groups pretest post-test quasi-experimental design.
Quasi-experimental designs are used in educational settings instead of pure experimental
design as when dealing with schools or educational institutions students are already
divided into classes or groups (Gopalan et al., 2020). As the name implies, quasi-
experimental research designs use nonexperimental (or non-researcher-induced) variation
in the primary independent variable of interest, emulating experimental settings where
some individuals are randomly exposed to treatment while others are not. Quasi-
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experimental designs in educational research enable us to obtain an impartial estimate of
the average treatment effect, which in turn enhances our understanding of the causal
effects of various educational interventions (Campbell, 1957; Gopalan et al., 2020). In
Quasi-experimental research threats to internal validity could be overcome by trying to
lessen the effect of selection bias (Gopalan et al., 2020) which will be evident in this
research in the following sections.

2.2.2 Participants and Procedure

Participants for this study were 61 students enrolled in the course University English 1
for the fall semester 2022/2023. As mentioned earlier An-Najah National University
offers these courses to all of its students as mandatory requirement for the completion of
their undergraduate’s degree. University English 1 is designed to provide students with
the language skills needed for them in their academic and professional life. The 61
participants are divided into two sections; control group (31 students) and experimental
group (30 students). Due to the nature of the research being conducted in an academic
setting, the researcher had no control over selecting the students in the groups. Students
are the ones who sign up for the sections. However, the two sections were chosen to have
similar characteristics, and the decision for which group underwent the experiment was

made randomly before meeting the students to eliminate any possible selection bias.

A number of steps were taken to limit the presence of confounding variables that might
affect the results of the intervention. First of all, the two selected section were specifically
made sure to include as much of a similar distribution as possible of male to female
students and majors. The experiment group had a %40 to %60 male to female ratio with
12 males and 18 females, while the control group had a %35.5 to %64.5 ration with 11

males and 20 females (see figure 4 below).
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Figure (4)

Male-female distribution in study 2
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As for participating students’ perceived competence in English, in the experiment group
%43.3 (13) of the students were beginners, %46.7 (14) were intermediate, and %10 (3)
were advanced. Similarly, the control group comprised %41.9 (13) beginners, %45.2 (14)
intermediates and %12.9 (4) advanced. Figure 5 below illustrates the distribution of

students’ level over the experiment and control groups.

Figure (5)

Distribution of students’ level over the experiment and control groups in study 2

level

[ Beginner
M Intermediate
W Advanced

|0J1aa
dnous

Wawuadxa




During the entire semester both groups were given the same course plan, instructions and
exams. As for the tasks required from the experiment group as part of the intervention
plan, students in the control group took the same exact number of tasks at the same times
of the experiment group in the same format; both groups had writing tasks. Also, the
intervention sessions were not administered until a month into the beginning of the

semester in order to wait for students’ emotions and value towards the course to form.

Moreover, results from the pretest survey indicated that students in the control and
experiment group had similar levels of the study variables (table 9) before conducting the
intervention. For example, for intrinsic value students in the control group had a mean of
3.78 while the experiment group reported a mean of 3.90. The results were similar to
other variables as well, such as anxiety with a mean of 2.96 for both groups, boredom
with a 2.59 for control group and 2.56 for the experiment group. This ensured that the

two groups were as equivalent as possible before the start of the intervention.

At the beginning of the semester students were made aware that they will be taking part
in an experimental research design. The consent form was read to them inside the class
and later shared with them online for future reference. They were also made aware of
what kind of tasks the intervention would entail. Any questions that the students had were
dealt with and contact information were given to them for any further questions. The

consent form used in this study is found in appendix C.

2.2.3 Data collection tools

Data for study 2 was collected using a similar questionnaire to that used in Study 1 but
without the engagement scale. Students perceived subjective value was measured using a
12-item scale adopted from Putwain et al. (2021), perceived control was measured using
The Perceived Academic Control scale (Perry et al., 2001), and students emotions were
measured using the short version of the Achievement Emotions Questionnaire (AEQ)
(Bieleke et al., 2021). A detailed description of those scales, their reliability and validity
can be found in section (2.1.3). Moreover, students self-perceived competency level in
English was measured using the Common European Framework of Reference for
languages (CEFR) (Council of Europe, 2020), which is an international standard for
assessing language level. As illustrated in figure 6 below, the CEFR categorizes language
proficiency into six levels Al and A2 as basic users, B1 and B2 as independent users and
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C1 and C2, as proficient users of the language. The CEFR is one of the mostly used tools
for measuring and establishing a link between students’ proficiency level in English and
language assessment, curricula and educational policies (Wisniewski, 2017). Perceived
competence was measured as it has been reported that student competence could impact

the results of the intervention (Acee et al., 2018).

Figure (6)

The Common European Framework of Reference for languages (CEFR)
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Both students in the experiment and control group took the questionnaire before the

intervention and after the intervention. The questionnaires were administered online using

Google forms. The data collected form the questionnaires were kept on a private Google
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Drive owned by the researcher and no identifying information was used to link students

to their answers.

2.2.4 Intervention structure, content and development

As mentioned earlier, the Value reappraisal model (Acee et al., 2018) was employed to
lay the main conceptual foundation for designing the task value intervention used in this
study. The intervention was designed and then the intervention plan was sent via email to
Dr. Taylor Acee, the lead author in the paper used to introduce and set the foundation for
the value reappraisal model, for feedback. Dr. Acee is a Professor in the graduate program
in developmental education at the University of Texas. Feedback provided by Dr. Acee
ensured the alignment of the intervention plan designed to the value reappraisal model,
as he replied with I read through the information you sent and thought everything looked
carefully designed and justified with research.” Dr. Acee had a few questions that were
addressed and justified. Appendix D shows the complete interaction between the

researcher and Dr. Acee.

Based on that, the final version of the intervention plan was built upon the following
elements presented in (Acee et al., 2018). The next section will present the main elements
of the intervention plan, but for a full outline of the plan and its activities please see

appendix E.

The internal structure and administrative procedure

In accordance with the value reappraisal model, the internal structure of the intervention,
and the administrative procedures, are both depicted in table (2) below. For the first four
weeks of the semester there were no intervention sessions administered. This step was
taken in order to try and limit the effect of the teacher could have on students’ emotions,
as it has been reported that some classroom emotions could be teacher specific (Dewaele
& Dewaele, 2020). Students took their pre-test questionnaire measuring the constructs of
subjective task value (utility, attainment, extrinsic), control, and emotions of anxiety,
enjoyment and boredom. On the 5" week of the semester students were subjected to their
first intervention session which consisted of a task value message followed by a value
activity. The same pattern was repeated on the 8" week and 10" week of the semester. on

the 11" week of the semester students retook the questionnaire.
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Intervention session #1

The first intervention was administered to students on the 4™ week of the semester. During
the first session a combination of a task value message and activity were delivered to the
students. For the task value message students were asked to read an article discussing the
importance of learning English in today’s world (782 words). Then they were made aware
that by understanding the relevance learning English has to them personally they will be
able to shape their attitudes towards it. Once done reading, students engaged in their first
value activity which used the strategy of generating rationales. The activity required
students to start by writing down their own goals from learning English. Then they were
asked to find a connection between a skill or material that they have learned in this course
and one or more of their goals. Students were asked to write one to two paragraphs
explaining how this skill/knowledge aided into achieving their goal. This activity was
started in class but the final written work was submitted to an assignment via Moodle
later that day. These assignments were part of the course curriculum and were graded as
recommended by (Hulleman & Harackiewicz, 2020). Students received a grade and

written feedback a few days after the assignment.

On the other hand, the control group received a placebo assignment which required them
to read an article on one of the topics covered this far and then to summaries the main
ideas discussed in it. This activity was delivered to students in the same manner of the
experiment group. The assignment was graded and students received a grade and written
feedback a few days later. Table (2) below demonstrates the administrative procedure,
the goals and the activities used to achieve these goals during the first and second weeks

of the intervention.
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Table (2)

Intervention outline for week 5

Intervention
Goals

Value reappraisal strategies/ Experiment group

To introduce to the
students their first
task value message
and value activity.

Value Strategy: Producing Rationales

Value message: Students are presented with an article explaining the
importance of learning English in today’s world. Students are told that
understanding the importance and relevance of English to them will help
in shaping their attitudes towards it.

To make students
aware of the
relevance of
learning English to
their goals.

Value activity: Students are asked to write down their goals from
learning English. Then they are asked to find a connection between
something they have learned so far to one or more of their goals, and
write short paragraph on how that skills/lknowledge aids in achieving
their goal/goals. Students are asked to submit their work to an assignment
via Moodle.

To encourage
students to produce

Prompt questions:

What are your goals from learning English?

What is something that is useful to you that you have learned in this
course?

rationales. How would that skills/knowledge you have acquired in this course help

you achieve on or more of your goals?

Placebo treatment/ Control group: Students are presented with an article related to the topics
covered in the course. Then they are asked to summaries the main points in it.

Intervention session #2

On the 8" week of the semester, students received their second intervention session. The
session started with a value message through engaging the students in a whole-group
discussion on the importance of English language to them as university students and how
realizing that importance is key to enhancing their learning experience. The teacher
instigated and lead the discussion using prompt questions such as “How is English of
value to you as a university student?”. After that, using a value activity adopted from
(Acee & Weinstein, 2010), students were asked to write down a list of courses that having
knowledge and skills in English will be of use to them in those course. Then they were
asked to make a connection between a skill/knowledge they have learned in this course
and other courses they are taking or will in the future, rationalizing why that
skill/knowledge is useful/relevant. As with the first session, this session started in class

and the final written work was submitted online via an assignment on Moodle.

