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Abstract 

As part of a research project on the use of digital games for language learning, this study explored the 
emotional trajectory and experiences of EFL learners during game-enhanced digital multimodal 
composing (DMC), with a focus on enjoyment and boredom. Informed by the control-value theory, this 
exploratory multiple case study centered on two groups of learners who volunteered to participate in this 
out-of-school project in which they played the digital game Genshin Impact and completed DMC over the 
course of six weeks. Both quantitative and qualitative data were collected and analyzed, including 
emotion questionnaires, participants’ gaming journals, DMC productions, semi-structured interviews, 
and critical incident forms. The results showed that despite fluctuations, the high achievers in DMC 
demonstrated high levels of enjoyment and moderate levels of boredom. Low achievers experienced 
relatively high levels of boredom and moderate levels of enjoyment during DMC tasks. Analysis further 
revealed the control and value ascribed to the tasks as potential causes for these differences and 
emotional fluctuations. The findings also highlight the role identity played in the control-value appraisal 
of the learning activity. The pedagogical implications of the study are discussed and suggestions for 
future research are provided. 
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Introduction 

Given the widespread availability of digital games and the unique learning affordances they offer such as 
anonymity, immediate feedback and immersive environments, their incorporation into language education 
has garnered considerable attention in recent years (Li et al., 2024b; Peterson et al., 2020). Among the 
various investigations into the use of digital games for language learning, digital game-enhanced language 
learning (DGELL) specifically focuses on utilizing and adapting commercial, off-the-shelf (COTS) games 
to facilitate language development (Jabbari & Eslami, 2019; Jabbari & Peterson, 2023). This growing 
body of work has underscored the need for theoretical frameworks to guide the design and 
implementation of DGELL practices (Peterson & Jabbari, 2022). Against this backdrop, the pedagogy of 
multiliteracies (New London Group, 1996) has been proposed as a robust theoretical foundation for such 
novel practices, aiming to connect game-enhanced learning experiences to broader personal and social 
transformation (deHaan, 2019; Warner et al., 2019).  

One innovative approach emerging from and rooted in the pedagogy of multiliteracies is digital 
multimodal composing (DMC), in which learners integrate multiple modes such as text, images, and 
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sound to construct meaning (Kessler & Marino, 2023). By engaging learners in creative and meaningful 
tasks, DMC has been shown to benefit learners in a myriad of ways such as promoting linguistic 
development (Vandommele et al., 2017), enhancing motivation (Jiang & Luk, 2016) and fostering digital 
literacy (Cimasko & Shin, 2017).  

While previous research has investigated DGELL and DMC in isolation, their intersection, and in 
particular the potential of DGELL to feed into multimodal creative output through DMC, remains largely 
underexplored. In light of this gap, this exploratory study examines a project that investigates the 
integration of DGELL and DMC based on the assumption that combining digital games with DMC 
creates a unique opportunity for learners to build on their gaming experiences and apply linguistic and 
cultural knowledge in both practical and authentic ways. Moreover, given that emotion plays a critical 
role in shaping both the learning process and outcomes, it is essential to investigate how emotions unfold 
within this novel context.  

To this end, this study focused on how enjoyment and boredom, two key emotions identified as highly 
influential in learning (Dewaele et al., 2023), unfold in game-enhanced DMC and interact with learners’ 
DMC performance. To frame this inquiry, the study drew upon the control-value theory (CVT) of 
achievement emotions (Pekrun, 2006), which posits that learners’ emotions are influenced by their 
perceived control over learning activities and the value they assign to them. A multiple case study design 
was adopted to examine two groups of six focal participants (high achievers and low achievers) who 
volunteered to take part in a six-week project. The following research questions (RQ) were formulated to 
guide the investigation: 

RQ1. How do the two groups of learners’ levels of boredom and enjoyment change over time? 
RQ2. What are the antecedents of enjoyment and boredom for the two groups of learners during the game 
enhanced DMC? 
RQ3. How do learners perceive this learning experience of game-enhanced DMC? 

Literature Review 

Digital Games and Emotions 
Recent years have seen a surge in research that explores the potential of digital games for language 
learning (Peterson & Jabbari, 2022; Poole & Clarke-Midura, 2020), a common thread of which highlights 
their positive impact on affective factors (Hung et al., 2018). The interactive narratives, immediate 
feedback, and low-risk immersive environments characteristic of digital games are believed to help 
reduce affective barriers that often impede language learning (Peterson et al., 2020).  

Following this line of inquiry, many empirical investigations have been conducted. The qualitative study 
of Bytheway (2014) explored how the in-game culture of a Massively Multiplayer Online Role-Playing 
Game (MMORPG) shaped learners’ vocabulary learning strategies. Although not exclusively focused on 
emotions, the findings suggested that the collaborative and supportive in-game environment reduced 
anxiety and rewarded curiosity. Adopting a quasi-experiment design, Ebrahimzadeh and Alavi (2016) 
worked with 136 male students who were divided into active players manipulating avatars in Warcraft III: 
The Frozen Throne and observers watching classmates play while offering advice. The analysis indicated 
that gameplay-derived enjoyment influenced vocabulary learning outcomes.  

