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Abstract 

Research on emotions has become one of the most vibrant areas of inquiry in second language 
acquisition, yet its integration into computer-assisted language learning (CALL) has remained uneven. 
While anxiety has received sustained attention in CALL research, other emotions, both positive (such as 
enjoyment or hope) and negative emotions (such as boredom or shame), along with affectively relevant 
constructs such as flow, belongingness, and emotional engagement, have only recently begun to receive 
the systematic attention they deserve. Emotional CALL represents an emerging area of inquiry that places 
emotions at the center of how technology-mediated language learning is theorized, investigated, 
designed, and evaluated. Emotional CALL does not refer to a single technology, method, or 
chronological stage. Rather, it signals a contemporary affective turn in CALL in which emotions are 
understood as dynamic, socially situated, task-sensitive, technologically mediated, and pedagogically 
consequential processes. AI-mediated language learning gives this agenda particular urgency but does 
not exhaust its scope. Developments in L2 emotion research, individual differences in CALL, and recent 
empirical work in technology-mediated language learning provide the basis for outlining the conceptual 
foundations of Emotional CALL and proposing a working framework for future inquiry. The central 
argument is that technology-mediated language learning cannot be fully understood without attention to 
how learners and teachers emotionally experience digital environments. Emotional CALL therefore 
examines how emotions interact with appraisals, engagement, willingness to communicate, cognitive 
load, identity, and performance, and how pedagogical design can support emotionally responsive CALL. 
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Introduction: Why Emotional CALL? 

Emotions have always been part of language learning. They accompany learners when they understand a 
difficult text, speak in front of others, receive feedback, struggle with unfamiliar forms, compare 
themselves with peers, enjoy meaningful interaction, become bored with repetitive activities, or feel pride 
in using the target language more successfully than before. In this sense, emotions are not additions to 
language learning, nor are they merely personal reactions that stand outside cognition, interaction, or 
pedagogy. They are part of the very texture of learning another language. They shape what learners 
notice, how they participate, how long they persist, whether they take risks, whether they communicate, 
and how they interpret themselves as language users. The emotional dimension of language learning is 
therefore not peripheral to second language acquisition (SLA). It is one of the ways in which learning an 
additional language becomes meaningful, difficult, motivating, threatening, pleasurable, or 
transformative. 

https://doi.org/10.64152/10125/73678
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Over the last two decades, research in SLA has increasingly recognized this point. The earlier and 
understandable preoccupation with foreign language anxiety, especially after the development of the 
Foreign Language Classroom Anxiety Scale (Horwitz et al., 1986), has been complemented by work on 
enjoyment, boredom, pride, shame, hope, curiosity, love, guilt, anger, and other emotions. The influence 
of positive psychology has been particularly important because it has encouraged researchers to look 
beyond anxiety and other negative experiences and to consider the role of positive emotions in 
broadening learners’ repertoires, strengthening engagement, and supporting flourishing (Dewaele & 
MacIntyre, 2014; Dewaele & Li, 2020; Fredrickson, 2001; MacIntyre & Gregersen, 2012). At the same 
time, research on negative emotions has also become more nuanced. Anxiety, shame, boredom, guilt, 
frustration, and disappointment do not have identical sources or consequences, and they cannot be 
understood simply as obstacles to be removed. Some may narrow attention and reduce participation, 
while others may trigger reflection, effort, or regulation, depending on context, intensity, and the learner’s 
appraisal of the situation (Cook, 2006; Galmiche, 2017; Kruk & Pawlak, 2022; Kruk & Zawodniak, 2018; 
Teimouri, 2018). 

In computer-assisted language learning (CALL), however, the emotional turn has been less systematic. 
Despite the growing sophistication of L2 emotion research, CALL has not yet developed an equally 
integrated account of emotion. CALL researchers have long examined whether digital environments can 
reduce anxiety, promote participation, increase motivation, or provide lower-pressure contexts for 
communication. These questions remain important, but they represent only part of the larger emotional 
ecology of CALL (Bashori et al., 2022; Melchor-Couto, 2017; Reinders & Wattana, 2015). As Kruk and 
Pawlak (2022) argued, CALL research has paid considerable attention to language anxiety, whereas 
positive emotions such as enjoyment and curiosity, and negative emotions such as boredom, have 
received far less sustained attention. Similarly, Pawlak and Kruk (2022) showed that emotions should be 
considered alongside other individual difference variables in CALL, including motivation, beliefs, 
willingness to communicate, engagement, grit, learning strategies, and self-regulation. The implication is 
clear: emotions in CALL are not isolated affective responses to digital tools. They are intertwined with 
learners’ appraisals, dispositions, relationships, goals, histories, and perceptions of technology. 

