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Positive psychology is the scientific study of how human beings prosper and thrive. This is the first
bookin SLA dedicated totheories in positive psychology and theirimplications forlanguage teaching,
learning and communication. Chapters examine the characteristics of individuals, contexts and
relationships that facilitate learning: positive emotional states such as love, enjoyment and flow,
and character traits such as empathy, hardiness and perseverance. The contributors present several
innovative teaching ideas to bring out these characteristics among learners. The collection thus
blends new teaching techniques with cutting-edge theory and empirical research undertaken using
qualitative, quantitative and mixed-methods approaches. It will be of interest to SLA researchers,
graduate students, trainee and experienced teachers who wish to learn more about language
learning psychology, individual differences, learner characteristics and new classroom practices.

“With a decidedly positive outlook on applied linguistics stemming from positive psychology, this
volume piques the interest of teachers and researchers alike by shedding light on language learning
and empowerment, happiness, resilience, melody, stress reduction and enjoyment as well as success.
No wonder that this book is a joy to read!”

Kata Csizér, EGtvos Lorand University, Hungary

“This book is about the dynamics of happiness in language learning, the ripples that interact
with other ripples, not necessarily in unison, but providing a goal and resources for processes of
development. The contributions aim to show the positive sides of language teaching and learning
without ignoring or denying the negative ones. They strive to reach a balance that allows for human
agency to frame existences and hopes. The authors aim to move beyond the ‘Don’t worry, be happy’
level by using carefully defined concepts and rigorous methodology.”

Kees de Bot, University of Groningen, Netherlands

“Second language learning is a new area for Positive Psychology and these authors have found that it
is a surprising and remarkable aide.”

Martin Seligman, Director of the Penn Positive Psychology Center, University of Pennsylvania, USA and

author of Flourish: A New Understanding of Happiness and Well-Being —and How To Achieve Them

“This volume offers a refreshing perspective on the process of learning and teaching new languages,
highlighting the diverse ways in which learners and teachers draw on the many positive aspects of the
human condition in their development as users of a non-native language. Without understating the
difficulties that trouble language learning, this book provides a well-grounded basis for future studies
using theoretical perspectives from positive psychology, and inspires teaching practices that recognize
the human potential to thrive and grow.”

Kimberly A. Noels, University of Alberta, Canada
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Jean-Marc Dewaele and Peter D. MacIntyre

Introduction

Sometimes it can be difficult to see what has been right in front of us
all along, but after it bas been pointed out, suddenly it seems obvious. That
observation describes how we felt in approaching the topic of language
learning enjoyment. It is curious that it has not been named as a prominent
concept in the literature on individual differences in SLA. Enjoyment
is mentioned frequently by teachers and students alike; as a concept it
certainly seems to be relevant to language learning and we suggest that it
might just be an important part of the learning and communication process.
However, a search across multiple electronic databases for scholarly works
with language ‘enjoyment’ in their title yielded a total of only nine hits,
including a mere two research articles in the SLA field. In one of those
papers, Green reported that:

No previous studies known to me have investigated possible relationships
between the reported enjoyableness and the perceived effectiveness of
different kinds of activities and techniques in order to discover whether
students agree with those of us who believe that positive affect and
effective teaching do indeed go hand in hand. (Green, 1993: 3) ‘

Green’s own results were encouraging ~ enjoyment and perceived learning
effectiveness of the tasks did indeed go hand in hand across 17 activities
tested, producing correlations between 0,46 and 0.7, with an impressive
average (median) correlation of 0.68. The other research article found also
reported little prior work on enjoyment but nonetheless noted that there ‘are
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he one hand, enjoyments occur when people not
t exceed them to accomplish something new
d; on the other hand, pleasure is 2 simpler feeling that
s happening. To use an analogy from sports, it might be
win a game by a wide margin but it is not necessarily a game
njoys; alternatively, it is enjoyable to play well in a closely contested
match where success might mean playing well and either winning or losing
the game. Losing a game is not pleasurable but can be enjoyable if one has
orformed better than expected against a superior opponent. Enjoyment
follows personal investment and requires having a stake in an outcome that
matters to the person, something that is a self-relevant outcome. Because
the stakes can be high, tasks that present an cpportunity for enjoyment
may also bring risk or anxiety. Csikszentmihalyi (1997, 2004, 2008) describes
enjoyment as a key component of flow experiences. Flow is characterized
as a ‘sweet-spot’ in optimally challenging activities, where one s neither
feeling overwhelmed nor under-challenged. When completely absorbed in
rasks set at optimal levels of challenge —not too easy and not too difficult —
one can lose track of time and even lose the sense of self. Flow experiences
have not been widely studied in foreign language (FL) education {see Egbert,
2004; see also Chapter 8 of the present volume).

The present chapter provides an in-depth analysis of research initially
reported by Dewaele and MacIntyre (2014), whofound that learners appear
to experience more foreign language enjoyment (FLE) than foreign language
classroom anxiety (FLCA), and there is a modest, negative correlation
between the two concepts. Further, Dewaele and MacIntyre found that:

greeable feeling. On t

anyone e

participants who [had] already mastered several languages, who had
reached a higher level in the FL, who felt more proficient than their
peers, who had reached [a] higher level of education and whao were older
reported significantly more FLE and significantly lower levels of FLCA.
In additior, those studying more FLs also scored significantly higher
on FLE, where[as] FLCA was not associated with studying more Els.