With a focus on willingness to communicate, Reinders and Wattana (2011, 2014, 2015) conducted a series 
of studies in the Thai context. These studies demonstrated that digital gaming significantly increased 
learners’ willingness to communicate in English and the researchers contended that the interaction and 
anonymity provided by online video games empowered learners to overcome affective barriers and 
actively engage in language production. Building on this, Horowitz (2019) examined the impact of 
gameplay on both willingness to communicate and communicative anxiety, revealing a statistically 
significant relationship between the time spent playing online games and reduced anxiety and increased 
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willingness to communicate.  

Although the aforementioned studies have provided evidence for the emotional benefits of gameplay, they 
focus primarily on emotions relating to the gameplay itself. This presents a limitation for DGELL 
implementation (i.e., adapting commercial games for learning), where structured learning activities that 
extend beyond gameplay are essential for channeling game experiences toward meaningful language 
production (Reinhardt, 2025). However, less attention has been given to how emotions unfold during 
game-enhanced learning activities that complement gameplay.  

DMC and Emotions 
Due to the accessibility of video creation tools, digital multimodal composing (DMC) has emerged as a 
transformative practice in L2 writing research. Rooted in social semiotics (Kress, 2010) and 
multiliteracies (New London Group, 1996) frameworks, DMC refers to the creation of digital texts 
through digital tools by integrating linguistic, aural, visual, gestural, and spatial resources (Kessler & 
Marino, 2023). Transcending the limitations of text-centric writing, this activity has opened up 
opportunities for learners to draw upon diverse multimodal repertoire to construct and convey meaning 
(Hull & Nelson, 2005).  

Prior studies have demonstrated the efficacy of DMC on language development. For instance, Xie et al. 
(2021) investigated the impact of DMC on EFL learners’ writing proficiency using vlog-integrated tasks. 
In this study, an experimental group combined written texts with multimedia elements, whereas the 
control group completed traditional monomodal writing. Results indicated that the experimental group 
outperformed the control group in terms of the overall writing scores, readability, lexical complexity, and 
syntactic complexity. In a similar vein, Zhang et al. (2021) found a significant improvement in the DMC 
group’s oral accuracy compared to the control group.  

Apart from its capacity to foster language skills, there is also sporadic evidence suggesting the potential 
affective benefits of DMC. For example, Jiang and Luk (2016) revealed that DMC can enhance 
motivation through factors such as challenge, curiosity, control, fantasy, cooperation, competition, and 
recognition. These elements not only make the learning process more engaging but also contribute to a 
positive emotional experience for students. In addition, collaborative DMC tasks, as described by Hafner 
and Miller (2011), were highly motivational and enjoyable. Apart from motivation, Jiang and Gao (2020) 
identified three dimensions of affective changes during the process of video production, which enhanced 
learner’ awareness of digital empathy. Research focusing on the composing processes indicated that the 
freedom to select and combine modalities enabled learners to assert their voices, fostering a sense of 
agency (Cimasko & Shin, 2017). Similarly, the study by Jiang (2018) found that when students explore 
and express their identities through DMC, they shift from being resistant, exam-oriented writers to active 
composers and multimodal designers. However, despite these promising findings, emotional dynamics are 
rarely explicitly examined, and the affective dimensions of DMC remain largely unexplored.  

Control-value Theory (CVT) and Emotions 
The affective turn in SLA (Pavlenko, 2013) has led to a growing body of research dedicated to 
understanding how emotional experiences mediate learning processes and outcomes. Among the theories 
guiding this inquiry, Pekrun’s (2006) CVT emerges as a robust theoretical framework as it integrates 
foundational insights from multiple theories. In particular, CVT incorporates from Attributional Theory 
(Weiner, 1985) the idea that emotions are shaped by a learner’s attributions for success or failure. From 
Expectancy-Value Models (Turner & Schallert, 2001), CVT draws on the concepts of perceived control 
over a task and the subjective value placed on that task. By synthesizing these insights, CVT provides a 
systematic framework to investigate achievement emotions, which are emotions tied to success or failure 
in academic contexts (Pekrun & Linnenbrink-Garcia, 2012). 

 
At the core of CVT lies the assumption that achievement emotions are shaped by the dynamic interplay 
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of various appraisals including control, value, agency, and goal congruence (Pekrun & Stephens, 2010). 
Among these, two key appraisals stand out: the appraisal of control, which refers to an individual’s 
perception of their ability to influence an outcome, and the appraisal of value, which reflects the 
importance assigned to that outcome. In other words, achievement emotions are induced when individual 
feels “in control over, or out of control of, important achievement activities and their outcomes” (Pekrun, 
2024, p.11). This core assumption has informed many empirical investigations into the nomological 
network of emotions and relationships between various emotions and performance (Dewaele et al., 2018; 
C. Li et al., 2025).  

Another important proposition of CVT that is of particular relevance to this study is that achievement 
emotions can be domain-specific as control and value appraisals vary across contexts. This perspective 
has prompted researchers to conduct L2 emotion studies in different learning contexts, ranging from 
traditional classes to online classes (Pawlak et al., 2022), from skill-specific classes such as translation 
(Zhang, 2022) and interpreting (Hu et al., 2024) to specific learning modes such as collaborative learning 
(Zhang et al., 2024) and learning in the virtual world (Kruk, 2016). Just as noted by Li et al. (2023), prior 
studies have demonstrated that different language tasks may result in distinct emotional experiences and 
nomological networks due to differences in learning targets, time constraints and cognitive demands. 
Therefore, it is crucial to apply CVT to investigate emotions in varying learning contexts, in particular, 
novel learning environments. 