Emotional CALL offers a way of naming and organizing a developing body of work concerned with the 
emotional dimensions of technology-mediated language learning. It brings together research that 
examines how emotions emerge, fluctuate, and shape experience, participation, and learning in digitally 
mediated language learning environments, including but not limited to increasingly prominent artificial 
intelligence (AI)-mediated contexts. Emotional CALL invites researchers to move beyond treating 
emotions as secondary learner variables or as after-the-fact reactions to technological tools. Instead, it 
positions emotions as central processes through which technology-mediated language learning is 
experienced, sustained, disrupted, evaluated, and transformed. This does not mean that every CALL study 
should focus exclusively on emotions. Rather, it means that CALL cannot be adequately understood if the 
emotional processes through which learners and teachers engage with technology are ignored. Emotional 
CALL can therefore be understood as an emerging area of inquiry within CALL and as part of a 
contemporary affective turn in technology-mediated language learning research. 

Defining Emotional CALL 

Emotional CALL can be defined as the study and design of technology-mediated language learning 
environments in which emotions are treated as central, dynamic, socially situated, task-sensitive, and 
consequential for teaching, learning, and design. This definition is deliberately broad. Emotional CALL is 
not tied to any single technology. It includes AI-mediated language learning, now one of its most visible 
contemporary domains, as well as virtual worlds, mobile applications, online classrooms, digital games, 
intelligent tutoring systems, social networking platforms, automated feedback systems, and extended 
reality. It also includes other technology-mediated contexts when they shape the emotional conditions 
under which language learning takes place. 
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This breadth is crucial because Emotional CALL would be too narrow if it were to be equated with any 
single technology. AI-mediated language learning nevertheless gives Emotional CALL particular 
urgency. Recent meta-analytic evidence suggests that AI-assisted L2 learning can increase positive 
emotions and reduce negative emotions, although effects differ across specific emotions and learning 
conditions (Jing et al., 2026). AI systems, including chatbots, generative AI applications, adaptive 
platforms, automated feedback tools, and intelligent tutoring systems, increasingly shape how learners 
practice, receive feedback, evaluate their competence, manage uncertainty, and experience support or 
frustration (Cheng et al., 2026; Elahi Shirvan & Taherian, 2026; Guan et al., 2026; Jing et al., 2026). 
These systems may reduce pressure, provide immediate assistance, and create opportunities for private 
rehearsal, but they may also generate overreliance, confusion, distrust, disappointment, or unease (Cheng 
et al., 2026; Guan et al., 2026; Kruk & Kałużna, 2024). For this reason, AI-mediated learning is not the 
whole of Emotional CALL, but it is one of the clearest contemporary contexts in which the emotional, 
ethical, and pedagogical stakes of CALL become visible. At the same time, Emotional CALL also 
includes the emotional dimensions of mobile-assisted learning, game-based learning, app-assisted 
vocabulary learning, virtual worlds, online classes, social platforms, computer-mediated communication, 
and other digitally mediated learning environments. The value of Emotional CALL as a conceptual 
framing lies precisely in its ability to cut across technologies and to foreground a dimension of CALL that 
is present in all of them. 

The added value of Emotional CALL is not that it identifies emotions as a previously unknown dimension 
of CALL. Rather, its value lies in giving conceptual coherence to work that has often remained dispersed 
across studies of anxiety, enjoyment, boredom, engagement, willingness to communicate, technology 
acceptance, AI-mediated interaction, flow, belongingness, and learner identity (Kruk & Pawlak, 2022; 
Pawlak & Kruk, 2022). In doing so, Emotional CALL shifts emotions from the margins of CALL 
research to the level of theory, design, methodology, and evaluation. 

The same point applies to emotions themselves. Emotional CALL should not be reduced to anxiety, even 
though anxiety remains one of the most important and historically influential emotions in language 
learning research (Horwitz et al., 1986; MacIntyre, 2017). It should also not be reduced to positive 
emotions, although enjoyment, curiosity, hope, pride, and relief, as well as emotion-related experiences 
such as flow, are essential to understanding how learners engage productively with digital environments 
(Dewaele & MacIntyre, 2014; Pekrun, 2006). Emotional CALL must address the full emotional 
complexity of technology-mediated language learning. This includes positive and negative emotions, 
activating and deactivating emotions, self-conscious emotions, social emotions, task-specific emotions, 
and longer-term emotional dispositions toward language learning and technology use (Pekrun, 2006; 
Tracy & Robins, 2004). A learner’s experience of CALL may involve enjoyment and frustration at the 
same time, or anxiety and curiosity in close succession. A digital task may generate pride when success 
feels self-earned, boredom when activities become repetitive, or shame when feedback is perceived as 
exposing deficiency. Such experiences cannot be captured by a single emotional category. 