(Dewaele & Maclntyre, 2014: 262)

h higher FLE and higher FLCA. In addition, broad
regional differences also were reported, with North Americans showing the
highest scores on FLE accompanied by the lowest scares on FLCA; data from
Asian respondents showed the opposite pattern. The large data-set, with
over 1700 learners from around the world sampled by internet survey, will

be examined in greater detail in the present chapter, which examines the

relationship between enjoyment and anxiety, with a focus on the factorial

structure of FLE and its conceptual development. Using qualitative data we
will support the emerging concept of FLE with excerpts from respondents’
accounts of their most enjoyable language learning expetiences.

Women experienced bot




Research Questions

(1) What are the dimensions underlying FLCA and FLE, and specificauy do

anxiety and enjoyment items form two separate dimensionsé

(2) How do learners describe the elements that are conducive to episades of-

enjoyment of the Fi.2 .
™

Method

Participants

A total of 1742 multilinguals (1287 females, 449 males') filled out the

study questionnaire, described in the next section. While participants were,

overall, relatively young {mean age 24 years, SD 8.5 years), their age range

was wide, spanning 11 to 75 years, The saraple had attained various leyelg

of education, but overall was a well educated group (83% had a bachelor’s

or master’s degree). A majority (76%) of the sample was studying one FI,
Asked about how they would describe their mastery of the FL in general -
a substantial proportion self-reported as high intermediate (4L7%) or

advanced (28.2%), 0.5% reported to be beginners, 23.3% low intermediate
and 6.4% intermediate.? Asked about their relative standing in the Ff, class,
most considered themselves as average (44.2%) or above average (36.5%)
learners, relative to their classmates; smaller proportions reported being at
the extreme ends of the scale, with 2.4% reporting to be far below average
and 6.7% to be far above average, with the remaining 9.8% reporting to be
below average.

Close to half of the participants reported that they studied English as 4
EL (1 =855; 49%), followed by French (n = 276; 15.8%), Spanish (1 =218
12.5%), Dutch (s = 157, 9.0%) and German (# = 139, 8.0%).

The participants reported 90 different nationalities, including many
participants with double nationalities. The largest groups were Belgians
{n=365), followed by British (# = 244), Chinese (# =174} and Americans
(n=118), along with many smaller groups (1 < 80). Broad regional groups
were created: the largest group consisted of Europeans (i = 1171; 67.1%),
followed by Asians (1 = 229;13.1%), North Americans (n = 149; 8.5%), South
Americans (1 = 92, 5.3%) and Arabs (1 =87 ; 5.0%). The sample consisted of
456 bilinguals (26.1%), 555 trilinguals (31.8%), 415 quadrilinguals (23.8%),
202 pentalinguals (11.6%) and 70 sextalinguals (4%). The 44 remaining par-
ticipants (2.5%) reported knowledge of 7 to 10 languages. A single category
was created that included all participants with six or more languages. More
details on the sample can be found in Dewaele and Maclntyre (2014).

*The instrument

The questionnaire started with a sociodemographic section tha;
enerated the data reported immediately above. Next, participants wer

-sked to indicate to what extent they agreed with 29 items des'crléalgg
. FL class, of which 8 were extracted from the FLCA scale dev1se. ¥
e itz et ;;.:! (1986) and the rest were FLE items (see the Appendix to
H(’jrwha ter) 'Responses were recorded on a standard 5-point Likert scale
o lpdisa;gree =1, disagree = 2, neither agree nor disagree = 3, agree = 4,
(Strongl ya ree =5). Ail items referring to FLE were positively phrased. Six of
Stron'ggt légLCA items were phrased to indicate anxiety, while the other two
;ileine;gwere phrased to indicate comfort (these items were recoded when

computing total scores for the scale).

The final (open) item was: ‘Describe one specific event or episode in your

FL class that you really enjoyed, and describe your feeling in as much detail
as possible’.

The questionnaire was pilot-tested with 15 participants. This led to

the deletion of some items and the reformulation of othgrs. The rgstearcc)};
design and questionnaire obtained approval fr.om the Ethlgg 1(i)orrirnéto ﬁz >
the School of Social Sciences, History a}nd Philosophy at Birkbeck : gu t,
University of London. The final version of the questionnaire was p

online using Googleforms and an open call wag addressed to multilinguals,

including those who had participated in previous studies, asking them to

forward the call to friends, teachers or students.

Data analysis

Our approach to data analysis can be described as the éativsgﬁ;i?n
i ign (Cresswell & Plano Clark, In
variant of a convergent parallel design ( . 0
i i itati litative data are collected at the same
this design, both quantitative and qua : : he same
i ing i ici h design, especially for large samples. '
time, making it an efficient researcl : el e
e-of the quantitative data in this approach is to ide
E?IIrlF;(I)ISSiOHS undcgrlying the items that measure FLCA andl PLE. The purpose
of the qualitative data is to provide examples of the statistical dimensions,

written by learners themselves. Results provided by the two types of data .

are mixed and combined in the Discussion section below. One concern
about this type of analytic approach is that

[blecause the qualitative items are an add~on to a q}zanmtatgi ;isgi:;;;é
ment, the items generally do not resqit in a complete c<.)1;.1 based
qualitative data set. However, they provide the resear.cher Wltd emb %iSh
themes and interesting quotes that can be used to Vathtelar; oﬁr.l 8(31 |
the quantitative survey findings. (Cresswell & Plano Clark, :
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factor analysis, usi
rotation, was ysed
to form general factors. In the sec
the open-ended item that asked F
choice of data extracts reported b
had to be representative of the category, poi
In this way, we give a voice to particip
dimension to the abstract, etic statistical

procecded in two stages. In the first, an ex

dimensions,

Results

Assessing factor structure

The first step in the anal
tions underlying factor an
list-wise. Bartlett’s test
and the Kaiser-Meyer—
exceeded the recommended value of 0.6 (K.
that factor analysis of the data was possible,