The control group received a synchronous activity as they engaged in a whole group

discussion on what they have learned so far from the course. Then they were asked to
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write a paragraph on a skill/ knowledge they have learned in this course so far. Table (3)

below demonstrates the administrative procedure, the goals and the activities used to

achieve these goals during third week of the intervention.

Table (3)

Intervention outline for week 8

Intervention
Goals

Value reappraisal strategies/ Experiment group

To present students
with their second

value reappraisal
message and
activity.

Value Strategy used: Generating rationales

Value message: Students are engaged in a whole-group discussion
prompted by the teacher on the importance of English language to
university students and how releasing that importance is key in
enhancing their learning experience.

To engage students
in a discussion on
the importance of
English for them
and for others as
students.

Value activity: students are asked to list a number of courses that having
a certain level of English language and skills would be of value. Then,
students are asked to make a connection between a skill/knowledge they
have learned in this course and other courses they are taking or will in
the future, rationalizing why that skill’lknowledge would is
useful/relevant. Students are asked to submit their work to an assignment
via Moodle.

To motivate
students to generate
rationales about the
academic relevance
of learning English
asan L2.

Prompt question:

How is learning English relevant to you as a student?

How is the content covered in the course so far relate to you personally
as a university student?

Find a connection between something you have learned in this course
and other courses that you are taking or planning to take! i.e. How would
something you have learned here help you in other courses?

Placebo treatment/ Control Group: students engage in a whole-group discussion on the
content of the book covered this far and ask students to write a paragraph about a skill they
have learned in this course.

Intervention session #3

The third and final intervention session was administered on the 10" week of the
semester. It had the same structure as the first two interventions. The task value message
was delivered to students through a presentation done by a senior student who has taken
the same course. The student communicated to the students from personal experience how
realizing the value of this course has impacted how he/she perceived English and the
effort she/he puts in learning English. Also, how it impacted his/her life now. Following
that, employing two different strategies (imagining future selves, and comparing cons and
pros), students were asked to imagine that they have finished with this English course
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having acquired the desired skills and knowledge. Then they were asked to think of the
obstacles that they might have had to face to arrive to that point. With that in mind,
students were asked to write a letter to a freshman student in the same major explaining

where they are now and the obstacles they had to face and how they dealt with them.

The control group, on the other hand, were asked to write a letter to a friend summarizing
what they have learned thus far. Once the final session of the interventions ended, students
in both the experiment and the control group were asked to fill out the post-questionnaire.
Table (4) below demonstrates the administrative procedure, the goals and the activities

used to achieve these goals during fourth and final week of the intervention.

Table (4)

Intervention outline for week 10

Intervention Goals Value reappraisal strategies/ Experiment group

Value Strategy used: Generating rationales
To present students \/alue message: Students are engaged in a whole-group discussion
with the third and final prompted by the teacher on the importance of English language to
value activity. university students and how releasing that importance is key in
enhancing their learning experience.

Value activity: students are asked to imagine their future selves
having done with their English courses with a good level of English
To encourage students language. then they are asked to think of the obstacles they have had
to imagine their future to face to arrive to that point.
selves and compare Then, from their future selves, students are asked to write a letter to
pros and cons of task a freshman student with the same major describing where they are
engagement. now, the obstacles they had to face to get there, and how they dealt
with them. Students are asked to submit their work to an assignment
via Moodle.

Prompt scenario and questions:

You have just finished all of your English courses at the university
having acquired the desired skills and knowledge from these courses.
Write a letter to a freshman student in the same specialization as
yours, explaining where you are now with English, what obstacles
you had to face to get there, and how you dealt with them.

Placebo treatment/ control group: students are asked to write a letter to a friend summarizing
three things they have learned from the content of the course.
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2.2.5 Data Analysis

Data collected was assessed using Paired Sample t-test and two-way between groups
analysis of covariance (MANCOVA). Paired Sample t-test is used to compare between
the two means of sets of scores that are paired, such as pre-test and posttest results for
one group of students (Ravid, 2020). MANCOVA was used to investigate the difference
between the scores on the posttest between the experiment and the control groups,
controlling for students pretest results. Six dependent variables were used: intrinsic value,
attainment value, anxiety, boredom, and enjoyment. Students group (experiment, control)
and English language perceived competency level (beginner, intermediate, advanced)
were used as independent variables, where students’ pretest scores for intrinsic value,

attainment value, anxiety, boredom, and enjoyment were used as covariates.

Preliminary assumptions testing was done to check for non-normality, outliers, linearity,

and homogeneity of variance covariance metrics. No violations were recorded.

2.2.6 Ethical considerations

This research followed the research ethics guidelines devised by the American
Psychological Association (APA, 2017). These guidelines ensured that this research was
conducted in a scientific matter that was free of harm or prejudice. First of all, for the
study 1, students were informed of the purpose of collecting data using the questionnaire
through an introductory paragraph at the beginning of the online questionnaire. The
questionnaire was anonymous and students were made aware that the information they
share will be treated with high privacy and will only be used for the purpose of this
research and future related articles. Moreover, no identifying information will be used in
the reporting of the results of the study. As for study 2, which involved the intervention,

a number of additional ethical considerations were used:

¢ AnIRB form following the protocol of research on human subjects was prepared and
sent to An Najah University institutional review board along with the written consent
form for approval. Approval was received prior to the start of data collection. Please
see appendix F for the approved IRB form.

¢ Aninformed consent form was prepared and read to the students prior to the onset of
the study. Students were informed of the research aims and the intervention plan was

explained. Oral consents were obtained before the start of the first intervention.
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Chapter Three

Results

This section will start by presenting the results for the analysis of the data collected for
the first study which is correlational in nature and aims to explore the relationships
between students control and value appraisals, emotions and engagement. This will then
be followed by presenting the results of the second study which employed a quasi-
experimental design to uncover the efficacy of a task value intervention on students

control and value appraisals and emotions in SLA.

3.1 Results for study 1
3.1.1 Data cleaning and preliminary analysis

Data was screened for outliers using a boxplot via SPSS V.26. This has resulted in the
deletion of 24 cases that were reported as outliers leaving 490 cases for the analysis.
Descriptive statistics for the data collected from the questionnaire is shown in table (5).
Most variables seem to be within the near normal [0 — £ 0.25], slight [+ 0.26 — £0.75],
and moderate [+ 0.76 — + 1.25] levels of skewness and kurtosis (Blanca et al., 2013). for
example, Control (M = 3.54, SD = 0.58) is right skewed with skewness of .23 and
platykurtic with a kurtosis of -.52, while utility value (M =4.51, SD = 0.57) is left skewed
(-1.14) and leptokurtic (.80). Having data that deviates from the normal distribution is a
common occurrence within research using psychological variables. Blanca et al, (2013)
has reported that 94.5% of the samples used in the studies reviewed were outside the
range of [+ .25] which indicated a departure from normal distribution. For this reason
Process Macro (Hayes, 2022) will be used in the conducting mediation and moderation
analysis as it leverages the bootstrapping technique to allow a fewer assumptions about
the distribution of the data to be made. Moreover, Process offers user-friendly models for

mediation and moderation analysis.
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Table (5)

Descriptive statistics and normality tests for study 1

Variables M SD Range Min Max Sum  Skewness Kurtosis
Intvalue 4.16 0.60 275 225 5 2039.75 -0.46 -0.26
ATTvalue 4.39 054 225 275 5 2153.75 -0.65 -0.40
UTLvalue 451 0.57 250 250 5 2212.75 -1.14 0.80
Control 3.54 0.58 288 213 5 1738.25 0.23 -0.52
Anxiety 2.46 1.10 4 1 5 1210.25 0.46 -0.70
Bored 2.56 1.04 4 1 5 1255.00 0.39 -0.55
Enjoyment 3.95 0.77 3 2 5 1936.25 -0.33 -0.55
Engagement 4.02 0.68 270 230 5 1972.70 -0.12 -0.78

Descriptive statistics indicate that students have reported very high levels of perceived
value with the highest being for utility value (M = 4.51, SD = 0.57), and high levels of
enjoyment and engagement. Meanwhile, students have reported moderate levels of
anxiety and boredom.

3.1.2 Hypothesis testing

H1 predicted that control and value appraisals for English language learners whose first
language is Arabic would correlate positively with enjoyment and engagement and
negatively with anxiety and boredom. A Pearson correlation coefficient was run to test
H1. According to Cohen (1988), an effect size of .10 is considered small, 0.30 is
considered a medium size effect, while .50 is considered a large effect size. Results
revealed that intrinsic value, attainment value, utility value and control had a significant
positive moderate correlation with enjoyment, ( r(490) = 0.57, p = 0.00, r(490) =0.41, p
= .00; r(490) = 0.36, p = 0.00; r(490) = 0.34, p = 0.00) respectively. However, all the
value subscales and control had a significant negative moderate correlation with both
anxiety and boredom as seen in table (6), with control having the strongest correlation to
anxiety and boredom out of those variable r(490) = -0.65, p = 0.00; r(490) =-0.52, p =
0.00, and utility value having the weakest association to anxiety r(490) =-0.18, p = 0.00,
and boredom r(512) = -0.16, p = 0.00.
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As for engagement results revealed that control and value appraisals had a strong to
moderate positive correlation to engagement with the strongest being with intrinsic value
r(490) = .56, p = .00, and the weakest with control r(490) = .39, p = .00. Moreover, out of
the three emotions, engagement had the strongest positive correlation with enjoyment and

the weakest negative correlation with anxiety.

