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Abstract

Maintaining mental health during study time is crucial for students, 
particularly those enrolled in the Ph.D. program. Boredom as one type 
of mental health problems is occasionally regarded as inconsequential, 
but in fact has a significant impact on Ph.D. students and the effectiveness 
of their study. Therefore, this research aims to evaluate the context-
dependent view of how and why Ph.D. students experience boredom 
during their studies from three frameworks of context: institutional, 
emotional, and situational. A survey study was conducted involving 23 
Ph.D. students registered at three state Indonesian universities offering 
English Language Education Doctoral Program in the country. The data 
were collected through a questionnaire containing both open-ended and 
closed-ended questions referring to the three contexts of boredom. The 
collected data were then coded based on these three contexts. The results 
show that 60.9% of the participants experienced intermediate, 21.7 % 
experienced low, and only 17.4% experienced high levels of boredom 
with the emotional aspect being the highest reason. Additionally, a small 
number of participants indicated in the open-ended responses that they 
did not experience boredom at all. In light of the findings, this study 
underscores the importance of continuing to support and maintain the 
favourable conditions experienced by Ph.D. students in the country. 
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INTRODUCTION

Many Ph.D. students, who are generally adults, pursue their doctoral degrees because they 
find learning interesting, important, and beneficial, and because they are motivated to invest 
considerable time and energy into it (Xie et al., 2022). However, many researchers have 
discovered that this energy can easily drop in the running of academic life due to a variety of 
factors and reasons depending on the backgrounds of the students (McAlpine et al., 2022; van 
Rooij et al., 2021). Furthermore, there are also increasing assumptions that the experiences 
of Ph.D. students differ from those of students at other academic levels, and that their mental 
health issues are the representation of their academic journey (Mackie & Bates, 2019). Hence, 
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it is assumed that Ph.D. students' mental health problems may adversely affect their physical 
health, interpersonal relationships, academic output, and work performance, which possibly 
lead to doctoral program attrition. 

Many Ph.D. students are reported to have dropped out of their study within the first two years 
of the program (Wollast el al., 2018). The high attrition rates among Ph.D. students have 
become a big concern, with reported dropout rates ranging significantly across various 
international contexts. For instance, in Finland and Denmark, attrition rates have been reported 
to reach as high as 70% (Cornér et al., 2021). In Hungary, the dropout rate for doctoral students 
is approximately 20% (Szigeti, 2019). Similarly, research by Laufer and Gorup (2019) indicates 
that approximately 50% of international doctoral students in Western Europe discontinue their 
degrees. Moreover, a comprehensive analysis conducted by Satinsky et al. (2021) highlights 
that depending on the country and specific discipline, attrition rates for Ph.D. students can fall 
within the range of 30% to 50%. In Indonesia, specific data on Ph.D. student dropout rates are 
not currently available; however, the overall university student dropout rates have shown an 
increasing trend. According to Nurmalitasari et al. (2023), citing data from the Indonesian 
Higher Education Database, university dropout rates rose from 3% in 2018 (245.810 students) 
to 8% in 2019 (698.261 students). Therefore, in order to encourage the accomplishment of 
the Ph.D. study, it is beneficial to explore and then maintain the emotional well-being of the 
students (de Caux, 2019; Muniroh, 2019). One of the many issues that arise in addressing and 
maintaining the mental health of Ph.D. students during their academic life, yet still less 
researched, is boredom (Li, 2021; Pawlak et al., 2020).

Boredom is described as a combination of an objective lack of neurological excitement and a 
subjective psychological state of dissatisfaction, frustration, or disinterest (Putwain et al., 2018). 
However, most educational studies focus on the subjective psychological state of boredom 
due to its complexity (Kenah et al., 2018), its relevance to academic contexts (Haager et al., 
2018), its potential to improve student well-being (Tam et al., 2021), and ethical concerns 
related to studying neurological aspects in academic settings (Locher & Bolander, 2019). 
As such, focusing on the subjective psychological state of boredom allows for a deeper 
understanding of the individual experiences and perceptions that contribute to boredom 
(Schwartze et al., 2021). Therefore, by examining the subjective psychological state of boredom, 
researchers can gain a more comprehensive understanding of the context-dependent factors 
contributing to boredom. 

Specifically, boredom is a multidimensional emotion with five components of affective (an 
upsetting, negative feeling), physiological (a non-optimal level of passion), cognitive (a low 
level of attention, the feeling that time is dragging on), motivational (lack of willingness towards 
the prevailing activity/situation), and expressive (a slouched posture, sleepiness) (Finkielsztein, 
2020). In addition, to clarify its distinction from closely related constructs, the importance of 
delimiting boredom from concepts such as weariness, fatigue, apathy, and disengagement 
should be acknowledged. Weariness and fatigue, often imply physical tiredness and exhaustion, 
while boredom primarily pertains to a mental state (Agrawal et al., 2022). Apathy typically 
involves a lack of motivation or emotional response, whereas boredom may encompass 
a temporary absence of interest (Goldberg et al., 2011). Disengagement often suggests a 
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withdrawal from an activity or situation, while boredom may coexist with active participation 
but with a sense of unfulfillment (Vekkaila et al., 2011). However, it is essential to acknowledge 
that these constructs can interact and overlap in complex ways, and their boundaries are not 
always rigid (Elpidorou, 2022). Understanding these distinctions helps to frame the discussion 
of boredom in the context of Ph.D. students' experiences, highlighting the specific aspects of 
boredom that are relevant to their academic journey.

A review of boredom studies in educational contexts such as Ph.D. experiences reveals boredom 
as a self-disruptive academic emotion that frequently has a detrimental effect on motivation, 
cognition, and overall performance. This kind of boredom introduces a new concept of what 
is called academic boredom. Academic boredom might be considered a relatively recent concept, 
yet it is nonetheless relevant and rising in educational contexts (Özerk, 2020). It has far-reaching 
consequences, such as larger emotional dynamic and other characteristics discovered to 
negatively influence the ways students learn and the quality of their universities (Sharp et al., 
2021). Furthermore, in the practice of learning, academic boredom usually occurs and has an 
adverse effect on student performance and participation in various learning practices at 
various levels. As a result, academic boredom might be considered as an unexpected indicator 
of possible unsuccessful engagement in valuable achievement in the student’s academic life 
(Westgate & Wilson, 2018).

Academic boredom is one of the most frequently experienced and easily observed emotions, 
especially in the foreign and second (L2) language classroom. However, it has received less 
empirical attention than other learner variables such as enjoyment (Ardi et al., 2024; Dewaele 
et al., 2022; Kruk et al., 2022a; Li, 2021; Zhao & Yang, 2022), interest (Daniels et al., 2015; 
Putwain et al., 2018; Xie et al., 2022;), or anxiety (Alrabai & Alamer, 2022; Li & Wei, 2022; Shao 
& Parkinson, 2021; Shen, 2022). As academic boredom can cause significant harm to student, 
potentially signalling more serious mental health disorders during their academic journey and 
even leading to negative outcomes like substance use or self-harm (Satinsky et al., 2021; 
Tempelaar & Niculescu, 2023), it is important to identify the causes of boredom to properly 
diagnose it (Westgate, 2020). Moreover, the signs of being bored are often underestimated 
most of the time. Even with something as basic as reading an L2 article, students might 
experience anxiety and irritation, be distracted, check the time and count the remaining pages, 
or give up and glance at the phone. In this regard, academic boredom might be in the form of 
being a seemingly small occurrence that results in the more profound issues of how and why 
one might feel this way. Therefore, it is crucial and necessary to obtain more empirical evidence 
on this issue.