The second step invelved examining the f
the factors. Factors will

+0.50 on each of the fac
mined by examining the s
and choosing the most t
plot suggested four factors but the fourth factor rece;
loading > 050} from only three items and genet.
other factors — both are signs of over-factoring

ysis examined whether

alysis. Cases with missing values were
of sphericity (y?= 18,829, d.f =

be named by considerin
tors. The number of factors

to retain was de
cree plot of eigenvalues, test;

. Therefore, a three-fac

accounted for 44.8% of the varia
The first factor explains 25.9%
obtained high positive loadings (
FLCA scale; all of the items wo

nce in the covariance matrix (see Table 9.1
of the variance. After rescaling, Factor

rded to reflect high anxiety showed positiv

> 0.50) from the eight items taken from th

the data met the assump

excluded
406, p < 0.0001)
Olkin measure of sampling adequacy (KMO = 0.91)

aiser, 1970). Thus, both suggesteq

actor structure and namin
g items that load aboye
ter- -

08 various solutions,
heoreticaily meaningful set of factors, The scree
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ated cross-loadings with

tor
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e 9.1 Resutt of the principal components analysis

Factor factor IT Factor ITT
09

i 0.76 ~0.13 0.
Heart poundmg 0.76 ~0.02 -0.07
grart = panic ‘ 0.74 -0.02 -0.19
ﬂervou.c, and confused o 2 o
Feelaﬂxious 0.70 0.02 -0.18
Other students speak better o 2 o
COﬂﬁdent shes ey 0‘62 -3.10 -0.16
Embarrassed to valinteer "0.61 o e
Don‘t worry about mistakes 0.30 . Py

ing mistakes -0,

Laugh Ofo imbarrasm g T = g;z
Lough 2 S -0.04 0.76 .
Tgnt 5P 0.00 0.73 0.01
o eaence : -0.12 0.64 0.37
Soodamotp e -0.04 0.57 0.43
Teacher is supportive —0.05 = -
Teacher is friendly o o =
Teacher is encouraging _0.14 258 =
peers e s —0'18 s 0,50 0.43
Positiye environment - = = =
s ' -0.18 0.26 02:2l
i -0.02 0.2%1 0.
Don’t get hored s = -
Lea{ntin’;erestmg things T o gzs
e -0.15 0.02 .
Express myself better _0.06 = o
Coo!l to know a FL _0.34 o =
Worthy member of the class 0.19 o L
Different person during class 0.24 o =
Can be creative - —0.19 = =
Making errors is part of learning .

-coded items showed
i ith Factor I and both of tl:lle reverse-c | ‘
EaCtOtrii(e)aglcr::%i Y;gcc];lingas (see Table 9.1). This factor clearly reflects Foreign
nega ' |
e eken aen 18.0% of the variance and received
tor accounts for 13 o

The S:BO;%)dEEg; eight items — those w1th.1<eywords Eaughda i(;i; fzz:
?ﬁlgrgoi:p f;aue common ‘legends’ (such as running ;okets), rfdgrz(;fﬁs gp{; 1-”-1,;
. , ] ' eers are nice a ]

her is supporti Iy and encouraging, p po
Imc'he;f:;nutwj:ﬂtg?tﬁf?‘igni on Factor II appear to reflect characteristics of
enviro .




abte 9.2 The oblique rotation from the three-factor solution

Ttem
Factorl
Nervous and confused

Startto panic -0.76 l
Heart pounding -0.‘75 ﬁig e
. -0. 0.02 -

v
eet_a X:IO_US - ﬁ—ﬁ———“_g___“\ ’
l -0-; 2 _0 13
N - ‘0.18 H

Factor IT Factor g

Jeetapxious ;
Other students speak better 072" ; :
Confident speaker 0.69 -0.;([]) -0.23 ¢

Embarrassed to volunteer -0-5_5_—_mo—_‘ii§“ ‘
Don"t worry abW
W' |
Laugh a Lot 0.17 0.80 o .:

. .
Tight group 0.13 0.75 o
Common ‘legends’ 0.08 0‘71 o

. . 011 o

Good atmosphere 0.23 0.71
Teacheris supportive 0.16 0.64 s
. . 0.50

Teacheris encouragin v
e g 0.16
Teacher is friendly e 3:; 0.51 -
Positive evironmany ~ —— — ——— Y. 0.47 S

Positive environment
0.29
Peers nice 0.22 3:3 s
.
e ' 0.26
joy it 0.27 0.36 0.73

It's fu b
fun 0.28 0.40 0.66
Don’t get bared 0.12 0.33 -

Learnt interasting things e
Feel proud : : 8;2 gj: o5
Express myself better 0.21 0.14 oo
Worthy member of the class 0.39 0.22 oo
Coolto knowa FL 0.13 0.19 s
Different person during class ~0.15 0.02 oo
Making errors is part of learning 0.25 0‘33 3::

Can be creative
0.28 0.16 0.34

Table 9.3 Correlation of Facto rs I-IIT

: I I T

. 1.00 0.25 0.20
0.25 1.00 0.34

Iz G.20 0.34 1.00

ExtraFtion method: principal component analysis,
Rotation method: Oblimin with Kaiser normalization,

“he social setting or the presence of other people; therefore, the factor will
pe named Fereign Language Enjoyment—Social.