Table (6)

Significant correlations between the variables of study 1

Variables (@)) 2 €)) (4) (5) (6) 7 8)
(1) Intvalue -

(2) ATTvalue  0.45"

(3) UTLvalue 0.44™  0.43™

(4) Control 051" 0.38" 0.29™
(5) Anxiety -0.43"  -0.21™ -0.018" -0.65™
(6) Boredom -0.48™ -0.23" -0.16" -0.52" 0.66™

(7) Enjoyment 057 041" 036~ 034" -0.22" -041"

(8) Engagement  0.56™  0.44™ 042" 039" -0.23" -0.37" 0.84" --
Note. N = 490. **p < .01.

3.1.3 Mediation analysis

H2 predicted that anxiety, boredom and enjoyment will mediate the relationship between
control and value appraisals on one side and engagement on the other side. To test this
prediction a multiple mediation analysis (model 4) was run through the use of PROCESS
macro for the statistical software package SPSS (Hayes, 2022). This tests whether the
indirect effect is statistically different from zero using bootstrapping. The result is deemed
significant if the confidence intervals of the indirect effect do not contain a zero in
between (Hayes & Rockwood, 2017). Two different models were tested one for control
as the independent variable (x), and the other one for value. Both models had anxiety,
boredom and engagement as the mediators and engagements as the outcome variable (y).
Figure 7 below shows the conceptual mediation models for this study.
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Figure (7)

Mediation conceptual models
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Using a bootstrap analysis with 95% bias-corrected Cis and 10,000 resamples, results
revealed that only enjoyment mediated the relationship between control and engagement
[95% CI: 0.2339, 0.3904] by having a significant indirect effect (3 = 0.31, p < 0.001).
Moreover, enjoyment was also found to mediate the relationship between value and
engagement (B = 0.6018, p < 0.001; [95% CI: 0.5096, 0.6980]). Neither anxiety nor
boredom were found to mediate the relationship between control and value appraisals and
engagement (see table 7 below for all resulting indirect effects). These results partially
support H2 as enjoyment did positively mediate the relationship between control and

value appraisals and engagement.

Table (7)

Indirect effects from the mediation models

Indirect effect Effect Boots CI

Control - anxiety - engagement -0.0235 -0.0767 0.0267
Control — boredom — engagement -0.0064 -0.0521 0.0447
Control — enjoyment — engagement 0.3125 0.2339 0.3904
Value — anxiety — engagement 0.0001 -0.0365 0.0334
Value — boredom — engagement 0.0006 -0.0413 0.0448
Value — enjoyment — engagement 0.6018 0.5096 0.6980
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3.1.4 Moderation analysis

To test H3 and H4 a moderation analysis using process macro was used. H3 predicted
that control and value appraisals and their interaction will positively predict enjoyment
and negatively predict boredom and anxiety, while H4 predicted that high levels of value
will amplify the relationship between high levels of control and enjoyment and low levels
of control and anxiety, and low levels of value will amplify the relationship between
control and boredom. To test this a moderation analysis (Model 1) was used using Process
macro (Hayes, 2022), as value is assumed to moderate the relationship between control
and achievement emotions. As with mediation analysis, moderation analysis uses
bootstrapping with %95 confidence interval to test whether the effect of the independent
variable on the dependent variable is different from zero with the existence of the
moderator. Nine different regression models were constructed to test the moderating
effect of intrinsic value, attainment value and utility value on the relationship between

anxiety, boredom, enjoyment. Figure 8 demonstrate the 9 moderation models tested in

this study.
Figure (8)
Moderation conceptual regression models
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First tested were regression models 1, 2, and 3 for effect of control on Anxiety moderated
by value. First all three models were significant at F (3, 486) = 125.1687, p <0.001,
R2=0.4359 for intrinsic value, at F (3, 486) = 117.3162, p <0.001, R2=0.4200 for
attainment, and at F (3, 486) = 117.9845, p <0.001, R2=0.4214 for utility. Control was
found to predict anxiety in all three models (B = -1.1272, t (486) = -14.5498, p < 0.001;
[95% CI: -1.2794, -0.9750]), (B = -1.2831, t (486) = -17.4047, p < 0.001; [95% CI: -
1.4280, -1.1383]), and (B = -1.2725, t (486) = -17.6582, p < 0.001; [95% CI: -1.4141, -
1.1309]). However, only intrinsic value was found to predict anxiety (= -0.2305, t (486)
=-3.1341, p < 0.001; [95% CI: -0.3749,-0.0860])

The addition of the interaction of control x intrinsic value for model 1 was found
significant and yielded an F (1, 486) = 4.6531, p =0.03, change R2=0.0054. Moreover,
although utility value was found not to predict anxiety (p = 0.0621, p = 0.40; [95% CI: -
0.0582, 0.2099]), the interaction of control with utility value was found to be significant
at F (1, 486) = 4.6886, p =0.03, change R2=0.0056. On the other hand, attainment value

was not found to moderate the relationship between control and anxiety (p=.11).

To answer H4 on higher levels of value amplifying the relationship between control and
anxiety, the interaction slops of control with intrinsic and utility value were examined.
Results reveled that moderate and low levels of intrinsic value coincide with stronger
negative relation between control and anxiety. Having higher levels of intrinsic value still
amplifies the relationship between control and anxiety, but the effect is strongest at low
levels of intrinsic value (B = -1.2724, t (486) = -11.1517, p < 0.001. Figure 9 below

demonstrates the interaction slope between control and intrinsic value on anxiety.
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Figure (9)

Control x intrinsic value interaction slope on anxiety
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As for utility value, the interaction slops revealed that the interaction between control
anxiety is significant at low, moderate and high levels of utility value (demonstrated in
Figure 10). However, at low levels of utility value, the negative relationship between
control and anxiety is strongest (B = -1.4462, t (486) = -11.7247, p < 0.001.
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Figure (10)

Control x utility interaction slope on anxiety
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The next three models (4,5,6) were used to test the interaction of control and value on
boredom. All three models were significant at F (3, 486) = 84.6626, p <0.001, R2=0.3432
for intrinsic value, at F (3, 486) = 63.314, p <0.001, R2=0.5301for attainment, and at F
(3,486) =63.1082, p <0.001, R2=0.5295 for utility. It was found that control significantly
predicted boredom in all three models (p = -0.6642, p < 0.001; [95% CI: -0.8201, -
0.5083]), (B = -0.9215, p < 0.001; [95% CI: -1.0746, -0.7684], and (p = -0.9623, p <
0.001; [95% CI: -1.1122, -0.8124] respectively. However, only intrinsic value was found
to predict boredom B = -0.5164, p < 0.001; [95% CI: -0.6644, -0.3685]. but when
accounted for the interaction of control and value results revealed that it was not
significant for all subscales of value and does not change the model. This indicates that

value does not moderate the relationship between control and boredom.

The final set of models (7,8,9) were then tested for moderation effect of value on the
relationship between control and enjoyment. All three models were significant at F (3,
486) = 83.1015, p <0.001, R2=0.5823 for intrinsic value, at F (3, 486) = 44.0418, p
<0.001, R2=0.4623 for attainment, and at F (3, 486) = 40.5921, p <.001, R2=0.4476 for
utility. Both attainment value and utility value were found to predict enjoyment when

accounting for control, (p =0.4725, p <0.001; [95% CI: .3481, 0.5969]), and 3 =0.4215,
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p <0.001; [95% CI: 0.3000, 0.5430]). However, neither utility nor attainment value were
found to moderate the relationship between control and enjoyment.

On the other hand, control was found not to predict enjoyment when accounted for
intrinsic value (B = 0.0605, p = 3031; [95% CI: -0.0548, 0.1757]). However, intrinsic
value was found to moderate the relationship between control and enjoyment, as the
addition of the interaction of control with intrinsic value to model 7 yielded significant
results at F (1, 486) = 7.2916, p =0.03, change R2=0.0099. Interaction slopes for the
results (demonstrated in figure 11 in figure I) reveled that at low levels of intrinsic value
the interaction between control and enjoyment was negative (f = -0.0775, t (486) = -
0.8927, p < 0.001), meaning that having lower levels of intrinsic value will affect those
with more control to experience less enjoyment. However, at moderate levels of intrinsic
value the interaction between control and enjoyment was not significant (f =0 .0605, t
(486) = 1.0310, p =0.30). On the other had at high levels of intrinsic value the interaction
between control and enjoyment was positive, with higher levels of intrinsic value having
a stronger effect on that interaction ( = 0.1980, t (486) = 2.9168,p < 0.001). This means
that having  moderate to high levels of intrinsic value will cause students with more

control to experience more enjoyment.

The results of the analysis of the data collected for study 1 highlight important interactions
between appraisals of control and value and their effect on students’ emotions and
engagement in the language classroom. The next section will further highlight the
findings of this study by discussing them in light of other current and previous research.

3.2 Results for study 2

This section will present the results for analyzing the data collected for the quasi-experimental
research, which is study 2.