Enjoyment and Boredom from the Perspective of the CVT 
Adopting a three-dimensional taxonomy, CVT classifies emotions based on: (a) object focus (activity-
focused or outcome-focused), (b) valence (positive or negative), and (c) arousal (activating or 
deactivating). Based on this categorization, enjoyment and boredom are activity emotions, which refer to 
emotions pertaining to the academic tasks at hand (Pekrun & Linnenbrink-Garcia, 2012). More 
specifically, foreign language enjoyment (FLE) is defined as a positive, activating, and activity-focused 
emotion, while foreign language boredom (FLB) is seen as a negative and deactivating counterpart that 
undermines sustained participation (C. Li et al., 2025).  

Informed by CVT, many studies have examined the learner-internal factors and learner-external factors 
responsible for two emotions, such as attitudes towards the teacher (Dewaele et al., 2018), classroom 
environment and task (Kruk, 2016; Pawlak et al. 2020). The quantitative study conducted by C. Li et al. 
(2025) found that intrinsic value appraisal strongly predicted both enjoyment (positively) and boredom 
(negatively). With a focus on boredom, Li’s (2021) mixed-methods study explored the interplay between 
control-value appraisals and FLB based on the quantitative data from 2002 Chinese students and the 
qualitative data from interviews with 11 students and 11 teachers. The analysis confirmed that both 
control and value appraisals served as significant negative predictors of boredom and identified the joint 
effects of control and value appraisals.  

The Rationale for this Study  
A review of the relevant research highlights the necessity to investigate emotional experiences during out-
of-game learning activities. To date, the learning activities designed to complement gameplay have 
primarily been limited to supplementary materials (Coleman, 2002; Ranalli, 2008) and traditional 
classroom activities such as presentation (Wang, 2020) and debriefing sessions (Li et al., 2022). However, 
just as deHaan (2019) contended, it is crucial to adopt the pedagogy of multiliteracies to inform game-
enhanced language learning as it engages learners more deeply and better prepares them for the 
complexities of a rapidly evolving, media-rich world. Building on this insight, this study incorporates 
DMC into game-enhanced language learning and examines learners’ emotional trajectory (i.e., the 
fluctuations of enjoyment and boredom levels) and experiences through the lens of CVT. While CVT has 
been extensively applied in traditional academic settings, its use in game-enhanced language learning 
remains limited. Moreover, most emotion research using CVT has focused on quantitative studies, which, 
while informative, do not provide a comprehensive understanding and researchers have called for a more 
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nuanced and granular approach (Dewaele et al., 2024). In light of this, this study aims to understand how 
emotional experiences, in particular enjoyment and boredom, unfold during game-enhanced DMC.  

Methods 

This exploratory study employed a multiple case study design, which allows the researcher to undertake a 
very thorough analysis (Duff, 2008) in order to capture individuals’ emotional experience and trajectory 
in this unique context. As Dewaele and Pavelescu (2021) emphasized, the thick description of multiple 
case studies offers a critical complement to quantitative studies as emotions cannot be essentialized or 
universally experienced. Comparative analysis across cases helps uncover how diverse learner profiles 
interact with the emotional experiences, thus capturing the nuanced and dynamic nature of emotions.  

Context and Participants 
The participants in this study constitute a subsample extracted from a larger study (K. Li et al., 2025) that 
focuses on the use of digital games for language learning. In the larger study, 17 Chinese English majors 
of intermediate language proficiency were recruited to play the game Genshin Impact over a period of six 
weeks. In addition to playing the game, the participants were also asked to complete three DMC tasks in 
the form of video projects grounded in their in-game experiences. To this end, participants were required 
to compose scripts, record their own voiceovers, and integrate multimodal resources such as images, in-
game footage, subtitles, and transitions. They also received technical instructions on video production and 
feedback on how to improve their video.  

Based on their performance in DMC, two cases were identified for the multiple case study: the high-
achiever case (n = 8) and the low-achiever case (n = 9). From these two cases, six focal participants (three 
from each case) were purposively selected as representative individuals to illustrate the core 
characteristics and variations within their respective cases. While the selection criteria considered factors 
such as gender and in-game level to ensure a rich and varied representation, the primary purpose of this 
sampling strategy was to facilitate an in-depth, holistic comparison between the two achievement cases. 
This approach allows us to demonstrate a range of variation in the experience and perception among 
participants, thus ensuring representative and holistic findings from this study (see Appendix A for the 
participant details). All participants were fully informed about the data collection process and how their 
data would be handled. To protect participants’ anonymity and confidentiality, identifying details were 
removed during transcription, and each participant was assigned a pseudonym during reporting. 

Data Collection 
The study employed various instruments to collect both qualitative and quantitative data: DMC 
productions, emotion questionnaires, gaming journals, semi-structured interview, and critical incident 
form. 