The third factor explained an additional 5.9% of the variance. It
obtained high positive loadings from five items (I enjoy it, it's fun, don't get
ored, learut interesting things and feel proud). All of the items on Factor II1
appear to capture the personal reactions to learning that reflect relatively
aner thoughts and feelings and therefore the factor will be named Foreign

: Language Enjoyment—Private. Factor 1II also produced smaller, noteworthy
 loadings (> 0.30) from nine other enjoyment items, suggesting a consider-
able degree of overlap between Factors IT and II.

In Table 9.2, we present the oblique solution produced by Direct

 Oblimin rotation. The interpretation of the three factors is much the same
- and we would not choose to relabel them based on this alternative rotated

factor solution. If anything, the cblique rotation emphasizes that the two
enjoyment factors overlap to a greater extent than the Varimax rotation
shows. For example, Table 9.3 shows that Factors II and III correlate at a
modest r=0.34, Furthermore, if we use the loading > 0.30 criterion, the
number of cross-loadings increases dramatically. It should be noted also
that both FLE-Social and FLE-Private correlate significantly with FCLA
(r=-0.25 and 7 = ~0.20 respectively). The oblique rotation does not separate
the factors as cleanly as the Varimax rotation did; taken together, the results
emphasize that these three factors are related to.each other.

Selection of participants’ views on enjoyable episodes in the
FL class

One of the advantages of a mixed methods study such as this one is
that the quantitative results can be reflected in learners’ descriptions of
expetience, each enriching the interpretation of the other. In the present
case, we focus on the two FLE factors (Social and Private) that emerged
from the quantitative analyses. These factors show connections to the cat-
egories ‘Peer recognition’ and ‘Teacher recognition’ (146 and 116 comments
respectively) for FLE-Social and to the categories ‘Individual realization of
progress’ as well as ‘Authentic use of the FI! for FLE-Private (108 and 26
comments respectively), as reported by Dewaele and MacIntyre (2014). The
excerpts taken from the learners’ responses are used below to help clarify
the nature of the factors and to begin to link enjoyment to other aspects
of the learners’ experiences. If the factor analysis works to pull apart the
concept of enjoyment by isolating principal components of the experience,
the qualitative analysis below helps to put those components back together,
as learners experience them in situ.

Close to two-thirds of participants (#=1076) answered the open
question, producing a total of 52,471 words. The average length of the
feedback was only 48.8 words; that is, participants gave brief descriptions




o AR EVERTS. Bven though the descriptions are brief, it was at times
dszlcul.t to identify excerpts as indicative of only one of the fa "
recognize that other interpretations can be made, In the following qualit

tive analysis, we will identify what we see as the most salient feature;L i
the excerpts as a way to Further develop the conceptualization of FLE anodf

its components. A fuller contextualization of FLE i i
would requir i
data collection. e additiona

FLCA

The ﬁljSt factor reported above is defined by the combination of socig]
apprehension, worry and physical manifestations of anxiety in the langy .
cI.assroom. The open-ended question did not enquire abo o
directly, and only 87 participants alluded to it. Participants (who are p
and below denoted by two-letter codes, and are quoted "

tion of using the FL with their usyal teacher, their anxiety about fear of

ridicule in front of peers, and the experience of using of the FL in real-life -

communication, which helped them overcome their anxiety.

ST (fernale, 15): We had a cover teacher so I knew we would not have to -

speak French, relieved and no longer anxious, I could relax.

CC (femgle, 21): [With this specific activity] not only [you] have more
com{numcation with your classmates, and you can say what you think
Don’t have to worry about you will laugh at me, when T couldn’t expre'ssl
yourself in English, the students will help me,

LA (female, 20): I have been abroad for one year (to England and Spain)
Thgre I've spoken very little French (my L1}, I was speaking in Engﬁsﬁ
or in Spanish whenever I had the opportunity to. It made myself much
more confident (worrying less about people’s reaction, putting things
into perspective, accepting not to be always as accurate as [ wish in

what 1 am saying...) as far as now I am much more talkative when [
speak English.

Some people are worriers by nature. MI re i i )

. ) ports in the following extract

how ghe experienced FLCA both before and immediately after an ogral pres-
entation in the FL, and how happy she felt with the praise from the teacher.

MI (female, 19): T had to prepare an oral group presentation, which
lasted 10 minutes. The topic we were going to talk about wasn’t very
complicated. Still I got nervous before doing it. When we finished our
bresentation, I realized I'd forgotten something to say, but I didn't
think it could affect [the] presentation. The teacher said to me that my

ctors, and we:

ut this dimension &

| . verbatim '
uncorrected) in the following three excerpts linked their FLCA to the obliagl:f_1 o

7 pronunciation and delivery of the work was very satisfactory. At that
moment, I Felt quite proud of myself. I'm usually told that my English is
- quite good, however, I'm not a very confident person.

These comments reflect the moderate negative relationship between
FLCA and FLE (Dewsele & Maclntyre, 2014). Indeed, some participants
{inked the absence of FLCA to an increased enjoyment of the class (‘I can
relax’, ‘nobody will laugh at me’). Participant LA took a long-term perspec-
tive, explaining how the experience of being a FL user rather than just a
FL learner had reconciled her with the fact that FI, users do not need to be
petfect in order to function effectively in the target language (cf. Dewacele,
in press; Gregersen & Horwitz, 2002), which had lowered her FLCA and
boosted her self-confidence and willingness to communicate in the FL. The

~ above excerpt showed that FLCA did not stop MI from feeling proud of her
- performance.