3.2.1 Preliminary analysis

Descriptive statistics for the dependent variables are shown in table 8, which are
illustrated across students English Language Proficiency level (beginner, intermediate,
and advanced). Most variables seem to be within the near normal [0 — £ 0.25], slight [+
0.26 — +£0.75], and moderate [+ 0.76 — = 1.25] levels of skewness and kurtosis (Blanca et
al., 2013). Visual inspection of data histograms and Q-Q plots indicated a near normal
distribution of the data. Data was also screened for outliers using box plots and no outliers

were detected.
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Table (8)

Descriptive statistics for study 2

Dependent variables Level Control Experiment
M SD Skewness  Kurtosis M SD Skewness Kurtosis

Beginner 4.19 0.54 4.03 0.45
Intermediate 3.80 0.70 4,58 0.45

Post INT Advanced 3.37 0.94 -0.43 22 433 0.62 014 -1.24
Total 3.91 0.70 4.32 0.52
Beginner 451 0.52 3.67 0.94
Intermediate 3.75 0.86 4,71 0.48

POStATT Advanced 356 094 -0.52 109 458 038 0.73 0.26
Total 4.04 0.83 4,25 0.86
Beginner 4,51 0.67 4.03 0.71
Intermediate 3.98 0.75 4.85 0.25

PostUTL Advanced 3.43 1.04 -0.36 -1.18 4.66 0.75 -1.14 0.44
Total 4,13 0.82 4.48 0.64
Beginner 3.55 0.47 3.38 0.53
Intermediate 3.20 0.52 0.00 3.58 0.47

Post CONTROL Advanced 287 051 0.79 320 057 0.19 -1.16
Total 3.31 0.53 3.46 0.49
Beginner 2.75 1.03 2.26 0.86
Intermediate 2.83 1.16 2.51 1.16

Post ANXITY Advanced 356 0.96 -0.05 -0.71 158 0.5 0.12 -1.14
Total 2.89 1.08 2.31 1.00
Beginner 2.34 1.17 2.05 1.02
Intermediate 2.44 0.93 2.05 1.00

Post BOREDOM Advanced 362 199 0.45 -0.26 241 114 0.47 -0.12
Total 2.55 1.12 2.09 0.92
Beginner 4.25 0.69 3.69 0.75
Intermediate 3.78 0.71 4,53 0.44

Post ENJOYMENT Advanced 293 031 0.17 -1.2 4.00 0.90 -0.41 -0.77
Total 3.87 0.77 411 0.74

Note. N = 61 (control= 31, experiment = 30), INT is intrinsic value, ATT is attainment value, UTL is utility value.
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Visual inspection of scatter plots indicated a linear relationship between variables
(appendix G). However, no multicollinearity was detected. Homogeneity of variance was
assessed using Levene’s test. Results indicated that homogeneity of variance was
achieved for all variables with p > .05. The Box’s M of 6.86 indicates that the
homogeneity of covariance matrices across groups is assumed F(84, 5610) = 1.06, p =
0.32.

3.2.2 Hypothesis testing

A paired sample t test was conducted to compare students control and value appraisals
and their emotions in the control group and the experiment group before and after
conducting the intervention on the experiment group (Table 9). Results revealed that for
the control group there was not a significant difference in students control and value

appraisals and their emotions in the pretest and the posttest results with p > .05.

Table (9)

Paired Samples Statistics

. Control Experiment

Variables i .

M SD t(df=30) Sig M SD t(df=29) Sig
pre INT 3.78 0.50 390 051

Pair 1 -1.10 0.22 -2.81 0.00
post INT 391 0.70 432 052
pre ATT 4.04 0.75 421 0.72

Pair 2 -0.04  0.96 -0.16 0.87
post ATT 4.04 0.83 425 0.86
pre UTL 412 0.73 413 0.75

Pair 3 -0.08 0.93 -2.21 0.03
Post UTL 413 0.82 448 0.64
Pair4 Pre CONTROL 3.26 0.50 347 048

-0.36  0.72 0.09 0.92
Post CONTROL 3.31 0.53 346 049
Pre Anxiety 2.96 0.94 296 1.11

Pair 5 029 0.77 2.62 0.01
Post ANXIETY 2.89 1.08 231 1.00
Pre Boredom 259 0.79 256 1.12

Pair 6 0.16  0.87 1.83 0.07
Post Boredom 255 1.12 209 0.92
Pre Enjoyment 3.79 0.52 365 071

Pair 7 -0.55 0.58 -3.15 0.00
Post Enjoyment 3.87 0.77 411 0.74

Note: N control = 31, N experiment = 30, INT is intrinsic value, ATT is attainment value, UTL is utility

value.
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As for the experiment group, the paired sample t test revealed that there was a significant
difference between students pre-intrinsic value (M= 3.90, SD= 0.51) and post intrinsic
value (M= 4.32, SD=0.52); t(29)=-2.81, p=0.00, and students pre utility value (M= 4.13,
SD= 0.75) and post utility value (M= 4.48, SD= 0.64), t(29)=-2.21, p= 0.03. However,
there was no significant difference in students pre- and post-attainment value (p=87) or
control (p=0.92).

As for students’ emotions, results revealed that there was a significant difference in
students anxiety levels before (M=2.96, SD=1.11) and after (M=2.31, SD=1.00) the
intervention t(29)=-2.62, p= 0.01, indicating that students anxiety levels went down after
the intervention. Moreover, results revealed that there was a significant difference in
students enjoyment levels before (M=3.65, SD=0.71) and after (M=4.11, SD=0.74) the
intervention t(29)=-3.15, p= .00, indicating that student enjoyment levels were higher
after the intervention. However, no significant difference was detected in students’

boredom levels before and after the intervention (p=0.07).

A two-way multivariate analysis of covariance MANCOVA was conducted to determine
a statistically significant difference between the control group and the experiment group
on students control and value appraisals and their emotions controlling for students pretest
results. Students group (experiment, control) and perceived English language competency
level (beginner, intermediate, advanced) were entered as the independent variables, while
students’ intrinsic value, attainment value, utility value, control, anxiety, boredom and
enjoyment were entered as the dependent variables. As for the covariates, students’ scores
on the pretests for intrinsic value, attainment value, utility value, control, anxiety,

boredom and enjoyment were used.
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Table (10)

MANCOVA - Tests of Between-Subjects Effects

Source D\;?,?QSIZT SS MS F Sig. partial n2
Pre INT Post INT 0.36 0.36 1.06 0.30 0.02
Pre ATT Post ATT 0.00 0.00 0.02 0.88 0.00
Pre UTL Post UTL 0.15 0.15 0.38 0.53 0.00
Pre CONTROL Post CONTROL 0.14 0.14 0.62 0.43 0.01
Pre Anxiety Post ANXIETY 2.95 2.95 2.49 0.12 0.04
Pre Boredom Post Boredom 0.08 0.08 0.07 0.78 0.00
Pre Enjoyment Post Enjoyment 2.02 2.02 5.13 0.02 0.10
Post INT 2.57 2.57 7.54 0.00 0.13
Post ATT 3.48 3.48 7.39 0.00 0.13
Post UTL 3.25 3.25 7.89 0.00 0.14
Group Post CONTROL 0.65 0.65 2.79 0.10 0.05
Post ANXIETY 8.36 8.36 7.04 0.01 0.12
Post Boredom 5.30 5.30 4.66 0.03 0.08
Post Enjoyment 2.56 2.56 6.50 0.01 0.11
post INT 1.08 0.54 1.59 0.21 0.06
Post ATT 0.06 0.03 0.07 0.93 0.00
Post UTL 1.29 0.64 1.56 0.22 0.06
level Post CONTROL 1.28 0.64 2.72 0.07 0.10
Post ANXIETY 0.03 0.02 0.01 0.98 0.00
Post Boredom 3.72 1.86 1.63 0.20 0.06
Post Enjoyment 2.95 1.47 3.74 0.03 0.13

Post INT 3.14 1.57 4.61 0.01 0.16

Post ATT 8.96 4.48 9.50 0.00 0.28
Post UTL 6.84 3.42 8.28 0.00 0.25
Group * level Post CONTROL 0.71 0.35 151 0.23 0.05
Post ANXIETY 4.21 211 1.77 0.18 0.06
Post Boredom 1.51 0.75 0.66 0.51 0.02
Post Enjoyment 5.61 2.80 7.11 0.00 0.22

Note. INT is intrinsic value, ATT is attainment value, UTL is utility value.
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As seen from table 10, results revealed that group had a significant effect on students
intrinsic F(1, 48) = 7.54, p =0 .00, partial n2 = 0.13, attainment F(1, 48) = 7.39, p = 0.00,
partial n2 = 0.14. and utility value F(1, 48) = 7.89, p = 0.00, partial n2 = 0.13, as well as
students anxiety F(1, 48) = 7.04, p = 0.01, partial n2 = 0.12, boredom F(1, 48) = 4.66,
p = 0.03, partial n2 = 0.08 and enjoyment levels F(1, 48) = 6.50, p = 0.01, partial n2 =
0.11. However, there was no significant effect of group on control F(1, 48) = 2.79, p =
0.10, partial n2 = 0.05.

Examining the means of the dependent variables for both the experiment and control
groups indicate that the results were in favor of the experiment group for all significant
variables (table 9) as the means were higher for enjoyment, intrinsic, attainment and
utility value. On the other hand, anxiety and boredom had higher means for the control
group which indicates that those in the experiment group experienced higher levels of

enjoyment and lower levels of anxiety and boredom.

As for students competence level results revealed a significant variation only for students’
enjoyment levels after the experiment F(2, 48) = 3.74, p = 0.03, partial n2 = 0.13. A post
hoc Tukey test showed that intermediate and advanced learners differed significantly at
p <0.05, in favor of intermediate learners; while the beginners did not differ significantly
from the other two levels.

Finally, MANCOVA analysis indicated that there was a statically significant interaction
between group and students’ level on the combined dependent variables, F(14, 48) =1.94,
p =0.03; Wilks' A =0.57. Tests of between subjects’ effects indicated that the interaction
between group and level had statically significant effect on intrinsic F(2, 48) = 4.61,
p = 0.01, partial n2 = 0.16, attainment F(2, 48) = 9.50, p = 0.01, partial n2 = 0.28 and
utility value F(2, 48) = 8.28, p = 0.00, partial n2 = 0.25, as well as enjoyment F(2, 48) =
7.11, p = 0.00, partial n2 = 0.22. While for control, anxiety and boredom the interaction
did not have any statically significant effect p>0.05.
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Interaction plots (see figures 12 -15 in appendix I) indicate that students with intermediate
and advanced perceived level of English had higher levels of enjoyment, intrinsic,
attainment, and utility value on the experiment group compared with the control group
when controlled for the pre-test results. However, beginners had lower levels of
enjoyment, intrinsic, attainment and utility value in the experiment group when compared

with the control group.