DMC Productions and Gaming Journals 
Participants were tasked with creating three videos of no less than three minutes each, themed around the 
game or gameplay. These videos allowed participants to demonstrate creativity and apply the knowledge 
gained through their gaming experiences. Following each submission, they received personalized 
feedback from researchers. Two raters with 10 years of L2 teaching experience in universities were 
recruited and trained to score the three videos of each participant based on the rubric consisting of 
linguistic, visual, gestural, auditory and spatial dimensions (Hung et al., 2013, see Appendix B for 
details). The means were adopted as the final score of each video and the intra-class correlation 
coefficient was 0.918, which is considered as excellent and demonstrates a high degree of agreement 
among the raters. Then, as noted earlier, participants were categorized as high achievers and low 
achievers based on their score. In addition, participants kept gaming journals (see Appendix C) in which 
they were prompted to document their practices, emotions and perceptions, which offered rich qualitative 
data to complement the videos.  

https://genshin.hoyoverse.com/en/
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Emotion Questionnaires 
As mentioned earlier, this study drew on a dataset from a larger project (K. Li et al., 2025), in which a 21-
item questionnaire was developed to measure learners’ enjoyment and boredom across different 
gameplay-related activities. The enjoyment items were adapted from the Chinese version of the Foreign 
Language Enjoyment Scale (CFLES; Li et al., 2018) and the boredom items were from the subscale in the 
Achievement Emotions Questionnaire (AEQ, Pekrun et al. 2011). To capture changes in learners’ 
emotional trajectories, the questionnaire was administered three times at ten-day intervals. Reliability was 
acceptable, with Cronbach’s α values consistently above 0.6 (Dörnyei, 2007). 

In the present study, the analysis focused on the six focal participants’ responses to the two specific 
statements: “I enjoy making videos about the game” and “I get bored when making the video.” This 
targeted approach was consistent with Kruk’s (2016, 2022) exploratory studies, which focused on novel 
learning tasks and tracked them across multiple time points. The decision to rely on single-item emotion 
statements can also be justified by referring to the established instruments such as the Positive and 
Negative Affect Schedule (PANAS; Watson et al., 1988) and the Modified Differential Emotions Scale 
(mDES; Fredrickson, 2013), both of which operationalize each emotion with a single item. 

Semi-structured Interviews  
Semi-structured interviews were conducted by the first author with each focal participant at the end of the 
project via Tencent meeting. The topics discussed were mainly related to their emotional experiences and 
perceptions (See Appendix D for details). To ensure that participants could express themselves freely and 
accurately, all the interviews were conducted in Chinese. Prior to the interviews, the study was approved 
by the ethics review board of the university’s department of foreign languages, where the corresponding 
author is affiliated and all participants provided written informed consent.  

Critical Incident Form  
Two months after the project ended, the researchers approached the focal participants via e-mails to 
obtain retrospective data in order to gain a deeper and more nuanced understanding of their emotional 
experiences. Specifically, they were asked to fill out the critical incident form (Chell, 2004), a tool 
regarded as valuable for uncovering deeper insights into the learning process (Kılıç & Cinkara, 2020). 
The form, adapted from Zhang et al. (2026) and validated by two experts in CALL, consisted of two 
sections: “description of and response to enjoyment-related incidents” and “description of and response to 
boredom-related incidents”, which prompted them to reflect upon the key events and event outcomes that 
trigger their emotions and emotional regulation. The data provided rich narratives that triangulated 
interviews and contextualized the quantitative self-ratings, thereby contributing to a more holistic 
understanding of the findings. 

Data Analysis 
Quantitative data of enjoyment and boredom levels were subjected to descriptive analysis to provide an 
overview of participants’ emotional trajectory. As for the qualitative data, deductive thematic analysis was 
conducted guided by CVT. The analysis followed a two-phase process: within-case analysis and cross-
case comparison. In the first phase, interview transcripts were transcribed verbatim and individual profiles 
were created for each participant. All qualitative data within each profile were carefully reviewed to 
extract excerpts relevant to the research questions. These excerpts were iteratively coded and categorized 
in line with the CVT framework which provided a structured and a prior set of categories: the antecedents 
of emotions (e.g., control and value appraisals) and the strategies of emotion regulation (e.g., appraisal-
oriented, competence-oriented, and situation-oriented and emotion-oriented strategy). This ensured 
coding and theme development were theoretically grounded. In the second phase, cross-case comparisons 
were conducted to refine and consolidate themes across individuals and groups.  

To increase the validity of the research, the following strategies were employed. The first was data 
triangulation, which is to identify and cross-reference evidence from multiple data sources to support each 
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theme (Creswell, 2014). For instance, the accounts in game journals were corroborated by participants’ 
video productions, while their reflections on video-making during interviews were triangulated with the 
critical incident forms. The second was researcher triangulation where two researchers were involved in 
the coding process to reduce potential bias. Specifically, the first author and the corresponding author 
coded half of the data independently and compared their initial codes, achieving an intercoder agreement 
of Cohen’s kappa = 0.89. Discrepancies were then resolved through discussion to establish a mutually 
agreed coding scheme. Using this scheme, the first author completed the remaining coding, which was 
subsequently checked by the corresponding author. The third was member checking which involved 
sharing the preliminary findings with the participants to confirm the accuracy of the interpretations of 
their experiences. In this case, the six participants were invited to review the themes and provide feedback 
on whether the findings represented their perspectives. Two minor revisions were made as a result of this 
process. 