Emotional CALL also requires a shift in how emotions are conceptualized. Emotions should not be 
treated only as private mental states located inside individual learners. They are also socially, 
technologically, and pedagogically shaped, emerging in relation to tasks, tools, feedback, interfaces, 
peers, teachers, institutional expectations, cultural norms, and learners’ histories of success and failure 
(Bown & White, 2010; Pekrun, 2006). In CALL, these relations are mediated by technology but not 
determined by technology. The same tool can produce different emotional experiences for different 
learners, or for the same learner at different times. For example, an AI chatbot may feel supportive, 
amusing, irritating, unnatural, or threatening depending on the task, the quality of interaction, the 
learner’s expectations, and the social meaning assigned to the tool (Cheng et al., 2026). By the same 
token, a vocabulary application may sustain engagement through clear progress indicators, but it may also 
become tedious when practice is repetitive or disconnected from meaningful use (B. Li et al., 2026). 
Emotional CALL therefore asks not only what learners feel, but how emotions are generated through the 
relations among learners, technologies, tasks, and contexts. 
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From CALL Traditions to an Affective Reorientation 

It may be tempting to describe Emotional CALL as a new phase in the historical development of CALL. 
This idea has some appeal because CALL has often been narrated through broad historical stages, 
including behavioristic, communicative, and integrative CALL (Warschauer & Healey, 1998). Such 
accounts are useful because they show that CALL has never been only about tools. It has always involved 
changing relationships among technologies, pedagogical assumptions, theories of language learning, and 
forms of interaction. Behavioristic CALL was associated with drill and practice, communicative CALL 
with more meaningful language use, and integrative CALL with networked, multimedia, and socially 
embedded forms of learning. Later developments, including mobile-assisted learning, game-based 
learning, virtual worlds, social CALL, intelligent CALL, and AI-mediated learning, have further 
complicated this history (Pawlak & Kruk, 2022). 

Even so, Emotional CALL should not be presented simply as the next chronological phase after earlier 
forms of CALL. It is better understood as a contemporary affective turn within CALL. The difference is 
important. A chronological phase suggests that one period replaces another, or that a new technology 
introduces a new stage into the field. Emotional CALL does not replace behavioristic, communicative, 
integrative, mobile, social, virtual, intelligent, or AI-mediated CALL. Rather, it cuts across them and asks 
a question that has too often remained secondary: How do learners and teachers emotionally experience 
technology-mediated language learning, and how do these emotional experiences shape learning, 
participation, engagement, communication, well-being, and development? 

This framing allows Emotional CALL to be ambitious without being historically reductive. The value of 
this framing lies not in announcing a new device, platform, or generation of software, but in naming a 
necessary shift in scholarly attention. CALL research has often focused on technological affordances, 
interactional opportunities, feedback, access to input, learner autonomy, skill development, and learning 
outcomes (Chapelle, 2001; Pawlak & Kruk, 2022). These concerns remain central. However, Emotional 
CALL suggests that none of them can be fully understood without attention to the emotional processes 
through which learners interpret and respond to digital environments. A tool may provide immediate 
feedback, but whether that feedback supports engagement depends partly on whether learners perceive it 
as useful, fair, comprehensible, encouraging, threatening, or demotivating (Davis, 1989; Pekrun, 2006). 
An online environment may provide opportunities for communication, but whether learners in fact 
communicate depends partly on anxiety, enjoyment, belongingness, willingness to communicate, 
perceived competence, and interlocutor relationships (Dewaele & MacIntyre, 2014; Solhi et al., 2026). 
Emotional CALL therefore does not narrow CALL. It deepens it. 