The results of this section corporate the efficacy of a task value intervention in
encouraging students to reappraise their value which affects students emotions inside the

language classroom. The next section will further discuss these important findings.
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Chapter Four

Discussion

This section will start by presenting the discussion of the results for the correlational study
(study 1), then it will be followed by presenting the discussion for the quasiO-
experiemntal study. This section will end by offering implications and conclusions, and

considering the limitations of both studies.

4.1 Discussion for study 1

Directed by the control value theory of achievement emotions, our study aimed to
examine the relationships between appraisals of control and value, achievement emotions
and engagement. H1 predicted that appraisals of control and value for native Arabic
speakers learning English will correlate positively with enjoyment, and negatively with
anxiety and boredom. Results came in line with the control-value theory assumptions
(Pekrun, 2006) and with previous studies on Language learners (Shao et al., 2020). These
results indicate that having a good level of control and value will result in higher
enjoyment of the English language classes and activities, as well as lower the levels of
their anxiety and boredom. Engagement was found to have the strongest correlation to
enjoyment, a predicted correlation as enjoyment is an activity aroused emotion and was
reported to be key to enhancing students engagement and motivation in learning tasks
(Linnenbrink-Garcia et al., 2016).

The second hypothesis examined whether enjoyment positively mediated the relationship
between control and value appraisals, while anxiety and boredom negatively mediated
that relationship. Results revealed that enjoyment was the only significant mediator in
that relationship. These results do not fully align with the assumption CVT in that
negative emotions negatively mediate the relationship between control and value
appraisals and engagement. However, this could be explained by and highlight the
distinction in the concepts of engagement versus disengagement (Reschly & Christenson,
2012), as there is haziness on whether engagement should be measured as a single
continuum or whether engagement and disengagement should be separated. According to
Skinner et al. (2008) engagement and disengagement are two separate concepts entailing
different indicators. Where enjoyment is viewed as an indicator of engagement, boredom

is viewed as an indicator of disengagement. This view is also shared by Martin (2007), as
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disengagement is viewed as a maladaptive impeding motivational behavior that is

underpinned by anxiety.

On enjoyment mediating the relationship between control and value appraisals and
engagement, this is a predicted result as students who value the subject being learned and
have more perceived control over their learning, experience more enjoyment and are more
likely to stay engaged with classroom tasks and activities (Pekrun et al., 2007). Moreover,
enjoyment has been emphasized as the emotion to foster in order to enhance students
engagement in the classroom (Linnenbrink-Garcia et al., 2016). What is interesting about
these results is that the mediation effect for enjoyment was stronger, almost doubled,
between value and engagement, than control and engagement. This is an important
implication for future experimental studies or even teachers that aim to increase student’s
engagement in the English language classroom as strategies that aim at increasing
students valuing of the subject may lead to more enjoyment and better engagement. The
links between value and engagement has been established in previous research,
(Linnenbrink-Garcia et al., 2016) reported that value beliefs strongly predict students

activity choice and involvement (see also Green et al., 2007; and Martin, 2007).

H3 and H4 predicted that control and value appraisals will interact differently to affect
anxiety, boredom and enjoyment. Results revealed that when it comes to anxiety, control
negatively predicted anxiety, while only intrinsic value was found to negatively predict
anxiety in the presence of control. Moreover, both intrinsic and utility value was able to
moderate the relationship between control and anxiety. The lower the level of intrinsic
value perceived by the students; lower levels of control will lead to higher levels of
anxiety. Experiencing higher levels of intrinsic value will still moderate the negative
relationship between control and anxiety, however the effect size is smaller than those
who are experiencing lower levels of intrinsic value. Students who have either high or
low levels of intrinsic value and low control will experience more anxiety. Utility value
was also found to amplify the negative relationship between control and anxiety at low,
moderate and high levels, with the effect being the strongest at low levels of utility value.
These findings partially support previous findings from the domain of mathematics as
anxiety was found to be predicted by high levels of control and low levels of value
(Frenzel et al., 2007).
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These results somewhat align with the assumption of CVT that anxiety is instigated when
students value the situation as (failure) and they are uncertain about whether they can
change the outcomes or avoid failure due to their moderate to low control (Pekrun et al.,
2007). Considering the context of this research is very important for this, as there is a
certain uniqueness to anxiety experienced in the context of SLA (E. Horwitz et al., 1986).
Anxiety, which is assumed to be instigated in situations where the uncertainty about the
outcome or the event implies possible danger (Miceli & Castelfranchi, 2005), was
reported to be strongly negatively predicted by self-perceived proficiency of Arab
learners of English (J.-M. Dewaele & Al-Saraj, 2015). Competence beliefs have been
reported to shape students emotions (Linnenbrink-Garcia et al., 2016). This provides
supports for the results in that students who have low controllability over the outcomes
of the course and their expected grades, anxiety is classified as a prospective outcome
emotion (Pekrun etal., 2023), due to uncertainty in their language abilities will experience
high levels of anxiety in spite of having low or high levels of interest in the course, or
whether the course is of high or low value to them. However, this effect will be stronger

for those who have lower interest and value than those who have higher interest and value.

As for boredom, value was not found to moderate the relationship between it and control.
This does not come fully in line with previous studies, as Li (2021) reported that intrinsic
value was found to interact with control to affect boredom. However, the results indicated
that when control shared its variance with value, it had a significant large negative effect
on boredom. This could be explained by the fact that having low levels of control coupled
with lack of value leads to high level of boredom. In other words, a student who is sitting
in the English language class and does not find any value in that course alongside having
low perceived control will experience higher levels of boredom than someone who has
higher levels of perceived control. This is actually inline with the assumptions of CVT
(Pekrun, 2006). The level of perceived control and its effect on boredom is explained by
being in an over-challenging setting, as (Pekrun et al., 2023) reported that for
undergraduate students boredom is usually the result of an over-challenge and not an

under-challenge.

Finally, intrinsic value was found to be the only moderator in the relationship between

control and enjoyment while attainment and utility value did not interact with control to

predict enjoyment, which is similar to results from other studies in the field of
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mathematics (Putwain et al., 2021). Results revealed that at low levels of intrinsic value,
the moderation effect was negative, then dissipated at moderate levels of intrinsic value,
to come back at high levels of intrinsic value but with a positive effect. This means that
students who have low levels of intrinsic value and high levels of control will experience
less enjoyment, while those who experience high levels of intrinsic value and high levels
of control will experience more enjoyment during the English language course. Intrinsic
value has been reported to strongly predict enjoyment (Pekrun et al., 2023) for
undergraduate learners, and in field of learning mathematics low levels of intrinsic value
was found to amplify the positive relationship between control and enjoyment (Putwain
et al., 2021), while other studies in mathematics (Frenzel & Goetz, 2007) reported that
enjoyment is instigated when there is high levels of control and domain value, which is

the case in this study.

As for the findings of having low levels of intrinsic value and high levels of control
resulting in lower levels of enjoyment, this might be due to the context in which the study
was conducted. Students who filled out the survey are taking English 101 course as a
mandatory requirement for getting their B.A. degree in various fields at the university;
They are there not because they want to be there but because they have to. This might
result is students experiencing low levels of intrinsic value for the course, especially those
who have high competence beliefs (control) and do not feel like they need to take a basic
English course. Consequently, those students might experience lower levels of enjoyment

than those students who have higher levels of intrinsic value.

This study aimed to explore the relationships between control and value appraisals,
anxiety, enjoyment, boredom and engagement in the context of SLA. Results indicated
that control and value appraisals correlate negatively with negative emotions and
positively with positive emotions. Engagement was found to have a positive association
with appraisals of control and value and enjoyment, and a negative association with
anxiety and boredom. This indicates that learners in the context of SLA share the same
profile of relationships amongst the variables of this study with learners from other fields,
such as mathematics (Putwain et al., 2021). Another important finding of this research is
that enjoyment is the only achievement emotion out of the ones investigated in this study
that is found to mediate the relationship between appraisals of control and value and
engagement which supports previous research findings (Linnenbrink-Garcia et al., 2016).
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A final group of findings is that intrinsic value was found to interact with control to
predict enjoyment and anxiety, while utility value moderated only the relationship

between control and anxiety.

4.2 Discussion for study 2

This study aimed to investigate the effect of a task value intervention on students’
appraisals of control and value as well as their achievement emotions including anxiety,
boredom and enjoyment. When students’ scores before and after the intervention were
compared together, results indicated that students who underwent the intervention had
significantly higher levels of intrinsic value, utility value, and enjoyment, and lower
levels of anxiety after the intervention. On the other hand, students who were in the group
that did not undergo the intervention had no significant difference on their scores from
before and after the intervention for any of the study variables. When the scores collected
on the pretest were entered as covariates the results indicated that students who were
subjected to the tasks targeting their subjective task value had higher levels of intrinsic
value, attainment value, utility value and enjoyment. They have also had lower levels of

boredom and anxiety than those students who were not asked to do the tasks.

The above results indicate that a task value intervention built upon the value reappraisal
model (Acee et al., 2018) has worked in reappraising students’ subjective task value in
the context of SLA, which in its turn has increased students levels of enjoyment and
lowered students levels of boredom and anxiety based on the links established by the

control value theory of achievements emotions (Pekrun, 2006).