Understanding the implications of boredom among Ph.D. students also necessitates an 
exploration of the sociocultural context within the country's higher education. In the Indonesian 
context, the pursuit of doctoral degrees has transcended a merely personal ambition, becoming 
more imperative for university lecturers driven by both individual aspirations and institutional 
mandates as many ranking policies are based on academic qualifications as well. For example, 
government regulations, notably those enforced by the National Accreditation Board of Higher 
Education (BAN-PT), underscore the pivotal role of Ph.D. qualifications in the accreditation 
process of a study program. The percentage of lecturers holding doctoral degrees offers 
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a significant possibility for a study program to achieve the esteemed Unggul (Excellent) 
accreditation status. Consequently, the pursuit of advanced degrees has become a compelling 
obligation, reshaping the sociocultural landscape of Indonesian academia. In light of these 
dynamics, it becomes imperative to explore phenomena such as academic boredom within 
this unique context, highlighting the intricate interplay between educational policies, 
institutional expectations, and individual experiences.

At last, similar to the fact that diseases are defined not by their outward symptoms (e.g., flu, 
cold), which may be common in several diseases, but more by their unique pathogens (e.g., 
the influenza virus), emotions should be fundamentally dictated by their particular inputs 
rather than their outcomes (Barrett, 2006). However, it is difficult to explain how and why 
boredom can occur in one's academic life because what always happens to one’s life depends 
on every context of one’s life background and daily life. In dealing with this problem, some 
researchers have identified that “unique inputs” and contexts can be the causes of academic 
boredom. Based on the findings of the previous studies (Coşkun & Yüksel, 2022; Daniels et al., 
2015; Derakhshan et al., 2021; Kruk et al., 2022a ; Li, 2021; Li et al., 2023; Nakamura et al., 
2021; Pawlak et al., 2020; Sharp et al., 2021; Westgate & Wilson, 2018; Xie et al., 2022; Zhao 
& Yang, 2022), it can be concluded that boredom happens because of these three big reasons: 
instructional, emotional, and situational, even though it does not mean that the causes are 
limited to these three big issues. More exploration of the context-dependent view of the stu-
dents is needed to investigate the growing focus on other individual factors as further research 
(Kruk et al., 2022b). Inspired by this concern, this current study is intended to explore more 
comprehensively how and why Ph.D. students specifically Indonesian experience boredom 
viewed from the pre-conceived categories of instructional aspect, emotional aspect, and 
situational aspect. Apart from these three aspects, other possible categories might emerge 
from the data.

LITERATURE REVIEW

The issues of boredom in higher education have been administered over class-related aspects 
(Coşkun & Yüksel, 2022; Derakhshan et al., 2021), environmental aspect (Westgate & Wilson, 
2018), attribution theory (Xie et al., 2022), situational influence (Daniels et al., 2015), 
psychological factors (Li, 2021;  Li et al., 2023; Zhao & Yang, 2022), learner-internal and 
learner-external factors (Li, 2021; Nakamura et al., 2021), disengagement, monotony, 
repetitiveness and lack of satisfaction and challenge (Pawlak et al., 2020), teacher, student, 
and activity factors (Kruk et al., 2022a), and study-related and class-related factors (Sharp et 
al., 2021). In the quest to develop a more context-dependent understanding of boredom, the 
researchers reviewed previous studies and adapted certain terms to construct an instrument 
that addresses the existing gaps and that aligns with the objectives of this study. As a result, 
the researchers have identified and categorized three distinct aspects contributing to boredom 
among Ph.D. students, namely instructional, emotional, and situational. These three facets, 
while built upon insights from prior literature, represent a novel approach to understanding 
and categorizing the nuanced experiences of boredom among Ph.D. students. Through an 
adaptation of the existing terms, the researchers have tailored these facets to provide a more 
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comprehensive framework to address the under-researched concerns in the current 
understanding of boredom in Ph.D. education. 

Instructional aspect
 
In the multifaceted landscape of educational settings, boredom often emerges as a prevalent 
challenge for students. This phenomenon can be attributed to various factors within the 
instructional aspect, which comprises the fundamental elements of teaching and learning 
experiences (Amiri et al., 2022; Solhi, 2021; Qin, 2022; Yan et al., 2023; Zawodniak et al., 2023). 
The instructional aspect encapsulates the intricate interplay between educators, the learning 
materials, and the tasks and activities presented to students. An in-depth exploration of these 
instructional components can reveal critical factors contributing to boredom among Ph.D. 
students. Hence, there are three big issues that come up in the teaching and learning process 
that make the students feel bored namely teacher-related factors, learning material factors, 
and class task and activity factors. 

Teacher-related factors

Teachers play a pivotal role in shaping the classroom experience, and their behaviours can 
significantly impact students' engagement and interest (Ardi et al., 2023; Cents-Boonstra et al., 
2021; Li et al., 2023; Zheng, 2021). Five dimensions of teacher-related factors have been 
associated with boredom among students. The first dimension is lack of engagement. The 
students often report experiencing boredom when teachers exhibit a lack of enthusiasm or 
engagement in the subject matter (Derakhshan et al., 2021; Dewaele & Li, 2021; Wang, 2023). 
This can manifest as teachers delivering monotonous monologues or failing to make the 
content engaging (Hughes, 2023). The second dimension relates to uncaring and unsupportive 
attitude. Teachers' attitudes and interactions with students can influence their level of 
interest. An uncaring or unsupportive attitude from teachers may contribute to student 
boredom (Kruk et al., 2017). The third is teacher-student communication. Difficulties in effective 
communication between teachers and students, or instances of teachers being unfriendly or 
impolite, have been linked to student boredom (Daschmann et al., 2014; Kruk & Zawodniak, 
2018). The fourth dimension covers teacher responses. When teachers provide insufficient 
feedback or appear uninterested in the class themselves, students are more likely to experience 
boredom (Cui et al., 2022; Dumančić, 2018; Kruk & Zawodniak, 2018; Tam et al., 2020). The 
fifth is teacher confidence. Students may also experience boredom when they perceive that 
their teachers lack confidence or are not adequately prepared for lessons (Derakhshan et al., 
2021).

Learning material factors

The choice and presentation of learning materials also contribute significantly to student 
boredom (Li et al., 2023). Key aspects include class preparation and management. Poorly 
organized or unprepared lessons, as well as a limited variety of teaching tools, can result in 
student boredom (Kruk et al., 2017; Kruk & Zawodniak, 2018). The next aspect is content 
relevance. Boredom can occur when students find the curriculum content uninteresting or 
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overly challenging, leading them to disengage from the learning process (Cui et al., 2022; 
Derakhshan et al., 2021). The last is subject perception. Students may label a subject as boring 
when they perceive the materials as dull or unengaging (Derakhshan et al., 2021).