This reorientation is especially relevant because contemporary technology-mediated language learning 
has become more pervasive, more personalized, and more emotionally consequential. Learners no longer 
encounter technology only in computer labs or occasional online assignments. They use mobile 
applications for vocabulary learning, interact with chatbots for speaking practice, participate in online or 
hybrid classes, collaborate through shared platforms, receive automated feedback, play digital games, 
compose multimodal texts, and increasingly turn to AI systems for writing, reading, translation, 
explanation, and conversation. These technologies do not merely deliver content. They organize attention, 
structure opportunities for interaction, alter perceptions of control and value, generate feedback, create or 
remove social pressure, and influence how learners feel about themselves as language users. This is why 
the emotional dimension of CALL now deserves explicit conceptual framing. 

Foundations of Emotional CALL 

The conceptual foundations of Emotional CALL can be located in several overlapping lines of inquiry. 
The first is the broader emotional turn in SLA. The work of Dewaele and MacIntyre (2014) was important 
in showing that foreign language enjoyment and foreign language classroom anxiety are not simply 
opposite ends of the same continuum. Learners may experience both, and the sources and consequences 
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of these emotions may differ. Subsequent research on boredom, pride, shame, curiosity, hope, and other 
emotions has further complicated the emotional map of L2 learning (Dewaele & Li, 2020; Kruk, 2019; 
Kruk & Pawlak, 2022). This body of work provides Emotional CALL with a strong theoretical and 
empirical basis, but it also needs to be extended to account for the distinctive features of technology-
mediated environments. 

The second foundation is research on emotions in CALL itself. Kruk and Pawlak’s (2022) work on 
emotions in virtual worlds is especially important because it directly addresses the deficit in CALL 
emotion research and examines positive emotions such as enjoyment and curiosity alongside negative 
emotions such as boredom and anxiety. Such work shows that digital environments are not affectively 
neutral. Virtual worlds, for example, may support curiosity, enjoyment, autonomy, and willingness to 
communicate, but they may also generate boredom or anxiety when learners cannot find interlocutors, 
encounter technical problems, meet rude users, or perceive activities as irrelevant to their language 
development. This point is central to Emotional CALL: technological environments do not produce 
emotional outcomes automatically. Their effects depend on how learners appraise and experience them. 

The third foundation is research on individual differences in CALL. Emotions rarely operate alone. They 
interact with motivation, beliefs, grit, learning strategies, willingness to communicate, engagement, 
aptitude, personality, self-regulation, and learner identity. Pawlak and Kruk (2022) argued that research 
on individual difference factors in CALL has often been patchy and insufficiently connected to broader 
developments in SLA. Their later work on grammar learning strategies instruction in CALL further 
illustrates how strategy use, autonomy, engagement, learner perceptions, and technology-supported 
instruction, including the use of AI tools, can be brought together in the study of technology-mediated 
language learning (Pawlak & Kruk, 2025). Emotional CALL can help address this problem by positioning 
emotions as part of wider constellations of learner experience rather than as isolated outcomes. For 
example, willingness to communicate may be shaped by enjoyment, anxiety, belongingness, interlocutor 
familiarity, task topic, perceived competence, and the affordances of the digital environment (Cheng et 
al., 2026; Solhi et al., 2026). Engagement may be influenced by task value, feedback, curiosity, boredom, 
technological ease of use, and peer support (Liu & Fan, 2026; Pekrun, 2006). Grit may sustain 
participation in app-based learning, but its effects may be mediated by enjoyment, boredom, and 
perceived progress (B. Li et al., 2026). 

A fourth foundation is theory. Control-value theory is particularly useful because it explains how 
learners’ appraisals of control and value shape achievement emotions, which in turn influence 
engagement and performance (Pekrun, 2006; Pekrun & Perry, 2014; Shao et al., 2026). This framework is 
highly relevant to CALL because digital environments frequently alter learners’ sense of control and 
value. Adaptive tasks, immediate feedback, multimodal support, and opportunities for private practice 
may increase perceived control, while technical breakdowns, unclear instructions, poor feedback, or 
opaque AI responses may reduce it (Qin & Derakhshan, 2026). Similarly, learners may value a task when 
they see its relevance, authenticity, or usefulness, but may disengage when the digital activity appears 
mechanical or disconnected from meaningful language use. Other theoretical perspectives are also 
essential. Self-determination theory helps illuminate autonomy, competence, and relatedness (Deci & 
Ryan, 2000). L2 motivation self system (Dörnyei, 2009) can shed light on how emotions experienced in 
technology-mediated environments can be conducive to reducing the gap between the actual and ideal L2 
self or, conversely, make this process more challenging. Sociocultural theory foregrounds mediation, 
interaction, and social participation (Vygotsky, 1978). Technology acceptance models highlight perceived 
usefulness and ease of use (Davis, 1989), which may also shape task-specific emotional experiences in 
CALL (Elahi Shirvan & Taherian, 2026). Complex dynamic systems theory helps account for emotional 
fluctuation and nonlinearity (Larsen-Freeman & Cameron, 2008). Emotional CALL need not be tied to 
one theory, but it does require theoretical clarity about how emotions arise, change, and shape learning 
experience. 
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Emotional CALL in Recent Research 