The results of this study come in line with previous research targeting students subjective
task value in other fields (Acee & Weinstein, 2010). When it comes to utility value, being
one of the most targeted types of value by interventions (Rosenzweig et al., 2022), there
is a lot of evidence supporting the efficacy of value interventions in enhancing students
utility value. Students in the experiment group were asked to reflect on the importance of
English language to them in their daily life and for their future goals which has been
shown to enhance students’ perception of the importance of the what is being learned and
placing more value to it (Eccles & Wigfield, 2020). As for attainment and intrinsic value,
there is not enough research utilizing interventions to target these constructs (Rosenzweig

et al., 2022). However, with previous evidence supporting a positive correlation between
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the three dimensions of subjective task value (Wigfield & Eccles, 2020), seeing an
increase in all three dimension of students’ task value in this study might be a result of

that.

Seeing an increasing level in students enjoyment and a decreasing level of students
boredom and anxiety as a result of targeting students subjective task value is supported
by the original links proposed by the control value theory (Goetz et al., 2023; Pekrun,
2006; Pekrun et al., 2023) and confirmed by contemporary emotions researchers (Scherer
& Moors, 2019). Students emotions are not produced in a vacuum; They are the result of
students appraising the value of the subject or task at hand and their control.
Consequently, any change in students’ appraisals of control and value is linked to changes
in students achievement emotions. This “change-change” effect was tested and confirmed
by (Held & Hascher, 2022), as positive changes in students control and value led to an
increase in the level of students enjoyment and a decrease in the levels of students anxiety
and boredom.

Although this change-change model was not tested in the field of SLA, a number of
correlational studies have confirmed students control and value appraisals to be
antecedents of students emotions in SLA (Li, 2021; Shao et al., 2020, 2023). Moreover,
research on achievement emotions and SLA have attested to the negative relationship
between students enjoyment and anxiety and boredom in the language classroom (Kruk
etal., 2022a; Li & Wei, 2022), an outcome that was also evident in the results of the first
study in this research paper. This means that when students experience higher levels of
enjoyment, they could experience lower levels of boredom and anxiety in the language

classroom.

Another dimension to the results of this study comes from students’ perceived
competence in English. The results have indicated that the intervention has worked best
in enhancing students’ levels of intrinsic, attainment and utility value for students who
had perceived their English language level to be intermediate and advanced. However,
students who perceived their English language level to be at a beginner’s level did not
benefit as much from the intervention. On the contrary, results revealed that students with
a perceived level of a beginner who were subjected to the tasks aimed at enhancing their

subjective task value levels, had lower levels of intrinsic, attainment and utility value than
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those students who were not subjected to the intervention. The results were the same for

enjoyment.

Previous research has mostly reported a better benefit of value interventions for those
students with lower levels of competence (Rosenzweig et al., 2022; Wigfield & Eccles,
2020), specially for self-generated value tasks. However, other research utilizing both
delivering a task-value message, and generating a value task, as it is the case with this
study, have indicated that delivering a task value message might have a deterring effect
on students with lower perceived competence (Canning & Harackiewicz, 2015). In the
context of SLA, positive correlations have been reported between students perceived
competence level and task value (Cocks & Watt, 2004). As well as students perceived
competence and their willingness to communicate and engage in tasks (Knell & Chi,
2012). This could explain why in this study students who had higher levels of English
language competence, had higher levels of task value and enjoyment as a result of doing
the tasks of the intervention.

As for students’ competency level and enjoyment, targeting students subjective task value
has revealed that those with higher perceived level of competence experienced higher
levels of enjoyment than those who had lower levels of perceived competence. This is
supported by earlier studies in the field of SLA which reported a positive correlation
between perceived English language competence and enjoyment (Dewaele & Li, 2022).
According to emotions researchers, higher levels of power is linked to a higher level of a
tendency to approach the given task or activity (Scherer & Moors, 2019), which could
result in higher task enjoyment. However, there were no links made between having a
sense of higher power on students actively avoiding the task/activity, which could explain
why students’ perceived competence level in English did not have an effect on students’

anxiety level or boredom.

The results of this study offer insights into the efficacy of a task value intervention in
SLA on students’ value appraisals and their emotions inside the language classroom.
Students value appraisals were affected by an intervention that targeted their task value,
which led to students experiencing greater levels of enjoyment and lower levels of

boredom and anxiety in the language classroom. Students’ self-perceived competency
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level in English has also played a pivotal role on the effects of the intervention on

students’ perceived value and emotions.

4.3 Bringing the two studies together

This research has focused on emotions in SLA with employing the control -value theory
of achievement emotions as the underpinning foundation to investigate those emotions.
The results from the first study corroborated the assumptions of the CVT in the context
of SLA, as students enjoyment was found to positively correlate to students control and
value appraisals of English language, while their anxiety and boredom was found to
negatively correlate with students control and value appraisals inside the classroom. This
has laid foundation for conducting the second study which assumed that a change in
students control and value appraisals will lead to a change in students’ anxiety, enjoyment
and boredom inside the SLA classroom. Results of the second study has confirmed that
as a task value intervention was found to help student reappraise their value beliefs of
English language inside the classroom which in its turn helped students to experience
higher levels on enjoyment and lower levels if anxiety and boredom. The results of those
two studies carry important implication in the field of SLA and language teaching. The
next section will discuss these implications, draw conclusions and outline some of the

limitations for this research.

4.4 Implications and conclusions

Our findings provide implications for research on emotions in SLA. First, the findings of
study 1 provide further evidence to substantiate the transferability of the control and value
theory assumptions to the context of SLA, providing solid theoretical underpinning to
investigate emotions in the context of SLA as the lack of a theoretical grounds is a major
issue in SLA research on emotions (Dewaele & Li, 2020). Furthermore, the findings
highlight the role perceived control and value and their interaction play in instigating
students achievement emotions. To my knowledge, this is the first study in the field of
SLA to investigate the different subscales of value and their interaction with control to
predict achievement emotions. This is another area of research that needs to be probed
into in the field of SLA as research in other fields have reported some significant findings
on the matter (for example, Putwain et al., 2018, 2021; Simonton & Garn, 2020).
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The findings of study 1 also bear important implications for educators. First, enjoyment
was found to be a mediator between students control and value appraisals and
engagement. Moreover, value, especially intrinsic value, was found to correlate with
control to foster enjoyment. These findings are of value for educators who aim to foster
student’s engagement and achievement inside the classroom. This can be done by using
techniques and strategies that directly foster student’s enjoyment inside the classroom
(Forsblom et al., 2021) like using hands-on activities and providing students with the
opportunities to engage in inertly interesting activities. Moreover, to it was evidenced in
this study that student’s intrinsic value and control at high levels enhance enjoyment.
Educators could target students competence and value beliefs to increase their enjoyment
(Linnenbrink-Garcia et al., 2016; Pekrun et al., 2023) through the use of well-designed
instructions, informative feedback, relevant tasks and activities, and supporting feelings
of belonging and relatedness. These implications could also be useful for designing

educational interventions for research purposes.

As for the second study, the findings bear important implications in the context of English
language learning and subjective task value. First, students’ subjective value of learning
English as a second language could be targeted and reevaluated through using a well-
structured set of tasks that aim to encourage students to attach more value to English
language learning. These tasks combine both delivering students a task value message
that aim to make students aware of the importance and relevance of English language
learning to them, as well as engaging them in a task value activity that is directed at
pushing students to rationalize the relevance of learning English to their own life., which
has been proved to be more effective than using only a task value activity (Acee et al.,
2018; Canning et al., 2018). Moreover, using varied types of value reappraisal strategies
that include encouraging students to generate rationales, imagining future selves and
comparing pros and cons of task engagement has proven to be effective in making
students reappraise their subjective task value towards English language learning.

The findings also carry important implications for emotion research in second language

acquisition. A change in students subjective task value has been accompanied by a change

in students emotions in the language classroom. This indicates that students emotions

inside the language classroom could be targeted by using strategies that aim to motivate

students to reappraise their subjective task value, which is supported by research on
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emotions (Held & Hascher, 2022; Pekrun et al., 2023; Scherer & Moors, 2019), and
research on language learning (Shao et al., 2019). Researchers who aim to investigate the
dynamic changing nature of emotions inside the language classroom could target students

value appraisals to instigate a change in achievement emotions inside the classroom.

These findings are also of importance for the teaching of English as a second language.
Both positive and negative emotions have been found to play a central role in English
language learning (P. Macintyre & Gregersen, 2012a; Shao et al., 2019). Positive
emotions such as enjoyment has been linked to better language performance levels (J. M.
Dewaele & Alfawzan, 2018), while anxiety and boredom (Li, 2021) has been showed to
have a deterring effect on students language performance. English language teachers who
aim to enhance the learning experience for their learners and arrive at better achievement
results could actively work to increases students enjoyment level inside the classroom
and decrease their levels of anxiety and boredom. As evident from the findings of this
research and previous work (Li, 2021; Li et al., 2021; Shao et al., 2020), this could be
done by using tasks that target students subjective task value inside the language

classroom.

4.5 Limitations

There are a number of limitations for this study 1 that need to be considered. First, this
study only investigated three achievement emotions which are anxiety, enjoyment and
boredom. Designing research that combine an array of achievement emotions is
evidenced to result in better understanding of how each one of these emotions uniquely
relates to other variables (Pekrun et al., 2023). Another Limitation for this study is the
use of a cross-sectional design and collecting data at only one point in time. Future
research needs to longitudinal research designs to investigate emotions as previous
studies in SLA have evidenced that achievement emotions and their effect on
achievement could have a time limit and change with time (Li & Wei, 2022). A third
limitation for this study is the use of self-reports to collect data. Although emotions are
induvial experiences and self-reports are considered suitable to unwrap these experience
(Goetz et al., 2023), other measures are recommended to be used while studying emotions
like observations, ethnographic designs and quantifying typical emotions facial
expressions using artificial intelligence. A final limitation for this study is the use of

engagement scale items without the disaffection scale items from Skinner et al. (2008),
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this might partially explain why boredom was found not be predicted the interaction of
control and value, nor to mediate the relationship between control and value appraisals.
Future research is recommended to consider the limitations for the conceptualization of
engagement used in the study as one construct or two including disengagement (Reschly
& Christenson, 2012).