Class task and activity factors

Tasks and activities assigned in the classroom often play a pivotal role in students' experiences 
of boredom. Key dimensions of class task and activity factors include, first of all, repetitiveness 
or lack of challenge. Tasks that are repetitive, unchallenging, or overly difficult are believed to 
lead students to boredom (Derakhshan et al., 2021; Kruk & Zawodniak, 2018; Li et al., 2023; 
Pawlak et al., 2020). The next factor refers to interest and perceived purpose: Students may 
become bored when working on tasks they find uninteresting or lacking a perceived purpose 
(Derakhshan et al., 2021; Wang, 2023). The last is task autonomy. Both low and high levels of 
task autonomy can contribute to boredom among students (Derakhshan et al., 2021; Kruk & 
Zawodniak, 2018).

Emotional aspect

The emotional aspect, also referred to as the self-conflict or subjective aspect (Nakamura et 
al., 2021; Ouaja et al., 2020), constitutes a significant dimension of boredom experienced by 
Ph.D. students. This aspect pertains to the intricate relationship between an individual's 
emotional well-being, mental health, and their susceptibility to boredom. Three critical factors 
and manifestations identified to be associated with the emotional dimension of boredom are 
interpersonal communication challenges, physical and psychological fatigue, and academic 
self-concept.

Interpersonal communication challenges

The first crucial aspect of the emotional dimension of boredom is interpersonal communication 
challenges. Ph.D. students may experience boredom when they lack meaningful social 
interactions and connections with their peers, mentors, or colleagues (Corsini, 2022; Kenah 
et al., 2022; Wang, 2023). This can be particularly evident in cases where Ph.D. students feel 
isolated or unsupported in their academic journey (Kalubi et al., 2020; Sverdlik, 2022). The lack 
of meaningful social interactions can contribute to a sense of detachment and disengagement, 
leading to increased boredom among Ph.D. students (Derakhshan et al., 2021; Jackman et al., 
2023; Kruk, 2016). Additionally, difficulties in effective communication and collaboration with 
others can also contribute to feelings of boredom (Doumit et al., 2023). Therefore, Ph.D. 
students who struggle to effectively communicate their ideas or collaborate with others may 
feel disconnected and unstimulated (George & Hughes, 2023), resulting in boredom. 

Physical and psychological fatigue

Physical and psychological fatigue is further components of the emotional aspect that can 
exacerbate boredom. Ph.D. students may experience exhaustion due to the demands of their 
rigorous academic commitments, leading to a diminished capacity to engage actively with 
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coursework (Furlong et al., 2021). The demanding nature of Ph.D. programs, including long 
hours of research and study, can lead to physical exhaustion and fatigue (Nakamura et al., 
2021). This physical fatigue can manifest as a lack of energy and motivation, making it difficult 
for Ph.D. students to engage actively in their work and leading to decreased interest and a 
sense of boredom. Furthermore, the psychological toll of the Ph.D. journey can also contribute 
to boredom (Sharp et al., 2021). The intense pressure, self-doubt, and isolation that many 
Ph.D. students experience can take a toll on their mental well-being and contribute to 
emotional exhaustion and psychological fatigue (Friedrich et al., 2023; Sarikaya & Çağlar, 2021). 
Therefore, the combination of physical and psychological fatigue can lead to a decreased 
ability to focus and decreased interest in academic work (Wiesenthal et al., 2023), and an 
overall sense of boredom among Ph.D. students. 

Academic self-concept

Academic self-concept is another factor that can influence boredom among Ph.D. students. 
The perception that one's academic abilities and achievements may not align with their own 
personal expectations or societal standards can contribute to feelings of boredom (Yacek & 
Gary, 2022). This misalignment between academic self-concept and expectations can create 
a sense of dissatisfaction and detachment from the academic journey (Arens et al., 2020; Guo 
et al., 2022), leading to increased boredom among Ph.D. students. These feelings of boredom 
can be magnified by the rigid structure and hierarchical nature of many Ph.D. programs, where 
students often feel like small cogs in a large academic machine rather than active and valued 
contributors to their field of study (Lau & Pretorius, 2019; Tuma et al., 2021). Therefore, the 
misalignment between academic self-concept and expectations, along with the hierarchical 
nature of Ph.D. programs, can contribute to feelings of detachment and boredom among Ph.D. 
students during their academic journey (Kruk, 2016; Westphal, et al., 2018). Consequently, 
this sense of detachment and dissatisfaction can lead to a decreased quality of academic life 
for Ph.D. students, as they struggle to find a sense of purpose and fulfilment within their 
academic pursuits (Cornér et al., 2021). 

Situational aspect

The situational aspect broadens the comprehension by encompassing external factors within 
the institutional research environment. To better understand boredom, it is crucial to examine 
how these dimensions intersect and influence one another., it is crucial to examine how these 
dimensions intersect and influence one another. The situational aspect, often regarded as the 
environmental facet, elucidates how external conditions, resources, and pressures in the 
academic setting interact with instructional and emotional factors to shape students' experiences 
(Hagenauer, 2018; Hansen & Mendzheritskaya, 2017; Fuente et al., 2020). This exploration 
seeks to provide an in-depth understanding of how situational elements interconnect with the 
instructional and emotional facets, shedding light on the intricate web of context-dependent 
boredom within the realm of doctoral education. In this endeavour, institutional research 
resource accessibility, academic support structures, and career-related demand contribute to 
the boredom experience in Ph.D. education.
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Institutional research resource accessibility

The availability and accessibility of research resources, including libraries, laboratories, and 
funding opportunities, significantly shape the academic experiences of Ph.D. students (D’Coutu 
& Rosenhan, 2017; Naylor et al., 2017), extending its influence into the realm of boredom. 
When these resources are constrained, whether due to budget limitations or infrastructure 
deficiencies, students may grapple with frustration and a waning interest in their research 
activities (Desmennu & Owoaje, 2018). Access to this research resources is fundamental for 
research progress, and limited accessibility can intensify feelings of monotony as students 
struggle to procure relevant materials (Wirtz et al.,2018). These institutional research resource 
constraints intricately intersect with instructional and emotional dimensions, adding layers of 
complexity to the context-dependent view of boredom in Ph.D. education.

Academic support structures

Effective mentorship programs can significantly influence Ph.D. students' engagement and 
satisfaction with their academic journeys (Zheng et al., 2019). In institutions where structured 
mentorship is lacking, students may experience a sense of aimlessness and disconnection from 
their research (Marx et al., 2021), increasing the risk of boredom. Conversely, institutions with 
robust mentorship initiatives can provide students with a sense of purpose and direction, 
mitigating the likelihood of boredom (Al-Makhamreh & Stockley, 2020; Gillani et al., 2023). 
Furthermore, fostering interdisciplinary collaboration within academia can inject diversity and 
intellectual stimulation into students' research experiences (Bice et al., 2022). Institutions that 
encourage collaboration across departments or research groups enable students to perceive 
the broader relevance of their work, countering the boredom that can arise from a narrow 
focus (Salinas-Perez et al., 2019). Additionally, institutions that prioritize work-life balance 
through policies like flexible working hours or family support programs can enhance overall 
well-being and motivation, thereby reducing susceptibility to boredom (Naylor, 2017). These 
academic support structures intricately intersect with the instructional, emotional, and 
situational dimensions, contributing to a comprehensive understanding of boredom within 
the context-dependent view of Ph.D. education.