Recent research on emotions in technology-mediated language learning shows how Emotional CALL can 
be conceptualized as a coherent area of enquiry rather than as a set of isolated studies on affect and 
technology. Across this emerging body of work, four themes are particularly visible: emotions in CALL 
are appraisal-based, interactional, dynamic, and pedagogically consequential. These themes help 
illuminate the conceptual scope of Emotional CALL and show how emotional processes shape language 
learning across tools, tasks, and social contexts. 

Emotional CALL is Appraisal-based 
Several papers demonstrate that learners’ emotions are closely connected to their appraisals of control, 
value, usefulness, ease of use, task difficulty, feedback quality, and expected outcomes. Shao et al. (2026) 
examine pride and shame in CALL through the lens of control-value theory, focusing on how appraisals, 
engagement, and performance are connected in an online language learning context. Their study is 
important because it expands the emotional scope of CALL beyond the more frequently studied emotions 
of anxiety, enjoyment, and boredom. Pride and shame are self-conscious emotions tied to learners’ 
evaluations of themselves, their progress, and their perceived success or failure. In online settings, where 
learners may need to regulate their own progress, respond to automated or delayed feedback, and take 
greater responsibility for learning, such emotions may be particularly consequential.  

B. Li et al. (2026) also show the relevance of appraisal processes in app-assisted vocabulary learning. 
Their study links vocabulary grit, task enjoyment, boredom, and behavioral engagement, suggesting that 
learners’ perseverance and consistency of interest can shape task emotions, which then influence 
engagement. This contribution is valuable because it locates Emotional CALL in mobile and app-assisted 
language learning rather than in AI alone. K. Li et al. (2026) extend the appraisal-based view to digital 
games and digital multimodal composing, showing how enjoyment and boredom fluctuate over time in 
game-enhanced digital multimodal composing and how these emotions can be understood in relation to 
perceived control, task value, and learners’ identities as gamers and composers. Elahi Shirvan and 
Taherian (2026) add another appraisal layer by connecting technology acceptance beliefs to task-specific 
enjoyment and boredom in AI-mediated speaking. Their study shows that perceived usefulness and 
perceived ease of use are not merely predictors of technology adoption; they are emotionally 
consequential beliefs that shape how learners experience tasks. This helps explain why the same digital 
environment may be experienced as supportive, tedious, threatening, or engaging depending on how 
learners interpret its value, difficulty, usefulness, feedback, and relevance to their goals. 

Emotional CALL is Interactional 
Emotions in CALL are not located only inside individual learners. They arise in interaction with tools, 
texts, teachers, peers, avatars, chatbots, game worlds, automated feedback, and imagined audiences. In 
their study of human-AI interaction with Replika, Cheng et al. (2026) offer a fine-grained view of this 
interactional dimension. Using idiodynamic methods and stimulated recall, they show that willingness to 
communicate and emotions fluctuate during interactions with an AI-powered chatbot. These fluctuations 
are shaped by anthropomorphism, conversational responsiveness, perceived naturalness, and whether 
learners view the chatbot as a companion or as a language practice tool. Their notion of expectation 
appraisal is especially useful for Emotional CALL because learners continuously compare what the 
system does with what they expected or hoped it would do, and these comparisons generate emotional 
and communicative consequences.  

Guan et al. (2026) also focus on interaction by comparing chatbot-supported and peer-supported reading. 
Their findings suggest that chatbot-supported reading can increase positive emotions such as hope and 
relief, reduce anxiety, and lower cognitive load, while learners may still experience limitations in 
emotional communication and social dynamics when working with AI. This dual finding helps avoid a 
simple contrast between technological and human support. Emotional CALL should not assume that 
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technology is emotionally superior to human interaction simply because it can reduce pressure or provide 
immediate support. Nor should it assume that human interaction is always affectively beneficial. Different 
partners, whether human or machine, create different emotional affordances and constraints.  