Results 

RQ 1. Emotional Trajectory  
This section reports on the emotional trajectory of the six participants who fell into two groups of low 
achievers and high achievers based on their DMC products. As shown in Figure 1(a, b, c) and Table 1, in 
spite of variations, boredom levels of the three high achievers remained relatively low. Specifically, 
Nicole exhibited a consistently low boredom level. Alan, however, experienced a gradual rise in boredom 
midway through the project. Judy’s initial rise in boredom was followed by stabilization, which indicates 
that early struggles or challenges were eventually mitigated. In terms of enjoyment levels, both Alan and 
Nicole maintained consistently high levels of enjoyment, while Judy displayed an upward trend in 
enjoyment, starting at moderate level but peaking by the end. As for the three low achievers, as shown in 
Figure 1(d, e, f) and Table 1, boredom tended to increase during the middle stages. While all participants 
experienced lowered boredom compared with the middle stages, only Nick experienced a sharp decline in 
boredom by the end. Enjoyment levels, however, showed more variation. Nick showed a modest increase 
over time, Jessica’s enjoyment dropped mid-way but partially recovered, and Cherry demonstrated a 
steady upward trend, eventually reaching the highest enjoyment among the three. 

Figure 1 

Fluctuations in the Levels of Boredom and Enjoyment 

 

Table 1 
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Mean Scores of the Two groups of Boredom and Enjoyment 

Time 
Point Group Boredom Enjoyment  

Mean SD Mean SD 
Start High Achievers 1.67 0.47 4.3 0.47 
 Low Achievers 3 1.41 3.67 0.94 
Middle High Achievers 2 0 4.3 0.47 
 Low Achievers 2.67 1.24 3.33 0.47 
End High Achievers 2.3 0.47 4.67 0.47 
 Low Achievers 4.3 0.47 4 0.82 
Total High Achievers 2 0.47 4.3 0.47 
 Low-Achievers 3.33 1.33 3.67 0.82 

RQ 2. Emotional Experiences 
This section presents the emotional experiences of the two groups of participants, with a focus on the 
antecedents of enjoyment and boredom as well as boredom regulation, as shown in Figure 2. 

Figure 2 

Coding Scheme of the Study 

 

The Case of High Achievers: Enjoying Content-creation as Gamers 
As evidenced by their high scores relating to DMC products, these three learners have demonstrated 
strong control of the game-enhanced DMC. As Alan remarked: “Making videos was enjoyable … and I 
felt I handled it well”. Beyond control, they valued the task itself. Despite perceiving extrinsic benefits 
such as vocabulary learning, they placed greater intrinsic value on the DMC learning activity, as they 
explained: 

I can choose a topic that interests me to make a video. To complete the video, I experience my 
favorite gameplay, watch the most interesting segments from the official videos, ultimately creating a 
video that I enjoy. (Alan) 

My theme of my video is to introduce characters in the Gacha pool. One character I chose is 
Kaedehara Kazuha. At the very beginning, I was attracted to this character because of his handsome 
appearance. But in order to make a video about him, I studied his storylines and searched for many 
videos about him online. The process made me appreciate this character more. (Nicole)    

These comments reflect a deeper and personal connection to the DMC task, highlighting how the project 
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went beyond a mere academic assignment. For these learners, it became an expression of their identity as 
gamers and such intrinsic value is highlighted in their comments:  

I really like Genshinn, so I want to promote this game with my videos. (Alan)  

As a big fan of Genshin, I felt if I were to make a video about it, it had to be good. (Judy) 

Interestingly, enjoyment was also observed in situations where initial perceptions of control were low, but 
the task’s high value motivated students to persist, as illustrated by the comment:  

Repeating certain lines during video recording was frustrating, but I felt proud and happy when I 
finally got it right. (Judy) 

Similarly, even though learners reported perceived high control of the task, when the whole process 
became repetitive and monotonous, boredom set in. However, it should be noted that the antecedents of 
boredom were very limited, which echoes the consistently low boredom level of this group.  

Moreover, as shown in the Figure 2, the three high-achievers have managed to cope with boredom, but 
differences in this regard were evident: learners employed various emotion regulation strategies such as 
appraisal-, competence-, and situation-oriented strategies, rather than emotion-focused strategies, as 
reflected in the following comments: 

Since I had never made a video on my own before, the learning and trying phase was somewhat 
tedious. However, in the end, I learned many techniques for video making and editing, and gained 
valuable experience. (Nicole) 

In order to make the video, I screen recorded the gameplay and I had to go through the whole thing 
to find the appropriate content for my video, which is very exhausting and boring. After some 
experiments, however, I found a better way to do this: I can look for videos of this character on other 
media platforms and then searched for corresponding storylines in the game. (Judy) 

When I got tired, I would do something else to shift my focus. (Alan) 