" FLE-Social

The second factor, FLE-Social, is defined by positive feelings, encourag-
ing peers, nice teachers, and a supportive environment. A good atmosphere
among teacher and peers seems to be a crucial element in producing
enjoyment. The following three excerpts highlight the social dimensions of
FIE-Social. LT

XZ (female, 42): The atmosphere is great and all members feel com-
fortable speaking Italian. What’s more, we laugh a lot which is in my
opinion very important when learning a language!

TX (female, 45): If everyone is happy in class it gives the extra boost to
learn better and improve even though I make many mistakes both in
spoken and written language. I also learned from my classmates a lot
because since the beginning of the FL classes there [sic] were there with
me and it is encouraging to see the familiar people you have studied
with again. That gave me a sigh of relief and we are together again in the
third year with different teachers of course!

DX (male, 20): [ was telling my fellow students about my 3 month stay

in Cuba and I noticed that they really enjoyed listening to what I have

experienced, so I kept talking and I felt quite proud of how fluent I can
- tell a story. [ Felt confident and enjoyed ‘showing off” my own skills.

In all three excerpts above, the social life of the classroom clearly
comes into focus as learners engage in meaningful ways with their peers
and teachers — people ate laughing and enjoying each other’s contributions
to the group. In these excerpts, we see a cascading process of enjoyment,




226 Part 2: Empirical

and evidence for the long-term relationshi
! p development referenced i
broaden-and-build theory (Fredrickson, 2001, 2013). Enjoymef:t:drlirggfl €
es

outlward fr.om the spe.aker and returns back to her or him in a self-reinforc;

;}rfcde ltlllat is a mirror image of the self—exgcerbating nature of anxiety..U(si][1

edrickson’s te]gmmology, the sense of being familiar and comfortable i .

language group is a part of the process of building resources for the ijtilrth
?

form of social capital upon which stud
ent ;
(see Chapter 6 of this volume). nts can draw when times are tough

XL (male, 18): During the Dutch lesson, a few w

make groups and talk about photos, describe them Zeskrsnigg a\’:e (fl adbtg
[ really en]oy'ed it because the atmosphere was great and we alllD Eeslill‘la
a group of flr1ends working in a pleasant way on our photos. It hel >
everyone being confident about the FL, even though some peo. le ne Sed
more time to talk {they were helped by everybody thén). Prenceded

Social support among peers, as mentioned at the end of XUs exc
above, seems to be quite natural when a group has shared enjoyment G'erpt
thaj:l larllguage learners often must step outside their comfort zoﬁ lVEn
Facilitating effects of enjoyment can be powerful, as DD explains: o e

1[:)LD 1(f{amale, 19 Whenlwe had to perform something in my English
class to practise our intonation and such, I chose a piece from m

favourite shovx‘/. It was a speech that has to be performed with a losé
of energy and in a loud voice (which is something completely different
than my usual self}. But when I had said the first sentence, I felt relax;d
and at ease. I enjoyed it so much that [ wished the speeéh was longe

so that I would be able to continue talking. I felt almost euphoric TEaE
was the moment in which I realized how much my class had hel lecl

to advance in talking English in front of an audience. P

AF the heart of the issue seemed to be a sense of the teacher as a partici
pant in the learning situation. Some participants, such as XF noticlzd ld
appreciated the skills of their teacher in creatiné a ‘buzzin ;’ atmos }?n
where everybody feels they have learnt something by the enclg of class-p o

XF (fernale, 24): I love having a teacher who knows how to read the
roorm anFI communicate with the class. Having a skilled teacher makes
a huge difference to the answers to these questions, naturally. If I had
been answering this a few months ago, with a different teacher, m
answers would have been very different. 1 love it when the teaiche);
can de}wer appropriate content to everyone in the class without losin
people’s at'tention. [ feel like it’s been a great class when everyone ha§
beel} lealrnmg, brains have been buzzing, energy is high and youy o awa
feeling like you're Further on than you were when you entered thi: room?/

Forelgn Lanyiage ©

AY (male, 16): 1 enjoyed my MFL [modern foreign fanguage] class
when the teacher was ill and we had another teacher covering. She
was a native speaker and added in to fill our wide gaps in colloguial and
slightly less formial, more natural German. | really enjoyed that class
because everyone was included and she treated us like equals although

our grasp of the language was far from perfect.

[n both excerpts above, the students are compating teachers who create
enjoyable classes with unnamed teachers who do not. However, the dividing
line between teacher behaviour that is enjoyed versus anxiety-arousing can
e razor thin {Maclntyre et al.; 2011). A classroom atmosphere that can
sccommodate teasing and other forms of humour must be handled adeptly,
28 in the three following instances:

MH (male, 21}: When I was prepating an extra oral exercise for my
Japanese class, I had to sing a song and the teacher have to evaluate my
pronunciation ... and when 1 finished singing the teacher said joking:
please take my seat and tell me how to sing in Japanese 0 well.

SM (female, 36): 1 was surprised when she thanked me so graciously,
with the sensei honorific, and the low bow she gave, | appreciated that
it was largely for everyone’s amusement, but I enjoyed the gesture, even
though I recall wringing roy hands nervously, bowing and shaking my
head. 1t was a fun moment for the whole class.