Fan and Liu’s (2026) study of emotional engagement in AI-augmented reading further reinforces the need 
for a human-centered view by highlighting the roles of AI literacy and peer interaction, mediated by AI 
learning interest and reading enjoyment, in shaping emotional engagement. Solhi et al. (2026) make this 
point even more directly by examining belongingness, enjoyment, and willingness to communicate across 
in-person and online contexts. Their work reminds us that emotional experience in digital learning is not 
only a matter of interface design or technological affordances. It also depends on whether learners feel 
connected, supported, recognized, and willing to participate. This interactional perspective keeps 
Emotional CALL from treating emotion as either a purely individual trait or a direct effect of technology. 
Instead, emotions are understood as emerging from the relations among learners, tools, tasks, 
interlocutors, expectations, and contexts. 

Emotional CALL is Dynamic 
Emotions unfold over time. They may change within a single task, across an interaction, during a project, 
over a semester, or throughout a learner’s engagement with a technology. Cheng et al. (2026) show that 
emotional states and willingness to communicate can shift during human-AI interaction as learners’ 
expectations are met, exceeded, or violated. K. Li et al. (2026) trace emotional trajectories across a six-
week game-enhanced DMC project, showing that enjoyment and boredom are not stable background 
states but fluctuate in relation to control, value, identity, and task experience. Qin and Derakhshan (2026), 
using latent growth curve modeling, examine the developmental trajectory of positive achievement 
emotions and flow in AI-enhanced classrooms over the course of a semester. These studies point to the 
need for methods that can capture movement, variability, and situated change.  

Single post-task questionnaires and generalized measures remain useful, but they need to be 
complemented by methods that reveal temporal variation, individual trajectories, and the situatedness of 
emotional experience. This is especially important in CALL because digital learning environments often 
leave traces of interaction, participation, revision, timing, and feedback. These traces can support more 
fine-grained inquiry into how emotions change during technology-mediated learning. However, emotional 
data are never self-explanatory. Screen recordings, interaction logs, stimulated recall, ratings, interviews, 
and learning analytics need to be interpreted in relation to learners’ voices, task conditions, and 
theoretical frameworks. Emotional CALL therefore calls for methodological richness rather than 
methodological novelty for its own sake. 

Emotional CALL is Pedagogical 
The point of Emotional CALL is not merely to document that learners feel certain emotions when they 
use technology. The point is to understand how pedagogical decisions, task designs, feedback practices, 
social arrangements, and technological affordances can support or undermine learning. The emerging 
body of work on Emotional CALL points to several pedagogical implications: creating emotionally safe 
online spaces, designing tasks that support control and value, combining technological support with 
human interaction, attending to boredom as well as enjoyment, supporting AI literacy, promoting 
belongingness, and providing appropriate challenge. Such decisions shape emotional engagement, which 
in turn is closely related to participation, persistence, willingness to communicate, cognitive load, and 
performance (Liu & Fan, 2026; Guan et al., 2026; Kruk & Pawlak, 2022; Shao et al., 2026; Solhi et al., 
2026).  

Without this pedagogical orientation, Emotional CALL would risk becoming descriptive rather than 
transformative. Its purpose should not be simply to expand the list of emotions studied in CALL, although 
that is clearly necessary as well. Its larger purpose should be to help researchers, teachers, designers, and 
institutions understand how technology-mediated language learning can become more emotionally 
responsive, humane, inclusive, and effective (Kruk & Pawlak, 2022). Emotional CALL therefore has 
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implications not only for research design, but also for task design, teacher education, learner support, AI 
literacy, feedback practices, and ethical technology integration. 

Toward a Framework for Emotional CALL 

These considerations point to a working framework for Emotional CALL involving five interconnected 
layers. The first layer consists of technological and pedagogical conditions, including the type of 
technology, task design, interaction mode, feedback system, degree of adaptivity, interface usability, 
modality, social arrangement, teacher presence, peer collaboration, and institutional context. These 
conditions create the environment in which learners act, interpret, communicate, struggle, and develop. 
They do not determine emotional outcomes directly, but they shape the possibilities for emotional 
experience. 

The second layer consists of learner appraisals and relational perceptions. These include control, value, 
usefulness, ease of use, challenge, competence, autonomy, relatedness, belongingness, social presence, 
trust, fairness, and expectation alignment. In many cases, these appraisals constitute the bridge between 
technology and emotion. A chatbot does not simply produce enjoyment or frustration. Rather, learners 
evaluate whether the chatbot is responsive, useful, natural, trustworthy, supportive, or disappointing. A 
vocabulary app does not simply produce engagement or boredom. Learners evaluate whether the task is 
meaningful, manageable, rewarding, repetitive, or connected to their goals. A peer-supported online task 
does not simply produce belongingness or anxiety. Learners evaluate the quality of support, the safety of 
participation, and the social meaning of their contributions. 