Career-relared demand

Institutions may inadvertently contribute to the emergence of boredom among Ph.D. 
students when they fail to recognize the competing demands between students' academic 
responsibilities and their professional and personal roles (Haider & Dasti, 2022; Krannich 
et al., 2018). While robust career counselling and clear paths toward career advancement are 
beneficial, the inability of institutions to adequately address work-life balance and professional 
responsibilities can exacerbate emotional distress, leading to feelings of stagnation and 
disinterest (Plakhotnik et al., 2021). Many Ph.D. students experienced situational boredom 
due to the challenge of managing multiple roles simultaneously, such as balancing doctoral 
research with job commitments and family responsibilities (Hjálmsdóttir & Rafnsdóttir, 2022). 
For example, they noted difficulties managing their time effectively between doctoral studies 
and employment or dealing with heavy workloads at their workplace or home. These 
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additional demands significantly drain energy and attention away from academic tasks, 
increasing the emotional burden and risk of boredom (Haider & Dasti, 2022). Thus, 
institutional support should consider not only direct career preparation but also mechanisms 
to help students navigate and balance their various life roles to maintain motivation and 
prevent boredom.

METHOD

This study adopted a mixed-methods research paradigm, which combines both quantitative 
and qualitative approaches to provide a comprehensive understanding of the context-dependent 
aspects of boredom among Ph.D. students in English Language Education (ELE) programs. The 
choice of a mixed-methods paradigm is grounded in several justifications following Creswell 
(2009). The multifaceted nature of boredom requires a holistic examination that goes beyond 
the limitations of a single methodological approach. Quantitative data collection through 
surveys allows for the systematic assessment of the prevalence and patterns of boredom 
experiences among Ph.D. students. These surveys are designed to provide numerical data that 
can be statistically analysed to identify trends. In addition, qualitative data collection methods, 
open-ended questions within the surveys, are employed to delve into the underlying causes 
and personal experiences of boredom. Qualitative data allow participants to express their 
thoughts and feelings in their own words, providing richer insights into their perceptions of 
boredom. The mixed-methods approach also aligns with the study's objective of exploring the 
instructional, emotional, and situational aspects of boredom among Ph.D. students.

Participants

This research involved 23 Ph.D. candidates, 16 females and 7 males, from three Indonesian 
state universities offering Doctoral Programs in ELE. The involvement of these participants 
aimed to encompass a comprehensive spectrum of academic progression stages ranging from 
the third semester to beyond. The rationale behind such participant selection exclusively from 
these three state universities was predicated on the availability of Doctoral Programs in 
ELE at these institutions. It is worth noting that, according to the data accessed from the 
Indonesian Higher Education Database (https://pddikti.kemdikbud.go.id/), as of the odd 
semester in 2022, the doctoral programs in ELE in Indonesia were concentrated within 
three provinces: East Java Province (University A), South Sulawesi Province (University B), and 
West Java Province (University C).

In recognition of the practical constraints inherent to this study, a convenience sampling 
technique was employed. This strategic decision was underpinned by careful consideration of 
resource availability and the distinctive research context. More specifically, questionnaires 
were disseminated to potential participants, reflecting the target population encompassing 
ELE Doctoral Programs across the aforementioned universities. Following three weeks 
of awaiting responses, a total of 23 students submitted fully completed questionnaires. 
Furthermore, it is noteworthy that these 23 students concurrently held positions as faculty 
members at their respective affiliated universities, with a range of academic ranks spanning 
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from lecturer to associate professor. It is imperative to acknowledge that the adoption of the 
convenience sampling approach, though contextually justified, may introduce implications 
regarding the generalizability of the research outcomes (Dattalo, 2010). Consequently, the 
study's limitations stemming from this sampling methodology would be conscientiously taken 
into account during the interpretation of the findings.

Instruments

The instrument that was used to collect data in this study was a questionnaire. As the researchers 
explored the context-dependent view of boredom, drawing upon previous research on the 
measurement of boredom (Kruk et al., 2022b; Pawlak et al., 2020; Sharp et al., 2021), the 
adapted questionnaire from those studies used to collect the data was composed of 35 items 
representing 3 factors as mentioned in the theoretical framework. Before the questionnaire 
items, the researchers wrote an introduction about themselves, the purpose of the survey, 
instructions on how to fill in the questionnaire, and the statement that the survey was 
voluntarily-based and confidential.

In the first part, the researchers collected demographic data such as education level and 
position in the institution (non-faculty member, instructor, assistant professor, or associate 
professor). These demographic data then would be used if there is an indication of a correlation 
between the findings of boredom and the participants’ background. Then, to answer the 
three kinds of aspects of boredom i.e Instructional, emotional, and situational, a total number 
of 35 items of questions were given to the participants which consist of 14 items exploring the 
instructional aspect of boredom, 11 items exploring the emotional aspect, and 10 items 
exploring the situational aspect. The data would be presented in the quantitative form of 
percentages. A 4-point Likert scale was used in accordance with the logical way of thinking 
that the bigger the number, the higher the level of agreement is; i.e. 4 stands for “strongly 
agree”, 3 for “agree”, 2 for “disagree” and 1 for “strongly disagree”.  In the effort to enhance 
the dependability of the obtained data, the questionnaire was validated by a pilot study 
conducted with seven ELE Ph.D. students who were not the participants of the current study 
but were closely similar to the target participants in terms of semester, status, and position. 
As a result, the Cronbach Alpha value of this stage was 0.978, proving the high reliability of 
the questionnaire. Based on the comments given in this stage, there were some revisions to 
the questionnaire. The revision was done on the wording such as ‘’The English class bores me’’ 
into ‘’The courses during my Ph.D. journey bore me’’ and other words of ‘’English’’ were 
changed into ‘’courses’’.  There was also another suggestion to delete some questionnaire 
items since they had similar meanings to other questions. At first, there were 89 items, and 
then they were simplified into 35 closed-ended items.

In the second part of the data collection process, the participants were presented with four 
open-ended questions aimed at exploring their context-dependent views of boredom in 
greater detail. These questions were strategically designed to provide a comprehensive 
understanding of the various facets of boredom experienced by the Ph.D. students in ELE 
programs:
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1.	 The participants were asked to identify the aspects of boredom in language classes 
(instructional aspect, self-conflict aspect, or situational aspect) that they found most 
boring and to elaborate on their reasons for this perception.

2.	 The participants were prompted to reflect on whether the intensity of their boredom 
varied at different phases of their classes, including the beginning, middle, and end, 
and to provide insights into the factors influencing these fluctuations.