MW (fernale, 20): remember a time when the teacher scolded me for
helping my ciass mates and ended up been ordered to go in front of the
class to correct the exercise knowing fully that T don't like attention

which made me very nervous and saying things as jokes which made the
class and teacher laugh and forget about me :)

There are many classroom activities that will be enjoyable for some,
but likely not for all learners. Although some teacher-trainers might cringe
at the techniques described in the responses of MH, SM and MW above,
the learners themselves offered thero as their example of enjoyment in the
language classroom.

Enjoyment for one might not be enjoyment for all. For example, com-
petition in the form of games or a public debate can place the focus on
developing skills in a challenging atmosphere. For some students, this is
arousing, motivating and enjoyable.

KX {female, 19): A very positive episode was D0y freshman year of high
school, before the teacher drama, when we played a partner game where
one person sat down away from a screen and the other person faced the




screen and described the word on it in Spanish. The seated partner hg
to guess the word. I LOVE competition and games really enhance n
memory, so I'd like to do things like that again. Y

RL (female, 23): During one of my speaking classes we were divided intg

2 opposite groups. One group was for, the other was against. ] can’t reg][

remember the topic of the discussion, but it'was really challenging Wy
were supposed to prepare before the class and collect some eucgu]fne:nte
data and research. As I remember this class was very fascinating, n S’
.onlly because it was a heated discussion, but also we were very invélvsg
in it and very productive; | forgot about the time. And I have an im

pression that this lesson had a great contribution into my speaking Skiﬂs-

‘Teachers would do well to keep in mind one of the key lessons from
positive psychology — the individual’s unique configuration of traitg
strengths and emotions makes it difficult to predict the reaction of individua]
students to specific exercises (Reschly ez al., 2008; Seligman et a/., 2005) :

‘O.verall, this limited collection of excerpts helps to demonst}ate th‘at a
posttive emotion such as enjoyment can have a significant social component
that works both to broaden one’s openness to new experiences as well ag
to build social relationships that serve as resources for the future. The
fsecon.d major dimension might be the one that comes to mind more easil
in thinking about enjoyment, that is, the private feeling that accompanie}s]
success in the face of difficult tasks.

FLE-Privgte

The third dimension emerging from the principal components analysis
was pamed the FLE-Private factor. Participants who mentioned expetiences
of private enjoyment in answer to the open question described the feelings
and cognition that accompany enjoyment. Consistent with the definition

of enjoyment, thoughts and feelings coalesce around a sense of accomplish-
ment,

NN {male, 22): But I can remember when [ was 14 and had French as
FL we had to learn poems and be able to recite them to the class and
the teacher would score how good we were at it. I can still remember 2
poems of Jacques Prévert even if it’s been almost ten years. I remember -
the feeling of being able to speak full sentences with perfect accents
and knowing the meaning of every single word and the sense of the
whole thing together would just start to make sense and so would other
sentences. [ remember after doing my presentation feeling like a native
French speaker, like nobody could say I was not able to speak French!

1 remember feeling happy and excited about it! I was not afraid of
speaking or making mistakes.

MX (female, 21): The exploration of lexical terms and being really
engaged in the studying of the origins of words. We were looking at
where certain words came from based on their Latin and Greek origins. |
was excited to study something different and I was extremely intrigued
with the history of words. I wanted tolearn more, I craved the knowledge
end 1 didn’t ever want to leave the class.

XY {male, 25): The teacher always begins the class with a discussion on
a random topic, usually initiated by a story told by one of the students
about his/her weekend etc. This spring [ had been travelling in Japan
with my family and I was telling about the trip and my emotions for
around 15-20 minutes. I felt very free and almost forgot [ was speaking
a foreign language because the topic was very personal and I was so
engaged.

Most episodes of enjoyment described by participants related to instances
of personal triumph within the group, moments of private pleasure at the
realization that they had progressed in the FL. This sense of accomplish-
ment is not divorced from the social dimensions of learning in a group, but
the emphasis is on personal success and pride.

EX (female, 20): Being able to answer the reafly hard questions, gives me
a great sense of satisfaction and gratification for the work I've put in.
This way you know you are not doing all the exercise for naught.

CL (female, 24): When I nailed the pronunciation on a sentence I read
out loud in my seminar group.

Fach of these examples presents positive affective states, but the term
‘pleasure’ does not seem to be strong enough to capture the essence of the
experience. Peeling that one is happy and proud, gratified and satisfied, and
that one has ‘nailed’ a difficult task are all consistent with the definition of
enjoyment. At times, this feeling can be enhanced by social comparison.

TH (female, 45): When [ answered a question no ene else in class under-
stood or knew the answer to but I did. I felt happy and proud to know
the answer.

The teacher can play a central role in stimulating FLE, but not always
in a straightforward way. At times, students seemed to form a group that
operated somewhat independently of the teacher.

IP (femnale, 16): This was not a set exercise by my teacher. Two people
next to me decided to not do the set work, choosing instead to speak to




each other about anything they wanted but it had to be in Fre .
: . nch. T
did very well and whenever they found they were stuck, they picllzzg

up a dictionary and solved their problem. As I listened I could tell ¢
became more and more confident and excited about the language
eventually [I] joined in. By the end, they both said they had Iearn%
in Fhose twenty minutes than they normally would in & week and rea]
enjoyed the feeling of accomplishment, rather than the relief of finislé'l Y
a boring workbook exercise and knowing you had no homewmlml'g
made me wish lessons were more like that all the time. “