The third layer consists of emotional experiences and affectively relevant constructs, including 
enjoyment, boredom, anxiety, pride, shame, hope, relief, curiosity, confusion, disappointment, frustration, 
flow, and emotional engagement. These affective phenomena differ in valence, activation, duration, 
object focus, intensity, and function. Some are tied to a specific task or moment, while others develop 
across longer periods of technology use. Some are directly related to language learning, while others are 
linked to technology, social interaction, identity, or institutional expectations. Emotional CALL should 
therefore examine not only whether emotions are positive or negative, but also what they are about, how 
they arise, how long they last, and what they do. 

The fourth layer consists of learning processes and behaviors. Emotions influence and are influenced by 
engagement, willingness to communicate, self-regulation, persistence, cognitive load, interactional 
choices, help seeking, risk taking, avoidance, collaboration, and creative production. Enjoyment may 
encourage continued engagement, but only if the task remains meaningful and appropriately challenging. 
Anxiety may reduce willingness to communicate, but, in some situations, it may also signal the 
importance of the task. Boredom may undermine persistence, but it may also reveal poor task design, 
insufficient challenge, or lack of perceived value. Pride may strengthen identity and motivation, whereas 
shame may lead to withdrawal, concealment, or reduced participation. These processes show that 
emotions are not merely outcomes of CALL. They are mechanisms through which CALL affects learning. 

The fifth layer consists of outcomes and developmental consequences. These include language 
development, performance, vocabulary growth, reading comprehension, speaking fluency, multimodal 
composing, learner autonomy, well-being, identity formation, and long-term dispositions toward 
technology-mediated learning. Emotional CALL should not assume a simple path from emotion to 
achievement. The relationship is likely to be recursive, indirect, and context dependent. Learners’ 
emotional experiences shape their engagement with technologies, but continued engagement also 
reshapes emotions. Successful interaction with a chatbot may increase confidence and willingness to 
communicate; repeated disappointment may reduce perceived value. Enjoyable app-assisted vocabulary 
practice may support persistence; monotonous repetition may produce boredom unless learners have 
sufficient grit, external motivation, or personally meaningful goals. Peer belonging may amplify 
enjoyment, and enjoyment may in turn strengthen learners’ willingness to communicate. 
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This framework should not be read as a linear model. Emotional CALL is recursive and relational. 
Technologies shape appraisals, appraisals shape emotions, emotions shape engagement, engagement 
shapes outcomes, and outcomes feed back into future appraisals and emotions. The framework is intended 
to help researchers ask more precise questions. What features of a technology-mediated task shape 
learners’ perceived control and value? How do learners’ expectations influence emotions during human-
AI interaction? How do peer support and teacher presence affect emotional engagement in online 
environments? How does boredom develop over repeated app-based practice? How do pride and shame 
mediate between performance feedback and future engagement? How do emotional trajectories differ 
among learners in the same digital environment? Such questions are central to Emotional CALL because 
they move beyond whether a technology “works” and ask how it is emotionally experienced. Emotional 
CALL therefore invites researchers to treat emotion not only as an outcome of technology use, but as an 
inherent part of the process through which technology-mediated language learning becomes meaningful, 
sustainable, or difficult. 

Future Directions 

Several directions are especially important for future research. First, the field should continue expanding 
the range of emotions and affectively relevant constructs studied in CALL. Anxiety, enjoyment, and 
boredom remain important, but more work is needed on emotions such as curiosity, pride, shame, guilt, 
hope, relief, anger, disappointment, and gratitude, as well as affectively relevant constructs and 
experiences such as confusion, empathy, flow, and emotional exhaustion. Some of these emotions and 
constructs may be especially relevant in AI-mediated contexts, where learners negotiate uncertainty, trust, 
agency, authorship, and expectations. Others may be especially relevant in mobile learning, online 
learning, game-based learning, virtual worlds, or collaborative digital composing. The goal should not be 
to produce an ever longer list of emotions and related constructs, but to understand which affective 
phenomena are salient in which contexts, for whom, under what conditions, and with what consequences. 