3.	 To gain a longitudinal perspective, the participants were encouraged to share their 
personal experiences of boredom throughout their last three years as Ph.D. students, 
shedding light on the evolving nature of boredom over time.

4.	 Finally, the participants were invited to consider additional factors beyond the 
theoretical framework that they believed contributed to their experiences of boredom 
during their Ph.D. journey.

Data collection

During the study's initial phase, the questionnaire was sent online to the participants by using 
a Google form. Due to the social separation induced by the COVID-19 outbreak and the great 
geographical dispersion of the respondents who stay across cites in Indonesia, it was not 
possible to collect the questions offline. 

Data analysis

To summarize the sets of numerical data gained from the closed-ended questions in the ques-
tionnaire, the descriptive statistical analysis was employed. By providing the mean and the 
range (minimum and maximum values) of the variable, it was expected that the respondents’ 
answers would be described more professionally. All the statistical data were done with the 
assistance of the statistical program of SPSS. Each of the aspects was analysed and categorized 
into 3 levels: low, intermediate, and high which were adapted from van Tilburg et al. (2022). 
The calculation is presented in Table 1 and the category description is presented in Table 2. 

Table 1
Boredom category

X = Score, M = Mean, SD = Standard Deviation

Based on the definition provided by van Tilburg et al. (2022), descriptors about boredom for 
each category can be seen in Table 2.
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Table 2
Category description

The qualitative data obtained from the four open-ended questions in this study were subjected 
to a rigorous thematic analysis, aiming to uncover and elucidate the multifaceted dimensions 
of boredom experienced by the students. To comprehensively analyse this qualitative dataset, 
the researchers employed a thematic coding approach, identifying recurring patterns, themes, 
and subcategories that encapsulate the richness and complexity of the participants' responses. 
The coding process involved systematically categorizing the participants' narrative responses 
into distinct aspects and subcategories that reflect the diverse facets of academic boredom 
within this specific context. Drawing upon extensive discussions and considerations outlined 
throughout the research methodology, the researchers have devised a comprehensive coding 
framework comprising three overarching aspects: Instructional Context, Emotional Context, 
and Situational Context. Each of these aspects is further subdivided into specific subcategories 
or themes that were indeed foundational in systematically organizing and interpreting 
participants’ experiences into broader thematic categories, providing a nuanced exploration 
of different boredom experiences.

Table 3
Closed-ended question result coding
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RESULTS

The final calculation of the data differed significantly from those of the majority of the prior 
studies, which made the findings unique. Overall, the intermediate category consistently 
emerged as the most prevalent, surpassing the incidence rates observed in the respective low 
and high categories. To provide a quantitative perspective, the low category had a higher 
prevalence at 21.7%, encompassing five participants, whereas the high category accounted 
for a comparatively lower proportion at 17.4%, involving four participants. Furthermore, when 
combining the low and intermediate categories, the cumulative percentage reached 82.6%, 
indicating that the vast majority of participants fell within these two levels of boredom. 
A comprehensive aggregation of outcomes across all aspects is detailed and presented in the 
ensuing section.

Table 4
Boredom category

The study's outcomes were also categorized into four distinct dimensions of boredom namely 
instructional, emotional, and situational. Additionally, an unexpected category, labelled as the 
'boredom-free' category, emerged during the data analysis process.

Instructional boredom

The analysis of the questionnaire results revealed that the majority of respondents (65.3%) 
fell into the intermediate boredom level, constituting 15 participants. In contrast, the low 
boredom level was reported by 21.7% of participants, totalling five individuals. Conversely, 
the high boredom level was observed in 13% of participants, with a total of three respondents. 
Therefore, it can be concluded that instructional boredom was experienced by most participants, 
with a 78.3% of participants falling within the intermediate and high boredom categories. 
These findings are presented in detail in Table 5.

Table 5
Instructional boredom category

The instructional boredom category information was explored more in the open-ended questions 
results. The result showed that the participant had experienced each aspect of instructional 
boredom.
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Lecturer-related factors

The participants in this study frequently shared experiences where boredom was attributed 
to lecturer-related factors. Their responses underscored the significant influence of instructional 
quality and style on student engagement. For instance, the participants reported experiencing 
boredom when lecturers delivered content that was perceived as foreign or overly complex 
without employing engaging instructional techniques. They also described instances where 
lectures became repetitive or uninspiring, contributing to their feelings of disinterest and 
detachment. These accounts emphasized the pivotal role lecturers played in shaping students' 
experiences of boredom within the instructional context. Two participants, for instance, 
vividly expressed this sentiment, saying,

	 “When the teacher simply delivers content which is completely foreign to the students 
	 and the attempt at interaction was not engaging or was rather cliché, I feel bored.” – P2

	 “The lecturer's monotone explanation and the lecturer's personal feelings intervene 
	 the teaching of the course and when the lecturer made very scary comments to me, 
	 and then the boredom began from that point on.” – P6

Interestingly, the analysis of open-ended responses revealed an intriguing context-dependent 
perspective. One participant articulated concerns regarding the instructional culture prevalent 
in Indonesia, highlighting a perceived lack of openness in student-lecturer relationships, which 
was contrasted with practices observed abroad. In Indonesia, there exists a deeply ingrained 
tradition of showing respect, particularly to lecturers who are regarded as figures of authority. 
This cultural context can contribute to the emergence of instructional boredom.

	 “The boredom grows great when you cannot talk like in an open discussion with your 
	 supervisors about your study, just like the tradition overseas, where the supervisee-
	 supervisor relationship is very friendly and open-minded when supervisors will not 
	 feel offended when you say different things from their opinions. Yet, this is Java and 
	 Indonesia- that will not be happened.” – P6

Learning material factors

The participants also identified learning materials as a source of boredom in their educational 
journey. The participants mentioned that an overreliance on a single source, often the 
professor's articles or materials, led to monotony and disengagement. They emphasized the 
need for a more diverse range of learning materials to stimulate their interest and enhance 
their learning experiences. One participant articulated this concern by saying, 

	 “We must listen to friends' presentations in every meeting without having a 
	 meaningful discussion during the class and no new insight from the professor and 
	 then. We only review the professor’s articles instead of different sources that beneficial 
	 for us.” – P19
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Upon further analysis into this participant’s statement, it became evident that another 
instructional factor may have contributed to student boredom, specifically regarding class 
tasks and activities.

Class task and activity factors

Boredom during class tasks and activities emerged as a recurring theme among participants. 
Some expressed dissatisfactions with the prevalent practice of passively listening to peers' 
presentations without engaging in meaningful discussions or gaining new insights from the 
professor. This monotonous routine contributed to their experiences of boredom. Additionally, 
The participants voiced a desire for more innovative and intellectually stimulating class 
activities that fostered critical thinking. One participant aptly noted

	 “We must listen to friends' presentations in every meeting without having a meaningful 
	 discussion during the class and no new insight from the professor and then we only 
	 review the professor's articles instead of different sources that are beneficial for us. 
	 I hope all professors have clear and innovative teaching activities that build our critical 
	 thinking.” – P19

Boredom during class tasks and activities emerged as a separate but related theme to learning 
material. The participants expressed dissatisfaction with passive learning formats, such as 
listening to peers' presentations without engaging in discussions or gaining new insights. This 
routine contributed to their boredom, prompting a desire for more innovative and intellectually 
stimulating class activities. While the participant’s statements touched on similar frustrations, 
they revealed distinct aspects of the learning experience: material selection and task engagement. 
Therefore, rather than overlapping, these factors complemented each other, highlighting 
different dimensions of the boredom experience in the educational context.