More

Discussion

The concept of FLE is proving to be rich and multifaceted We h
rnlapolri‘;ed data analysis elsewhere showing that the FLE and PLCA scales P
s1gn1f1'cantly negatively correlated (r =—0.36) and associated with a numgrE
of sociobiographical variables (Dewaele & Maclntyre, 2014). In this chapt N
we haye looked more deeply into the conceptualization and measurengeer,
of FLE. Not oniy did the Varimax rotation of the factor analysis abont
Show that FLCA and FLE cauld be defined as separate dimensions, we aI:S
d1§covered an interesting, unanticipated differentiztion of the social and the
private components of the FLE scale. It must be emphasized, however, that
although these three factors can be separated, the oblique roéation ser\;es ?
remind us that there is a noticeable degree of overlap among them. ’

The qualitative section of the questionnaire invited participants to share
a positive experience in their FL class and that provided a treasure trove of
information. Excerpts from these open-ended responses allowed us to better
under.stand the texture of enjoyable language learning experiences, but we
consciously refrain from drawing firm conclusions from them.

The factor analysis confirms that anxiety forms a factor that is distinct
fro.m enjoyment. The concepts do not necessarily operate in a seesaw re-
Iat1on-sh1p, where one goes up and the other goes down, but rather the
function somewhat independently. One participant, LA, mentioned thaBt]
afterl having spent a year abroad, she had finally understood that nobody
outside the classroom expects FL users to be perfect. This revelation allowed
her to become more confident and more talkative in her FLs. There were
interesting examples of FLE and FLCA going hand in hand in the qualitative
dats_q, as in MW’s excerpt, where she says she said managed to overcome her
anxiety and make jokes at the front of the class, relieving her own tension and
making her peers and teacher laugh. Being filmed and made to analyse many
errors may seem to be a form of cruel punishment to some students but
another of the respondents drew satisfaction from the fact that it allowed
her to know that the numbers of errors she made decreased over time, Other

heyr
and-

carners described activities, including those with a competitive edge such as
ames and debates, that some teachers and students might prefer to avoid

- for fear of anxiety arousal. Yet, in these cases, positive emotion emerged
. from a potentially negative situation.

From a pedagogical perspective, these findings reflect many of the obser-
sations made by Gregersen and Maclntyre (2014) on ways for FL teachers
ro reduce FLCA and to beost enjoyment in the FL, or more generally to
empower the students by giving them choice in the selection of classroom ac-
tivities. From a theoretical perspective, these results conlirm the importance
of Csikszentmihalyi’s (2004) distinction between pleasure and enjoyment,
highlighting the potential risk inberent in instances of enjoyment. When
the focus is on evidence of skill development in the face of challenge, the
smotionally ambivalent tone of a classroom can resolve toward the positive
and result in the shared experience of enjoyment (see MacIntyre, 2007).

The factor analysis also produced a factor labelled FLE-Social. This factor
was composed of items with key words such as laugh, cormmon legends’, a
light grodp with teachers and peers who are #ice, encouraging and supporiive,

ositive environment and a good atmosphere. In the qualitative data, the social
side of FLE concept comes into clearer focus. Many students underlined the
importance of doing well in front of their peers, and remembered instances
whete they ‘nailed’ it, as CL pointed out. Very often these positive events
marked a new period in the student’s learning curve: there seems to be a
‘before’ that is left behind as the new skills or mastery has been recognized
in front of peers and teacher. Of course, teachers play a crucial part in
nurturing the FLE of their students; how they relate with their students
is extremely important. Teachers showing respect for the needs and limita-
tions of students was cited many times in the data (not reported here). A
teacher’s judicious praise on a particular aspect of FL production can do
wonders for a learner’s feeling of achievement. Teachers being humorous
and able to read the atmosphere in the classroom aiso were mentioned as
facilitating enjoyment. It is perhaps the ability of the teacher to read the
emotional atmosphere of the classroom, coupled with the characteristics
and experiences of the students, that allows potentially risky teaching
behaviours to produce enjoyment rather than anxiety in these cases.

Although there is a shared component of enjoyment, results also point
to a private side of the concept. Private feelings are captured in phrases
associated with Factor 111 such as enjoy 1, learnt interesting things, don't get
bored, feel proud and if’s fun. We interpret this factor as indicating an internal
sense of enjoyment in the face of challenges. The qualitative data point to
instances of an inward pride, as in discussing something deeply personal
or meaningful. There can be a sense of enjoying one’s success in spite of
obstacles presented by teachers or peers, a feeling of success that nobody
can take away, as in the case of NN. The qualitative data also provide
evidence of enjoyment of some teaching techniques that generally would




be considered risky, even if done with benevolent intent {as in excer
from MH, SM and MW). These private states suggest a contrast bet .
past and present that is recognized by the learner as evidence of la e
development, especially in difficult areas, Future research might inv g
Whether ELE—Private has significant elements of pride associated wite}?t‘lgate'
it was defined in Factor I1T, however, the emphasis would be on the p;fliijtm

&

feeling of enjoyment from accomplishi ‘thi R :
in spite of obstacles. phshing something that was difficuly and