The Case of Low Achievers: Struggling with the Balance between Learning and Gaming 
As shown in Figure 2, similar to the high achievers, the three low achievers also reported enjoyment 
deriving from the high control of this game-enhanced DMC. However, in a difference from the high 
achievers who mainly associate enjoyment with the intrinsic value, the three low achievers have ascribed 
more extrinsic value to this learning activity as they relate enjoyment to practical and extrinsic outcomes. 
This highlights a fundamental distinction in their mindset: they viewed the project primarily as an 
academic task rather than a creative or recreational activity. This is further illustrated in their comments: 

Making video forced me to speak English, which I know will help me make progress over time. (Nick) 

Editing videos gave me a chance to practice technical skills that I might need in other courses or 
work. (Cherry) 

This focus on learning rather than creating or playing is crucial. While both groups experienced 
frustration due to low control, this was particularly damaging for the low achievers because it directly 
interfered with their primary goal of learning. It is also unsurprising that more antecedents of boredom 
were identified within this group. For these learners, low control emerged as a common and persistent 
trigger throughout the process. For example, Cherry first struggled with selecting a topic for her video, 
describing it as “a frustrating process”. Later, she found video editing “overwhelming” as she did not 
know “how to make it engaging”. As for Jessica who has a low in-game level, the low control was mainly 
related to gameplay itself, as she complained: 

The combat section, although visually impressive, still felt too monotonous. The fight scenes didn’t 
really interest me that much. I only enjoy doing collecting artifacts and wandering about in the game. 
(Jessica) 
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In terms of the low value, they all referred to the process of video-making which involved repetitive and 
tedious tasks such as organizing materials, editing clips, and fine-tuning details. This sentiment can be 
seen in the following comment:  

Starting from making the second video, I felt I was only doing it for the purpose of completing the 
assignment. (Cherry) 

This demonstrates that for this group of learners, the task had lost its initial, albeit extrinsic, value and 
was no longer an engaging learning activity. As the analysis shows, these learners were focused on 
completing the activity rather than on creation. Moreover, in a difference from the high-achiever group, 
learners in this group did not mention how they coped with the boredom, which corroborated their 
relatively high boredom level starting from the middle of the project. Their lack of creative and personal 
investment meant they had fewer internal resources such as reappraising a challenge as a creative 
opportunity to combat the boredom of a tedious assignment. 

RQ 3. Learner Perceptions 
The results of the thematic analysis in this regard revealed two recurrent themes, relating to perceived 
learning benefits and suggestions for improvement. Learners in both groups have reported self-perceived 
progress in vocabulary, noting that the game provided an opportunity to contextualized opportunities to 
learn and understand words. Judy specifically highlighted how preparing video transcripts helped her 
acquire relevant expressions. Moreover, apart from Cherry, all participants believed that creating video 
products improved their fluency and confidence in speaking English, and this is in line with the finding 
that DMC can “result in the emergence of confidence” (Jiang, 2017, p. 8). 

Another important benefit unanimously mentioned is that the learners were inspired by this novel 
approach to language learning, which in their words “combined interests with language learning, with 
culture learning and with learning digital skills.” With the exception of Jessica, most participants 
extended this experience beyond the project by exploring other games for language learning. Nicole, for 
example, shared 

I played Infinite Warmth with English voiceovers and Chinese subtitles. By comparing the two, I 
learned various translation techniques and colloquial expressions. 

Similarly, Alan engaged with in-game texts in Red Dead Redemption 2, while Nick watched native-
speaker streamers playing PUBG. It is noteworthy that even Jessica who did not use other games for 
learning took the initiative to watch livestreaming in English, and she commented: 

The biggest takeaway from the project is the realization that I should combine learning with my 
interests and it would be more effective to learn by doing. 

While participants expressed overall satisfaction with the project, they also suggested areas for 
improvement. Two participants recommended conducting the project in a classroom setting with one 
proposing adding offline sessions for increased engagement. Another participant advocated for 
collaborative DMC, emphasizing that “peer feedback would be very helpful for improving our videos and 
learning new perspectives”. Another important point made was the suggestion to carry out structured 
follow-up activities or review sessions to reinforce learning. In this context, a participant noted that 
“timely review is essential to solidify what we’ve learned and to ensure the skills we gained are retained 
over time”. These insights highlight the need for a blended learning model that balances independent 
exploration with interactive, community-driven reflection. 

Discussion 

Emotional Trajectories (RQ1) 
In relation to the emotional levels and fluctuations (RQ1), high achievers consistently demonstrated low 
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levels of boredom and high levels of enjoyment throughout the DMC project. In contrast, low achievers 
experienced moderate levels of enjoyment and moderate to high levels of boredom. This finding is 
basically in line with previous studies which indicate performance is positively associated with enjoyment 
and negatively associated with boredom. A possible explanation for the divergence in emotional 
trajectories lies in their different coping strategies. As evidenced by learner comments, high-achievers 
actively regulated emotions by reappraising challenges (e.g., viewing technical hurdles as chances to 
“level up” gaming skills) or experimenting with adaptive techniques. Low-achievers, however, rarely 
reported such strategies.  