Furthermore, when considering the timing of boredom within classroom sessions, a notable 
trend emerged. It became apparent that students predominantly encountered boredom during 
the intermediate phase of their classes. One participant succinctly articulated this pattern. 

	 “I usually experience the boredom that sets in in the middle situation of the class. 
	 I was more alert at the beginning and was excited to end the class.” – P2

Emotional boredom

The findings concerning emotional boredom revealed noteworthy trends within the dataset. 
A significant majority, amounting to 56.6% or 13 participants, fell within the intermediate 
level of emotional boredom. Furthermore, both the low and high categories exhibited similar 
representations, each comprising five participants and collectively constituting 21.7% of 
the total distribution. As a result, the combined proportion of participants experiencing 
intermediate and low levels of emotional boredom surpassed three-quarters, reaching 78.3%. 
Detailed data calculations are presented below for reference.
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Table 6
Emotional boredom category

Now, shifting the focus to a more in-depth exploration of the results from the open-ended 
questions, specifically related to emotional boredom, the qualitative responses provided 
valuable insights into the triggers and nuances of emotional boredom experienced by the 
participants.

Interpersonal communication challenges

The result shows that Ph.D. students often experienced a shift from collaborative classroom 
settings to independent research phases. This transition could lead to decreased opportunities 
for social interaction and engagement, contributing to feelings of emotional boredom. 
As Participant 16 (P16) highlighted the role of interpersonal communication in mitigating 
boredom during theory classes. However, the transition to independent dissertation research, 
characterized by limited peer interactions, resulted in heightened boredom.  P16's statement 
demonstrated the impact of reduced social engagement on emotional experiences of boredom. 
It also underscored the connection between interpersonal communication and emotional 
engagement. The contrast between collaborative theory classes and independent research 
highlighted the importance of peer interactions in mitigating emotional boredom.

	 “During the theory class, there was no boredom because I can talk with my classmates. 
	 Boredom has just come when we finished the theory in class and starting doing our 
	 research of dissertation because the students have to work independently. After the 
	 class ended, there are rare friends to share the ideas and time discussing our dissertation 
	 progress.” – P16

Another participant also noted that the absence of interaction among classmates during 
independent study periods contributed to feelings of boredom. The participant’s statement 
emphasized the impact of limited social engagement on emotional well-being and provided 
further evidence of how the transition to independent work phases could lead to emotional 
boredom when social interactions are scarce. It underscored the need for continued peer 
engagement to prevent such emotional challenges.

	 “At the end of the classes, when we have to focus on finishing the assignment by 
	 ourselves, there is no interaction among classmates; those experiences made me 
	 bored.” – P23
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Physical and psychological fatigue

The results indicated that the Ph.D. students often grappled with physical and psychological 
fatigue during their academic journey. The participants such as P11 and P22 explicitly highlighted 
the psychological toll of managing their academic responsibilities. P11's statement underscored 
the impact of poor time management on one's emotional state, which could ultimately lead 
to self-imposed boredom. P22's statement further emphasized the presence of psychological 
factors affecting the participant's doctoral progress. The notion of "keeping the spirit for 
oneself" suggested the need for inner motivation and resilience to combat academic fatigue, 
revealing the emotional toll it could take.

	 “Doing the same things over and over makes me bored, and the worse is that I can't 
	 manage my time well so I get easily bored with myself.” – P11

	 “I have not finished my doctoral degree yet because mostly I experience the psychological 
	 factors inside me instead of the academic factors. It is like a war within myself.”- P22

Additionally, P22's statement, "It's like a war within myself," poignantly illustrated the internal 
struggle that Ph.D. students may endured, where the battle against monotony and boredom 
became a part of their academic journey. This internal conflict, driven by the repetitive nature 
of their work, was a testament to the emotional challenges posed by prolonged academic 
engagement.

Furthermore, P17's perspective on the repetitive nature of their work and their acceptance 
of it as a process highlighted the resilience required to endure academic fatigue. This acceptance, 
while acknowledging the potential for boredom, demonstrated the participant's commitment 
to the long and demanding journey of doctoral research.

	 “I think that working on the same paper over and over again, and thinking about it all 
	 time, is really boring. But it is called a process. For me, it is rather slow, but again, 
	 I accept it as a process.” – P17

In summary, the participants' statements collectively depicted the emotional toll of physical 
and psychological fatigue within the Ph.D. journey. These sentiments underscored the 
significance of emotional experiences in the face of academic challenges and highlighted the 
need for strategies to mitigate boredom resulting from self-imposed pressures and repetitive 
tasks.

Academic self-concept

The participants often grappled with the emotional consequences of their academic 
achievements aligning with their personal expectations and societal standards. One of the 
participants (P1) vividly portrayed the frustration and emotional distress that emerged when 
educational objectives remained unfulfilled. This sentiment reflected the emotional toll that 
unmet goals had on Ph.D. students, contributing to feelings of inadequacy and, subsequently, 
boredom.
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	 “If I cannot meet the learning goal that I set, I will feel so unconfident and then day 
	 by day I will get bored to what I am doing.” – P1 

Similarly, another participant (P8) statement underscored the connection between productivity 
and emotional well-being. The participant's acknowledgment of the emotional impact of 
unproductive periods highlighted the role of academic self-concept in shaping feelings of 
boredom. When students perceived themselves as unproductive or not meeting their 
academic goals, boredom can intensified.

	 “When I did not do something productive related to the dissertation.” – P8

Furthermore, another perspective on writing the dissertation and self-imposed deadlines 
revealed the emotional weight associated with academic autonomy. As Ph.D. students, they 
often determined their project timelines and academic milestones. This autonomy could lead 
to heightened expectations and self-imposed pressures, which, if not met, contributed to 
feelings of dissatisfaction and boredom.

	 “I get bored in the process of writing the dissertation, because I am the one who 
	 determines the deadline.” – P13

In short, these participant statements collectively illustrated the influence of academic self-concept 
on the emotional experiences of Ph.D. students. The frustration stemming from unmet goals 
and the pressures associated with academic autonomy can significantly contributed to feelings 
of boredom. Acknowledging and addressing these emotional challenges was crucial in enhancing 
the overall well-being and satisfaction of Ph.D. students throughout their academic journey.

Situational boredom

Regarding the situational boredom category, the result showed that the majority of the 
participants gravitated towards the intermediate level of boredom, accounting for 69.6% with 
a total of 16 participants. Subsequently, the low level garnered the attention of 21.7% of 
participants, corresponding to five individuals. In contrast, the high level category exhibited 
minimal representation, comprising merely two participants, or 8.7% of the overall distribution. 
This distribution pattern suggested that the prevalence of high-level situational boredom was 
relatively low among the participants. Further insights into the results of data analysis are 
elucidated below.