As for the quasi-experimental study, it has a number of limitations. First, as it is the case
with most intervention research in educational settings, this research did not have the
leverage to randomly select participants and assign them to the experiment and control
groups as they were already grouped together as a class. Although great measures have
been followed in this research to ensure the two groups had similar characteristics (please
see methodology section), this lack of randomization might limit the generalizability of
the research findings. Another limitation is that this research has investigated only three
achievement emotions, namely enjoyment, anxiety and boredom. According to recent
research on emotions (Pekrun et al., 2023), it is recommended to include a wider range
of achievement emotions in the investigation of those emotions in an educational setting.
A third limitation is the used of only self-reports to measure students appraisals of control
and value and emotions. Although self-report measurements are good at detecting the
subjective and multicomponential nature of students emotions (Shuman & Scherer,
2014), other instruments such as observations and interviews are recommended to be used

to unwrap these emotional experiences (Goetz et al., 2023).
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List of Abbreviations

Abbreviation Meaning

SLA
L1
L2
cVT
FLA
FLE
FLLB
FL
FLLS
AEQ

CEFR

: Second Language Acquisition

- First Language

: Second Language

: Control-Value Theory of Achievement Emotions
: Foreign Language Anxiety

: Foreign Language Enjoyment

: Foreign Language Boredom

: Foreign Language

: Foreign Language Enjoyment Scale

: Achievement Emotions Questionnaire (AEQ)

: Common European Framework of Reference for languages (CEFR)
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Appendices
Appendix (A)

Final version of questionnaire

Section 1 — General information

Lo clagles — J¥1 acdll

Gender

s Laiay) gil)

Male ? .

Female B

Sl

Major _ _ aaiil)
Faculty of science and veterinary i

medicine hull Ghlly skl 4

Faculty of economics and social sciences
Faculty of Educational sciences and
teachers training

Faculty of engineering and information
technology

dueLaaY) aslally L) 40
Opalaall Captig dga il aslall 2IS
lasbeall LS5y Auasgl) 28

. Aaall el A4S
Faculty of fine arts sandl 05l 4
faculty of humanities Al aslall 48
Faculty of Islamic law T BT RS
Faculty of law T
Faculty of medicine and health sciences Geiall Ll
Faculty of science Al aslelly il
pslall 448
Academic year sdayal) ddd)
15'[ - )
2nd &9
3rd 2\3\3\5
4th N
5th A4lG
Others Ay
Jald
BN

Proficiency level

Please indicate your proficiency level in
English, as A indicates a basic language
user, B an independent user, and C a
proficient user, noting that 2 is higher
than 1.

Aol Aall Y (geiee

el G cdopalatY) Al ebiala) (sgine M BHLEY) an

(s painn ) B g ¢ pulad 43 pasie A

1 e e o) 2 Cuan Gupdia padiins ) C jadas

Al Al
A2 A2
B1 Bl
B2 B2
C1 C1
c2 Cc2
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Section 2: the scales

Value (Trautwein et al. 2012)

1. DI’mreally keen to learn a lot in
English. (attainment)

Aalat¥) Al alel duleall (pe L3S (gl

2. English is important to me
personally. (attainment)

Madd ) Gl daga dijlaiy) dall

3. Itis important to me personally to
be good at English. (attainment)

Aoplaiy) &l 3 13s 0T o Al o

4. 1 enjoy puzzling over English
problems. (intrinsic)

- Ll ARl ple Ll ae Jalailly piiad

5. 1'would like to have more English
lessons. (intrinsic)

Al ARl Gugps e ayalls GaTL 4]l (ol

6. When I’'m working on an English
problem, I sometimes don’t notice
time passing. (intrinsic)

Alse g Jabel) ol Aoy amay gl Gl e

7. | always look forward to English
lessons. (intrinsic)

sty

8. If I can learn something new in
English, I’'m prepared to use my
free time to do so. (intrinsic)

¥ 11| PRKVRENIPIPIv PN i I I DUCT | INGIEN WL (N
iyl /phaain dacial e Ul cdsydasy)

9. T’ll need good English skills for my
later life (training, studies, work).

(utility)

el AtV AL s e dalas Sl
(Jardl eyl ccuyll) Aol

10. Good grades in English can be of
great value to me later. (utility)

13 0% O oS Apdady) ARl b sas ke Sl
AaaY I Al 8,u€ saila

11. I’d have to sacrifice a lot of free
time to be good at English. (cost)

SV (et g e DESH aSil dalay il el
Aalat) ARl s

12. I’d have to invest a lot of time to
get good grades in English. (cost)

R B
ajda¥) dxlll Jdsas calayo

Control (Perry et al., 2001)

13. | have a great deal of control over
my academic performance in my
English course.

o &Y S e sylasadl (e € a8 el
e Aall (Bl

14. The more effort I put into my
English course, the better I do in it.

Auplaty) A2l 3lae B agall e jal) cldy LS
bl A oS LK

15. No matter what | do, | can't seem
to do well in my English course.

Bl lilae 3 LA ) ageall e il i
s o2 LY Ll ¢ duplany)

88




16. I see myself as largely responsible
for my performance throughout my
college career.

b LAY Gl Lavie Algseaal) (o aS ok Aa
Laclall Jee Jlsha

17. How well I do in my English
course is often the "luck of the
draw.

Laall e Dpdaiy) Gl (sl 3 ) aiay

18. There is little I can do about my
performance in university.

b I Ceenn ol dlad ey Lea L3S0 llin
EWR

19. When | do poorly in a course, it's
usually because | haven't given it
my best effort

05 Apalat) Aall) Blase b lseca ) ()6 Laie
S Sl Ja Al 3 Case iy

20. My grades are basically determined
by things beyond my control and
there is little I can do to change
that.

S oo Al oLl PIA e Sl st o
eyl aleb _i€a Lea LaSH llia ad

Anxiety (Bieleke et al., 2021)

21. | feel nervous in the English class.

Auplaiy) Bl Spalae & gl el

22. Even before class, | worry whether
I will be able to understand the
material.

i€ 1) L lan Gl edl yaalad) e Jid s
Balall agd (e Sl

23. Because I’m so nervous [ would
rather skip the English class.

Ll ales ol agalsl M) 5l (gice Ca
Spalaall jsan e Juadl sale LjlatY)

24. | get tense in the English class

plady) Gall Syaalae b Bagade leac) () el

Boredom (Bieleke et al., 2021)

25. | get bored.

Ll )

26. The English lecture bores me.

Al el Ajlat¥) dall) Bpalae ilans L sole

27. 1 think about what else | might be
doing rather than sitting in this
boring English class.

Bralae (8 Geslall (pe Yoy aled Ky L Lo 4l
Aleall jla i) 4

28. I get restless because I can’t wait
for the English class to end.

B g U abiid Y Y A aae e
sy Zall) §yalaa

Enjoyment (Bieleke et al., 2021)

29. | enjoy being in the English class.

A pla ) Gl Byualas gumny i

30. I am looking forward to learning a
lot in this class.

alaty) Gl Balae o S Al oLl

31. | am motivated to go to this class
because it’s exciting.

LY Lpalas¥) sl Cpealas jgeand duadlally e

32. 1 enjoy participating so much that | U Ajala¥) Al spcalae 8 S Laally addiod
get energized. T i T
- Bl
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Behavioral Engagement (Skinner et al., 2008).

33.1 try hard to do well in the English
class.

Ll syalae b Les oD U ol laals Jolad
Apday)

B4.In the English class, | work as hard
as | can.

Ajalaiy) A2l Syualae b g Uiesall a8 any Jacl

35.When I’m in the English class, I
participate in class discussions.

b bl (dalay) Al spalas 8 0sS) Laxie
Liall cLiala)

B6.1 pay attention in the English class.

la el 3ils Aoplaty) &all) spaalae 3 (68T Loxie
.c\,ﬁi‘)f\ e _);\Sj\

37.When I’m in the English class, I
listen very carefully.

N i dplaty) ARl gyalae b 05 Laxie

Emotional Engagement (Skinner et al., 2008).

38. When I’'m in the English class, I
feel good.

Jelie s (jlaty) 4all) spalae 8 ST Lavie

ERVES

39. When we work on something in the
English class, | feel interested.

cdaplaty) Aall) salae 4 Lo b do Jand Ladie
alaa¥! e Ulle 138 o

40. The English class is fun.

datian dujulaiy) dall) spialas

41. | enjoy learning new things in the
English class.

Asylady) Aall) spalae 3 saas cludl aleiy widiad

42. When we work on something in the
English class, I get involved.

A2l spialae 8 (saal 2an Lavie ASHLaally a4l
Alasy)
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Appendix (B)

Email correspondence with Prof David Putwain

subjective task value scale (Extemal Inbox x

Maysaa Abuzant <m.abuzant@najah.edu>
to DW.Putwain

Dear Prof Putwain,

Feb 21, 2022, 10:23PM

I8 B

w 6 i

I hope this email finds you well. | am Maysa, a PhD candidate at An Najah National University. | am currently in the process of doing my thesis on emotions and second language acquisition
While looking for a proper scale to use in order to assess students' subjective task value, | have come across your article titled The rofe of achievement emotions in primary school
i The article was very interesting to read, and i was wondering if you can send me the scale you have used in that

Control-valt and
research project to assess students' subjective task value?

Regards,
Maysa

Instructor
Language Center
An-Najah National University

. +970 92345113 | Ex: 4524
0 +970923451137 4524

@
& https:/iw ile/M Ab!