In addition, the high achievers displayed emotional stability, which could be explained with reference to 
CVT in that the emotional stability indicates high control and high value, which is corroborated by their 
performance. In contrast, the low achievers experienced marked emotional volatility, which could be 
interpreted through the lens of CVT as a reflection of their inconsistent appraisals of control and value. 
The initial rise in their boredom levels midway through the project suggests a potential decline in 
perceived control and/or value as the novelty of the task wore off and technical challenges became more 
salient, which is consistent with literature (Li et al., 2021; Wang, 2020). The subsequent decline in 
boredom towards the end of the project could be attributed to a shift in their appraisals: as the deadline 
neared, their focus likely shifted from unresolved challenges to the task completion and closure. This 
demonstrates how dynamic emotional experiences are shaped by learners’ ongoing cognitive appraisals 
within the learning process. 

Emotional Experiences (RQ2) 
The analysis of qualitative data further highlights how the CVT framework illuminates the antecedents of 
emotional experiences. Our findings indicate that both control and value appraisals are crucial for shaping 
emotions, but their relative importance differs between the two groups. High achievers primarily derived 
intrinsic value from personal connections to game content, such as exploring character backstories or 
analyzing game designs. For example, Nicole’s deep engagement with game lore transformed tedious 
editing tasks into meaningful creative projects, illustrating how intrinsic interest can mitigate boredom. 
Conversely, low achievers relied more on extrinsic goals, such as language acquisition or skill 
development. Jessica’s frustration with monotonous gameplay segments and Cherry’s being overwhelmed 
by video editing illustrate that for these learners, a low sense of control was not offset by intrinsic value. 
This lack of compensatory intrinsic interest led to a decline in motivation and a rise in boredom, as their 
appraisals of the task value were contingent on the successful execution of an unfamiliar process. This 
finding supports the assumption of CVT that intrinsic value is a more powerful predictor of boredom than 
control and extrinsic value, and consequently, a stronger influence on leaner performance (Goetz & Hall, 
2014). This finding is particularly notable as it suggests that the type of value learners ascribe to an 
activity critically influences their emotional responses. 

The distinction between the appraisals of the two groups may be associated with the differences in the 
perceived identity. Our qualitative analysis suggests that perceived identity emerged as a potential theme 
influencing how participants engaged with the tasks. To be specific, some high achievers appeared to 
identify themselves more as gamers who incorporated DMC into their gaming practice. They seemed to 
approach technical challenges, such as video editing, not merely as academic requirements but as 
opportunities to deepen their engagement with game-related content. This perspective allowed them to 
reinterpret repetitive tasks as creative endeavors aligned with personal interests. In contrast, low-achievers 
framed their participation primarily as English learners who focused on language acquisition or skill 
development through game-related activities. For these individuals, appraisals of control and value 
appeared to diminish when tasks lacked direct relevance to language learning goals. This perceived 
identity as a language learner seemed to limit her ability to derive intrinsic satisfaction from the activities. 
A possible explanation for these observed differences could be variations in participants’ gaming 
backgrounds, as previous studies have demonstrated that gaming preference and experience shape 
learners’ engagement with game-mediated activities (Rama et al., 2012; Zhao, 2016). While the findings 
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are not conclusive, the patterns we observed warrant further investigation into the role of learner identity 
in game-enhanced language learning. 

Learner Perceptions (RQ3) 
Learner perceptions highlighted the pedagogical value of game-enhanced DMC while also drawing 
attention to areas requiring more support. Participants reported benefits such as contextualized vocabulary 
learning, increased fluency, and stronger connections between language use and personal interests. 
However, their feedback also indicated a need for structured guidance and scaffolding to optimize the 
learning process, suggesting that more instructional intervention may be necessary. From a CVT 
perspective, such scaffolding could enhance learner’s perceived control, thereby reducing boredom and 
reinforcing enjoyment. Notably, the fact that most learners extended their DMC experiences to explore 
other games for language practice demonstrates the feasibility of utilizing digital games for autonomous 
language learning, echoing the findings reported by Li et al. (2024a). The findings also highlight how 
DMC bridges language learning with digital and cultural literacies, supporting the argument that making 
tasks relevant to learners’ personal lives fosters deeper engagement and sustained motivation (Jiang, 
2017, 2018). 

In conclusion, this study extends existing literature by applying the CVT to a novel context: game-
enhanced DMC. While our findings align with prior studies that have established the link between 
emotions and academic performance (Dewaele et al., 2023; Gao, 2026), our data uniquely points to the 
potential power of learner identity (as a “gamer” versus a “language learner”) in shaping their appraisals 
of control and value, which in turn influences their emotion and performance. This connection provides a 
new lens for understanding learner engagement in technology-rich environments. Furthermore, our results 
highlight that pedagogical interventions should move beyond generic support and aim to cultivate 
intrinsic value by aligning tasks with learners’ personal interests. This finding highlights a gap noted by 
York et al. (2021), who called for more research into the pedagogy in game-enhanced language learning. 