Second, Emotional CALL requires more task-sensitive research. General measures of enjoyment or 
anxiety cannot fully capture how learners feel during particular tasks, interactional turns, feedback 
episodes, or moments of breakdown. Task-specific emotions are especially important in CALL because 
digital environments often involve modular, repeated, and tool-mediated activities that may elicit different 
emotions at different points. A learner may enjoy preparing for a speaking task with AI but feel anxious 
during peer discussion. Another may find automated feedback useful but emotionally discouraging if it is 
perceived as opaque or overly negative. Task sensitivity can therefore help researchers understand 
emotional experience at the level where pedagogy is actually designed and enacted. 

Third, more longitudinal and dynamic methods are needed. Emotions should be studied across multiple 
timescales, including moment-to-moment interaction, task completion, course participation, technology 
adoption, and longer-term learner development. Idiodynamic methods, latent growth modeling, ecological 
momentary assessment, including different forms of experience sampling, learning analytics, and 
qualitative case studies can all contribute, particularly when combined thoughtfully (MacIntyre & 
Legatto, 2011). However, Emotional CALL should avoid the assumption that more data automatically 
means deeper understanding. Emotional experience is complex, situated, and often difficult to verbalize. 
For this reason, quantitative traces of emotion should be complemented by qualitative accounts that allow 
learners to explain how they experienced particular tools, tasks, and interactions. 

Fourth, Emotional CALL should avoid technological determinism. Technologies do not automatically 
reduce anxiety, increase enjoyment, or improve engagement. Their emotional effects depend on design, 
context, learner expectations, teacher mediation, peer relationships, access, equity, and purpose. AI 
systems, for example, may provide immediate support and low-pressure practice, but they may also lack 
emotional reciprocity, reinforce dependence, produce frustration, or obscure the value of human 
interaction. Similarly, digital games may foster immersion and enjoyment, but they may also generate 
boredom, exclusion, overload, or identity tensions if they are poorly aligned with learners’ goals and 
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abilities. Emotional CALL must therefore remain critical as well as optimistic. 

Fifth, teacher education should become a major strand of Emotional CALL. Teachers need support in 
recognizing learners’ emotional experiences in digital environments, designing emotionally responsive 
tasks, integrating AI and other tools ethically, as well as balancing technological efficiency with human 
care. Emotional awareness-raising in CALL teacher education is therefore not peripheral; it is central to 
sustainable technology integration. Teachers are often the ones who transform a tool into a pedagogical 
experience. Their decisions about task framing, feedback, grouping, pacing, autonomy, and support can 
strongly influence whether digital learning feels meaningful, manageable, threatening, tedious, or 
engaging. 

Sixth, ethics must be foregrounded. Research on emotions in digital environments may involve sensitive 
data, including affective states, interaction logs, biometric traces, or AI-generated records of learner 
behavior. Emotional CALL must therefore be attentive to privacy, consent, transparency, surveillance, 
algorithmic bias, and the risk of reducing learners’ emotional lives to data points (Dignum, 2019). The 
more technically sophisticated emotion research becomes, the more important it is to retain a humanistic 
understanding of learners as persons rather than data profiles. This is particularly important in AI-
mediated environments, where systems may infer, store, or respond to learner behavior in ways that are 
not always visible to learners or teachers. 

Conclusion 

Emotional CALL does not replace earlier understandings of CALL. It extends them. Behavioristic, 
communicative, integrative, mobile, social, game-based, virtual, intelligent, and AI-mediated forms of 
CALL have all contributed to our understanding of how technologies can support language learning. 
Emotional CALL asks us to look across these traditions and attend to a dimension that has too often 
remained secondary: how learners and teachers feel, appraise, engage, withdraw, persist, communicate, 
and develop in technology-mediated environments. Recent work in this area shows that emotions are not 
peripheral reactions to CALL. They are part and parcel of the mechanism through which CALL works or 
fails to work. They shape whether learners engage with tasks, communicate with others, trust tools, 
persist through difficulty, experience flow, manage cognitive load, develop confidence, and see value in 
language learning. They are also shaped by technologies, tasks, teachers, peers, expectations, identities, 
and social contexts. For this reason, Emotional CALL should be understood not as the announcement of a 
new technology, but as an emerging area of inquiry within CALL and part of a wider affective turn in 
technology-mediated language learning research. AI-mediated learning makes this turn especially visible, 
but the underlying issue is broader: technology-mediated language learning is also emotionally mediated. 
If CALL is to remain responsive to the realities of contemporary language learning, it must take emotions 
seriously, not as an afterthought, not as a variable to be controlled away, but as a central dimension of 
language learning with technology. 
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