Table 7
Situational boredom category
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The interview results provided a deeper context-dependent exploration of the situations faced 
by participants that led to boredom. This analysis resulted in three main situational categories: 
institutional research resource accessibility, academic support structures, and career-related 
demands.

Institutional research resource accessibility

The results pertaining to the Institutional Research Resource Accessibility shed light on the 
impact of institutional factors on situational boredom among Ph.D. students. The statements 
provided by the participants highlighted key aspects of this category. Participant 10 (P10) 
cited administrative matters, specifically the prolonged wait times associated with the validation 
submission process through the faculty system, as a source of situational boredom. This 
observation underscored the importance of efficient administrative procedures in maintaining 
student engagement and satisfaction. Delays and bureaucratic hurdles contribute to a sense 
of stagnation and frustration, leading to boredom.

	 “Waiting for administrative matters such as waiting for a very long time in the validation 
	 submission process through the faculty system.” – P10

Moreover, Participant 5 (P5) discussed their experience during the early years of their Ph.D., 
which coincided with the onset of the COVID-19 pandemic. They noted the challenges posed 
by full-time online classes and distant learning, which hindered their ability to access campus 
resources and engage with the university environment. This highlighted the significance of 
physical access to research materials, libraries, and campus facilities in preventing situational 
boredom. The constraints imposed by the pandemic underscored the importance of adaptable 
institutional support to address unforeseen challenges.

	 “In the early years of my Ph.D., I had full-time online classes and distant learning made 
	 it me difficult to get the atmosphere of studying as a doctoral student, to access 
	 sources and information from the campus due to the covid 19 protocol during that 
	 period.” – P5

In short, the statements from participants emphasized the role of institutional factors, such 
as administrative efficiency and access to campus resources, in shaping the situational boredom 
experienced by Ph.D. students. These insights highlighted the need for universities to proactively 
address these factors to enhance the overall academic experience and reduce the likelihood 
of situational boredom among their students.

Academic support structures

The results related to the Academic Support Structures category shed light on the multifaceted 
challenges faced by Ph.D. students in navigating their academic journey, particularly in 
relation to interpersonal and time-related aspects. The statements provided by the participants 
offered valuable insights into these challenges. The first insight came from Participant 15's 
(P15) statement.
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	 “Live away from family put me in boredom situation.” – P15

P15 mentioned living away from their family, highlighting the personal sacrifices and challenges 
that some Ph.D. students made in pursuit of their academic goals. This separation from family 
members could contribute to feelings of isolation and loneliness, which might, in turn, lead to 
situational boredom. The need for a strong support system, both within and outside of 
academia, became evident in such cases. Another statement also came from Participant 6 
(P6). P6 pointed to a common issue faced by Ph.D. students, which is the availability and 
accessibility of supervisors. The participant highlighted instances when consultations on 
proposals and dissertations became stuck due to supervisors' busy schedules. Moreover, the 
participant noted that distance relationships with supervisors during consultations could 
contribute to boredom. This underscored the importance of effective supervision and 
mentorship in reducing academic-related boredom among Ph.D. students.

	 “When consultation of proposal and dissertation is stuck because supervisors are 
	 really busy, I get bored. The boredom is also coming from the distance relationship 
	 with the supervisors during the consultation.” – P6

Participant 9 (P9) shared their experience of being a Ph.D. student while juggling multiple 
roles, including being a husband, a father, and a lecturer. This complex role balancing act could 
lead to conflicts in time management and scheduling. Such conflicts resulted in feelings of 
frustration and exhaustion, potentially contributing to situational boredom. This participant's 
statement highlighted the need for universities to provide adequate support structures and 
resources to help Ph.D. students manage their academic responsibilities alongside their 
personal and professional roles.

	 “I get Self-conflict. Being multi roles Ph.D. student; as a husband, a father, and  as a 
	 lecturer, confronts a dilemma on a time schedule.” – P9

In short, the statements from the participants underscored the importance of academic support 
structures in addressing situational boredom among Ph.D. students. These structures should 
encompass not only academic guidance but also personal and emotional support to help 
students navigate the challenges of their academic journey effectively. 

Career-related demands

The analysis of the participant statements related to the career-related demands category 
highlighted the significant role that professional responsibilities and competing obligations 
can play in the experiences of Ph.D. students, particularly in terms of emotional and situational 
boredom. Some participants described difficulties in balancing their doctoral studies with work 
and personal responsibilities, which often led to feelings of exhaustion, disengagement, and 
frustration. Participant 17 (P17) expressed difficulty in managing their time between their job 
and doctoral studies. 

	 “I have difficulty in managing the time between my job and my study.”  – P17
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This statement illustrated the struggle of balancing work and academic commitments, 
potentially leading to situational boredom. This struggle to allocate time effectively between 
work and Ph.D. studies could result in emotional distress and hinder academic engagement. 
Similarly, workload intensity emerged as a critical factor, as Participant 15 (P15) reported 
experiencing heavy workload both in their office and at home.

	 “Lots of work in the office and home.” – P15

This workload likely left little time and energy for Ph.D. studies, potentially leading to feelings 
of emotional and situational boredom. The participant's statement highlighted the competing 
demands on their time and energy, which could negatively affect their academic engagement.  
Participant 16 (P16) shared that they had additional institutional duties in their affiliation 
campus besides working on their dissertation.

	 “There are many duties to do besides doing my dissertation in my affiliation campus.”	
	 – P16

These additional responsibilities could divert time and attention away from doctoral studies, 
potentially leading to situational boredom. The participant's statement underscored the need 
for Ph.D. students to have the resources and support to manage their academic and professional 
obligations effectively. Participant 18 (P18) noted that while taking online classes might have 
been efficient, it could also be boring, as expressed in the statement, 

	 “Taking online classes is sometimes boring yet it is very efficient for a part-time student 
	 like me.” – P18

This statement highlighted the challenges associated with online learning, particularly for 
part-time students who already had busy work schedules. The potential monotony of online 
coursework could contribute to emotional boredom and impact the overall academic experience. 
Lastly, Participant 7 (P7) indicated that they faced an overwhelming number of duties from 
their workplace, which affected their time management.

	 “Too many duties from working place and unbalanced time management.” – P7

This illustrates the ongoing conflict between work demands and doctoral studies, potentially 
leading to emotional distress and situational boredom. In short, these participant statements 
directly reflected the challenges associated with professional responsibilities and career-related 
demands, which could contribute to emotional and situational boredom among Ph.D. students. 