;?xefore concluding, we must note some of the limitations of the prese o
study. Although we have a large sample, there is a tendency for the respongt 3
ents to be female, well educated, and experienced learners, This may refle t

ot

a positive bias, in the sense that participants who are willing to comp]
anonymous, voluntary, online survey about language learning ma Pste e
ones .who especially enjoy language learning. Although we were hg e
gain insight into positive experiences, we cannot claim to have 4 rzmdg o
or representative sample. The bulk of the respondents came from En -
and. the results may not generalize equaily well to all areas of the wo Iféope
addition, all of the respondents had to have access to a computer inr dIn
to complete the web-based survey, and they had to be invited by somor .
who had heard about the research project. Although the size of the s o
allows for advanced multivariate statistics, a large sample also can 1anélple
small relatio;lships being declared statistically significant. e
The qualicative analysis also produced its challenges for interpretat:
The extracts give only a brief sketch of FLE arising from a unique congnl
ence of internal and contextual factors. Participants referred to their unj .
context at one specific point in time. They varied in their choice of tem 2 Ui
focus: many described an episode that ranged from a minute to an hour \ffhl'?
some described episodes spread over the academic year. We have point’ed oLf
elsewhere Fhat ‘longer timescales could be linked to qualitatively different
interpretations of enjoyment’ (Dewaele & Maclntyre, 2014: 255; see also
Chaptler 11 of the present volume), The categorization,of episodes,was also
comphcated. by the fact that some respondents described specific events bﬁt
otherg described a pattern of events or their perceptions of their clagsroom
experience rather than the experience itself. Some participants spontane-
ously mentioned other positive emotions, such as pride and satisfaction
and others referred to negative emotions such as ELCA. J
Thematic categorization. of verbal data is a messy affair, as many ob-
servations touched upon multiple themes and could therefore have }Leén
categorized differently. Even brief entries, such as the comment reported
above by SM who was thanked by her Japanese teacher with an amusing
and exaggerated honorific, can produce multiple themes. Although th§
dominant theme in her response was identified as teacher skills, theré are
also elements of teacher and peer recognition, and even & hint of anxiety.
The development of the concept of FLE would be facilitated by qualitativé

,_:COnce )
a0 explore the correlates, predictors and consequences of the dimensions

of FLE. Detailed qualitative analysis is needed to further contextualize
enjoyment

ethods such as in-depth interviewing or focus groups that could provide
chet, contextualized detail about enjoyable language learning episodes.
Yet, in spite of (or perhaps because of) the challenges encountered in

ihis project, we are hopeful that future research will further clarify the

ptualization and measurement of FLE. Further quantitative research

within learners’ experiences. With additional research and the
brings, we anticipate that the FLE concept will take its rightful
Jace among variables relating to individual differences known to affect the

janguage learning process.

Conclusion

Foreign Language Enjoyment can be defined as a separate dimension
from Poreign Language Classroom Anxiety. Although a modest negative
correlation exists between them, they certainly do not overlap completely.
We have evidence to support our previous claim that absence of FLCA does
not automatically mean that FLE is present (Dewaele & Maclntyre, 2014),
although it is possible for FLE to be accompanied by FLCA. The present study
also highlighted the fact that there are shades of meaning within FLE. One
important dimension is social, in other words, the satisfaction that a learner
can draw from a buzzing, positive FL classtoom. A second dimension reflects
private thoughts and feelings, including the internal pride and satisfaction a
learner can experience when something difficult has been achieved. Finally,
the positive atmosphere can be created by teachers but also by students, ot
by a combination of them as the comments revealed: many positive experi-
ences reported by participants involved activities organized by the teacher
that gave students a degree of freedom and latitude. These results help to
reinforce the understanding that learners are not to be considered as passive
recipients of knowledge but as active pursuers of linguistic know-how,
authentic communicators in the FL, and valued members of the classroom’s
speech comnmunity.

The learning of a FL takes years and it is hard work. It is not surpris-
ing, then, that beginners do not enjoy the FL as much as advanced learners
(Dewaele & MacIntyre, 2014). But learners at any level can have a break-
through moment — it could involve correct pronunciation, a perfect accent
in one sentence, making people laugh, or the ability to keep the floor for a
long time because of an authentic interest of peers and teachers. As self-
confidence grows, FLCA can be controlled as FLE is boosted. Given that the
nature of FLE implies risk to the sense of self, the goal is not to eliminate
FLCA any more than a runner would wish to eliminate one of her feet




(e\{en the sore, aching one). Learners will find their balance when both fee

enjoyment and anxiety, are brought into equilibrium. This is not mea ;
to imply equal amounts or a linear process, but a sense of (:oordinat'nt
between anxiety and enjoyment. o

Appendix. The Questionnaire Items -

The FLE scale

To what extent do you agree with the following statements?
[Strongly disagree; Disagree; Undecided; Agree; Strongly agree]
* Tcan be creative
* [can laugh off embarrassing mistakes in the FL
+ ldon't get bored
* lenjoyit
* TIfeel as though I'm a different person during the FL class
* Ilearnt to express myself better in the FL
* I'm a worthy member of the FL class
* ['velearnt interesting things
* In class, I feel proud of my accomplishments
* It’s a positive environment
* It’s cool to know a FL
* It'sfun
* Making errors is part of the learning process
*  The peers are nice
* The teacher is encouraging
« The teacher is friendly
* The teacher is supportive
* There is a good atmosphere
¢ We form a tight group
* We have common ‘legends’, such as running jokes
* Welaugh alot

The FLCA scale

* EvenifIam well prepared for FL class, | feel anxious about it

* lalways feel that the other students speak the FL better than [ do

* Ican feel my heart pounding when I'm going to be called on in FL class
* Tdon’t worry about making mistakes in FL class (reverse-coded)

* Ifeel confident when I speak in FL class (reverse-coded)

* Iget nervous and confused when I am speaking in my FL class

* Istart to panic when I have to speak without preparation in FL class

* It embarrasses me to volunteer answets in my FL class

Notes

1) Sixdid not indicate their sex.
7) The proportions were calculated for the 1044 participants who responded to this

question.
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