Putwain, David <DW.Putwain@ljmu.ac.uks
tome »

Please find attached.

All the best, Dave

Prof. David Putwain FBPS C.Psychol,
School of Education,

Liverpoal John Moores University,
Room 4.04,

The Education Building,

Maryland st,

Liverpsal,

L1 9DE.

o putwain@limu ac uk
01512315270

hitps: esearcheate net/profile/David Putwain

Honorary Professorial Research Fellow,

The University of Manchester

Feb 22, 2022, 10:55AM

I
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Appendix (C)

Research consent form
Consent form

I am asking you to participate in a research study titled “Title of Research: Control-value
appraisals, achievement emotions and engagement; A task-value intervention in SLA.” 7 will
describe this study to you and answer any of your questions. This study is being led by Maysa
Abuzant, Faculty of graduate studies under the supervision of Prof Wajeeh Daher and Dr. Fayez
Mahamid, Faculty of Educational Sciences and Teacher Training/ An Najah national University.

What the study is about

The purpose of this research is to investigate the effects of a task-value intervention on students
perceived appraisals of value and control and its impact on three achievement emotions; anxiety,

enjoyment and boredom.
What we will ask you to do

I will ask you to participate in three activities spread out across the semester. Each activity will
start inside the classroom and end with submitting a written paragraph to an online assignment

via Moodle.

Risks and discomforts

I do not anticipate any risks from participating in this research.
Benefits

The main benefits of this research will be for students to understand the relevance and

importance of learning English to them personally.

I also hope that this research will help in understanding how students perceived value and

control of tasks affect their emotions in the context of language learning.
Incentives for participation

The activities will be part of the course credit, as they are strongly tied to the course material.
Students in the control group will do other activities that will allow them to earn the same credit

allocated for that one.
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Privacy/Confidentiality/Data Security
- Identifying information will not be used in the reporting of the results of this research.
- Only the researchers will have access to any identifying information.

- Data may exist on backups and server logs beyond the timeframe of this research

project.
If you have questions

If you have questions or concerns you may contact Maysa Abuant at m.abuzant@najah.edu.
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Appendix (D)

Email interaction

Email interaction between the researcher and Dr. Acee on the design of the intervention

~ Maysa Abuzant <m.abuzant@najah.edus Sep 15,2022, 2:43PM ¢ “ :
/ to Taylor =

Dear Prof Acee,

| am sorry to bother you again. | was just wondering if you have any feedback on my intervention plan that | have sent earlier as | need to proceed with preparing for the implementation
process

Regards,
Maysa

@ Acee, Taylor W <aceet@txstate.edu> Sep 15,2022, 4£17PM ¢y €
tome =

Hi Maysa,

| read through the information you sent and thought everything looked carefully designed and justified with research. Nice job! The only question | had was about how you defined subjective
task value. Expectancy value theory mentions utility, infrinsic, attainment value, and cost as subjective task value components whereas self determination theory uses extrinsic and intrinsic
goals or motivation or perhaps more precisely for your interests autonomeus and controlled motivation. In any case, | think measuring utility and attainment value and related constructs
(e.g., intrinsic value, autonomous and controlled motivation) at pre and post makes a lot of sense. | just wouldn't have subsumed extrinsic value under subjective task value because
subjective task value is typically specific to e-v theory. | hope all goes smoothly. Please keep me posted about your findings, | am intrinsically interested in your work:-)IlI

Take care
Taylor

b Maysa Abuzant <m.abuzant@najah.edu> @ Sep15,2022, 450PM ¢ &
/ to Taylor «

Dear prof Acee

Thank you for the valuable feedback. | am basing my research within the expectancy value theory as my whole thesis (consisting of two studies) is built around The Control Value theory of
Achievement Emotions by Pekrun (2008)

| do appreciate your feedback, thank you so much. Once ready, | will share the findings with you

Regards,
Maysa

tome «

@ Acee, Taylor W <aceet@tistate.edu> Sep 15,2022, 459PM % &

Sounds good! Wishing you the best with your study! Taylor
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Appendix (E)

Intervention outline

Administrative Delivery | Duration Intervention Goals Value reappraisal strategies/ Experiment Placebo treatment/Control group
procedure mood group
Week 4 Online 30 min To measure  students’ | Collect pre-test data using the questionnaire | Collect pre-test data using the
appraisals of value and questionnaire
control and their effects on
students’ emotions before
administering the
intervention
Week 5 In-class 45 min for | To introduce to the students | Value Strategy: Producing Rationales Students are presented with an article
and in  class | their first task value related to the topics covered in the
online activity message and value activity. | Value message: Students are presented with | course. Then they are asked to

To make students aware of
the relevance of learning
English to their goals.

To encourage students to
produce rationales.

an article explaining the importance of
learning English in today’s world. Students
are told that understanding the importance
and relevance of English to them will help in
shaping their attitudes towards it.

Value activity: Students are asked to write
down their goals from learning English. Then
they are asked to find a connection between
something they have learned so far to one or
more of their goals, and write short paragraph
on how that skills’/knowledge aids in
achieving their goal/goals.

Students are asked to submit their work to an
assignment via Moodle.

Prompt questions:

What are your goals from learning English?
What is something that is useful to you that
you have learned in this course?

summaries the main points in it.
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How would that skills/lknowledge you have
acquired in this course help you achieve on or
more of your goals?

Week 8

In class/
online

45 min for
in  class
activity

To present students with

their second value
reappraisal message and
activity.

To engage students in a
discussion on the
importance of English for
them and for others as
students.

To motivate students to
generate rationales about
the academic relevance of
learning English as an L2.

Value Strategy used: Generating rationales

Value message: Students are engaged in a
whole-group discussion prompted by the
teacher on the importance of English
language to university students and how
releasing that importance is key in enhancing
their learning experience.

Value activity: students are asked to list a
number of courses that having a certain level
of English language and skills would be of
value. Then, students are asked to make a
connection between a skill/knowledge they
have learned in this course and other courses
they are taking or will in the future,
rationalizing why that skill/knowledge would
is useful/relevant.

Students are asked to submit their work to an
assignment via Moodle.

Prompt question:

How is learning English relevant to you as a
student?

How is the content covered in the course so
far relate to you personally as a university
student?

Find a connection between something you
have learned in this course and other courses
that you are taking or planning to take! i.e.
How would something you have learned here
help you in other courses?

students engage in a whole-group
discussion on the content of the book
covered this far and ask students to
write a paragraph about a skill they
have learned in this course.
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Week 10

In class/
online

60 min

To present students with the
third and final value
activity.

To encourage students to
imagine their future selves
and compare pros and cons
of task engagement.

Value strategy: imagining future selves/
comparing pros and cons

Value message: Students listen to a short
presentation by a senior student on his
personal experience in how realizing the
value and importance of this course and other
English courses that he/she studied during
university have changed the way he engaged
in these courses and affected his/her life after
graduation.

Value activity: students are asked to imagine
their future selves having done with their
English courses with a good level of English
language. then they are asked to think of the
obstacles they have had to face to arrive to
that point.

Then, from their future selves, students are
asked to write a letter to a freshman student
with the same major describing where they
are now, the obstacles they had to face to get
there, and how they dealt with them.
Students are asked to submit their work to an
assignment via Moodle.

Prompt scenario and questions:

You have just finished all of your English
courses at the university having acquired the
desired skills and knowledge from these
courses. Write a letter to a freshman student
in the same specialization as yours,
explaining where you are now with English,
what obstacles you had to face to get there,
and how you dealt with them.

students are asked to write a letter to a
friend summarizing three things they
have learned from the content of the
course.

Week 11

Online

30 min

To measure change of
students’  appraisals  of
control and value and their
effect on emotions post
intervention.

Administer post-test questionnaire

Same
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Appendix (F)
Approved IRB form

An-Najah National F : L )
Univ orsity | =1 . Ayl gt el J....L-'.
Faculty of Medicine & ‘ Aol g gl g ] a0

Health Sciences = raall il SN FHA)
Inatitutional Review Board -

]
1

Ref: IntR . May. 2023/1

IRE Approval Letter

Title of Research:
Control-value approisals, achievement emotions and engagement; A task-value intervention in 5LA

Submitted by:
Maysa Abuzant

Supervison
Wajeeh Daher: Fayez Mahamid

Approved:
3 May. 2023

Your Study Title "Control-value appraisals, achievement emotions and engagement; A task-value
interventicn in SLA” reviewed by An-Najah Mational University 1RB co mmittee and was approved
on 3 2023

R
Y
Hasan Fitian, MD

RB

TR LU= o

proceed |

IRB Committee Chairman

-

Nablus - B0 Box -7 or 707 | Tel (970) (09) 2342902/4/7/8/14 | Faximile {370) (09) 2342910] E-mai : IRBEnalah.edu

98




Appendix (G)
Scatter plots for variables of study 2
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Appendix (H)
Certificate of acceptance of the research extracted from the dissertation

Research title:

Control-value appraisals and achievement emotions: a moderation analysis.

ll psych

an Open Access Journal by MDPI

CERTIFICATE OF ACCEPTANCE

Certificate of acceptance for the manuscript (psych-2702359) titled:

Control-value appraisals and achievement emotions: a moderation analysis

Authored by:
Maysa Abuzant; Wajeeh Daher; Fayez Mahamid

has been accepted in Psych (ISSN 2624-8611) on 23 November 2023

my Academic Open Access ublshing
F

Basel, November 2023
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Appendix (1)
Figures

Figure (11)

Control x intrinsic value interaction slopes on enjoyment
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Interaction plot intrinsic value
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Figure (13)

Interaction plot attainment value
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Figure (14)

Interaction plot utility value
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Figure (15)

Interaction plot enjoyment
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