Conclusions 

This study investigated the emotional dynamics of EFL learners engaged in game-enhanced DMC 
through the lens of CVT, with an analytical focus on the interplay between enjoyment and boredom.       
Pedagogically, this study demonstrates the potential of combining game-enhanced language learning and 
DMC in L2 education, particularly its ability to merge linguistic development with digital literacy. The 
findings offer several key implications for educators, learners, and materials writers. For educators, the 
results highlight the need for emotion-aware practices such as reflective journals or peer feedback to help 
learners identify and regulate their emotional responses. These strategies could be particularly beneficial 
in fostering emotional resilience, turning perceived obstacles into opportunities for growth. For learners 
themselves, our findings highlight the power of their own appraisals. In this sense, efforts should be made 
to encourage them to actively seek out intrinsic value by connecting learning tasks to personal passions 
and to practice self-awareness by recognizing when their emotions are linked to a lack of perceived 
control or value. For materials writers, the analysis indicates a need for materials that scaffold complex 
tasks to increase learners’ sense of control and explicitly bridge digital and language skills to enhance the 
perceived value of the project. In this regard, the Technology Acceptance Model (TAM) provides a useful 
framework which suggests that materials should be designed to maximize learners’ perceptions of both 
usefulness and ease of use. 

Despite these implications, several limitations of this study must be acknowledged. The small sample size 
restricts generalizability, so the conclusions can only be tentative. Moreover, while qualitative methods 
provided rich contextualized narratives, there is risk of subjective bias. In this sense, future studies could 
triangulate self-reports with physiological indicators (e.g., heart rate variability) to objectively gauge 
emotional arousal during task performance. Additionally, while use of single-item self-ratings suited the 
exploratory, task-specific focus of this study, this approach only provides a limited view of complex 
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emotions. Future research could employ multi-item scales for greater reliability and more nuanced 
insights into the emotional fluctuations. The exploratory nature of this study also highlights avenues for 
methodological refinement. Future research could adopt experimental designs with control groups to 
isolate the impact of specific interventions on emotional regulation. There is also a need for investigations 
that track learners’ emotional trajectories over extended periods so as to reveal how evolving 
competencies and value appraisals shape sustained engagement. Finally, this study only examines 
boredom and enjoyment in this particular game-related task. Future research could incorporate diverse 
game genres and larger cohorts to generalize findings, while exploring additional emotions to paint a 
fuller picture of the role played by affective dynamics in digital learning spaces.   
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Appendix A. Participants’ Background Information 

No. Pseudonym Gender Age Group Topics for DMC  In-game level Gaming history 
1 Alan Male 19 High 

achiever 
Culture 
interpretation  

 25 6 years 

2 Nicole Female 20 High 
achiever 

Game  
character 

 50 3 years 

3 Judy Female 21 High 
achiever 

Cooking with the 
game 

 12 4 years 

4 Nick Male 19 Low 
achiever 

Weapon 
introduction 

 20 4 years 

5 Jessica Female 22 Low 
achiever 

Gameplay 
walkthrough 

 6 2 years 

6 Cherry Female 21 Low 
achiever 

Game  
mechanism 

 15 2 years 

Appendix B. Evaluation Rubric (Hung et al., 2013) 

Design element Evaluation questions 
Linguistic design Was the linguistic content comprehensible without major grammatical 

errors? 
 Was the linguistic content structured in a logical and organized manner? 
 How did the linguistic design represented in the multimodal text enable 

or limit the author's communication of meaning? 
Visual Design Did the author adopt a visual theme? 
 Did the author carefully design the use of color and typology to reflect 

the selected visual theme? 
 If chosen to use, did the author make meaningful use of available visual 

elements, such as graphics, to construct meaning in a cohesive manner? 
 How did the visual design represented in the multimodal text enable or 

limit the author's communication of meaning? 
Gestural design Did the author make use of any animated elements or special effects to 

design dynamic sequencing of the content? 
 If chosen to use, was the animation used purposefully and meaningfully 

to complement or supplement the other design modes for meaning 
construction in a cohesive manner? 

 How did the gestural design represented in the multimodal text enable or 
limit the author's communication of meaning? 

Auditory design Did the author make use of any auditory elements, such as music, sound 
effect or narration? 

 If chosen to use, were the auditory elements used purposefully and 
meaningfully to complement or supplement the other design modes for 
meaning construction in a cohesive manner? 

 How did the auditory design represented in the multimodal text enable or 
limit the author’s communication of meaning? 

Spatial design Did the author adopt a specific layout to structure design elements? 
 If chosen to use, did the author make use of text alignment and margins 

as design elements to complement or supplement the other design modes 
for meaning construction in a cohesive manner? 

 How did the spatial design represented in the multimodal text enable or 
limit the author’s communication of meaning? 
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Appendix C. Example of Journal Entry 

1. How often did you play this game this week? 
2. How much time did you spend on this game this week? 
3. In addition to playing the game, did you engage in other game-related activities? lf so, what are 

they and for how long? Please be specific. 
4. What have you learnt as a result of this project this week? 
5. What problems and difficulties did you encounter this week? 
6. How do you feel about this learning experience this week? What happened and how did you react 

to it? 
7. Please complete at least two prompts: 

This week, I feel… 
I was surprised by… 
I was interested in… 
The main thing I want to find out more is 
I might have gotten more from this experience if… 

Appendix D. Guiding Questions for Semi-structured Interviews 

1. Have you ever experienced any emotions, positive or negative, during this project? If so, when 
and why? How did you react to this? 

2. What gives you the most enjoyment in this project? 
3. Have you ever got bored in the project? If so, When? Could you give any examples? 
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