Boredom-free

The open-ended responses from the participants also yielded a unique finding – some Ph.D. 
students reported not experiencing boredom during their academic journey. These students, 
referred to as "boredom-free," challenged the conventional notion that boredom is a universal 
and intrinsic aspect of Ph.D. education. Instead, their statements suggested that the experience 
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of boredom was highly context-dependent and varied among individuals. Notably, these 
students were categorized under the low boredom group in the quantitative analysis, as their 
questionnaire responses indicated minimal boredom. However, their qualitative reflections 
suggested that they did not experience boredom at all. This distinction underscored how 
self-perception played a crucial role in understanding boredom and suggested that quantitative 
classifications alone might not fully capture the nuances of individual experiences. While their 
numbers were relatively small, their insights offered a valuable counterpoint, demonstrating 
that the presence or absence of boredom was highly context-dependent and varied 
significantly based on personal and academic circumstances.

	 “I don't experience any boredom. I am feeling happy and really enjoying my learning 
	 journey.” – P3

	 “Along the lecturing, there was no problem of boredom. Almost every learning
	 process was carried out through situation of serious on lecturing but easy going on 
	 communication.” – P9

	 “I very rarely feel bored, because this Ph.D. journey is a very enjoyable thing for me. 
	 I feel very motivated to learn more things in greater depth and realize that there are 
	 many things that I am good at. Thus, I am always enthusiastic in every lecture.” – P10

These responses from these boredom-free participants indicated that boredom was not a 
uniform or obligatory experience for all Ph.D. students. Factors such as teaching methods, 
course content, individual disposition, and the overall learning environment played a significant 
role in shaping students' emotional responses. This nuanced perspective highlighted that while 
boredom was a genuine experience for many Ph.D. students, it was not an inherent or 
unavoidable feature of the academic journey. The presence or absence of boredom depended 
on a complex interplay of institutional, situational, emotional or personal factors. Recognizing 
this diversity of experiences was crucial for understanding the emotional landscape of Ph.D. 
education and tailoring support and interventions to meet the specific needs of students based 
on their unique circumstances and perspectives.

DISCUSSION

Based on the data presented, it is noteworthy that a significant proportion of ELE Ph.D. students 
in Indonesia experienced intermediate levels of boredom during their doctoral studies. This 
finding challenge prevalent portrayals in the literature, which often depict Ph.D. students as 
predominantly experiencing high levels of boredom and associated with negative emotions, 
even sometimes leading to extreme outcomes such as suicidal ideation (McAlpine et al., 2022; 
Pawlak et al., 2020; Satinsky et al., 2021; Sharp et al., 2021). Moreover, as noted by Xie et al. 
(2022), Ph.D. students, typically adults, embark on their doctoral journey propelled by a 
profound interest in learning, recognizing its importance and benefits. This awareness 
suggests that the participants consciously choose their educational path. Thus, the findings 
of this research challenge the idea that doctoral student experiences are universally the same, 
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suggesting instead that boredom varies along a spectrum rather than being consistently 
extreme, particularly due to context-dependent factors.

While shedding light on the prevalence of different levels of boredom, particularly highlighting 
the dominance of the intermediate category, this study prompts further inquiry into the 
context-dependent nature of these experiences. Understanding the contextual factors 
contributing to the higher prevalence of intermediate-level boredom among the participants 
is crucial (Kruk et al., 2022b). This deeper exploration holds the potential to uncover nuanced 
insights into the doctoral journey and inform tailored interventions to support the diverse 
needs of Ph.D. students. Therefore, this study not only contributes to expanding the 
understanding of doctoral student experiences but also underscores the importance of 
contextualizing and addressing boredom within the academic environment.

Furthermore, as it was explored by Mcculloch et al. (2017), there are five elements of 
decision-making to be Ph.D. students namely (1) autonomy, (2) relatedness, (3) competence 
and self-efficacy, (4) outcome expectations, and (5) goals. These five elements of decision-making 
can be assumed to have a strong influence on the results of the three aspects of boredom of 
the participants. First, the two elements, autonomy and competence and self-efficacy mean 
that the decision to pursue a Ph.D. was strongly influenced by the assumption that, as Ph.D. 
students, they would have more control over their daily activities (autonomy) than in other 
work or study situations. In addition, getting outstanding grades in previous programs, such 
as "I have enough good marks to pursue my Ph.D." and "I always do extremely well in my study 
courses." is also becoming a big reason for a Ph.D. decision. These kinds of elements are 
correlated to the aspects of emotional boredom experience. When the participants had strong 
reasons for these aspects, they were better equipped to cope with and diminish emotional 
boredom. One of the participants, P10, even mentioned that he realized that there were many 
things that he was good at and it made the Ph.D. journey a very enjoyable thing for him. Other 
studies (Amiri et al., 2022; Qin, 2022; Solhi, 2021; Yan et al., 2023; Zawodniak et al., 2023) also 
concluded that the institutional affordances on the development of academic identity and a 
sense of agency also gave impacts on a Ph.D. journey. It highlighted the main advantage of 
students actively reflecting on their personal experiences during doctorate training: it helps 
them gain a better understanding of who they are and how they fit into academia (Hoang & 
Pretorius, 2019).

The next three other elements (relatedness, outcome expectation, and goals) also have a 
strong relation to instructional and emotional boredom. First, the outcome expectation and 
goals elements were related to the context of the urgency of Indonesian lecturers to pursue 
their doctoral degree as it is a requirement for their department to be accredited as a qualified 
study program. Then, for relatedness, it is the elements that are highly related to situational 
boredom. Relatedness means identifying a personal attachment to their school or department 
in their decision to continue studying there. As in Indonesia, linearity in the expertise of the 
field is much more important, especially for lecturers. So, when deciding to pursue the study, 
most Ph.D. students will choose the study program that has been their expertise in undergraduate 
and graduate school. This then makes the situation and the people around them easily adapt 
and decrease situational boredom. The participants felt situational boredom not because they 
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did not like working with people, but because they missed having people to work with them. 
For example, Participant 6 said that after class, there were not many friends to share ideas 
with and talk about the progress of the dissertation.

The diverse narratives within this study shed light on the nuanced nature of boredom experiences 
among Ph.D. students. While a significant proportion of the participants expressed instances 
of boredom linked to various emotional, instructional, and situational factors, the accounts of 
"boredom-free" participants challenge the universality of boredom within academic contexts. 
This finding resonates with previous research highlighting the variability of emotional responses 
in educational settings (Derakhshan et al., 2021; Li et al., 2023). The presence or absence of 
boredom appears to be intricately linked to individual dispositions, the quality of instructional 
delivery, and the overall learning environment. These findings underscore the importance of 
recognizing the complex interplay of emotional, instructional, and situational factors in shaping 
students' experiences. Therefore, to address this variability and mitigate boredom, educators 
should adopt a multifaceted approach that encompasses diverse teaching styles, engaging 
learning materials, and supportive interpersonal relationships. Incorporating active learning 
strategies, fostering collaborative learning environments, and promoting open communication 
between supervisors and supervisees are essential pedagogical implications. By creating 
dynamic and inclusive learning environments that cater to the diverse needs and preferences 
of students, educators can cultivate a sense of engagement and enthusiasm conducive to 
meaningful learning experiences and academic success.

CONCLUSIONS

This study provides a nuanced exploration of boredom among ELE Ph.D. students within the 
unique context of Indonesian higher education. Contrary to prevailing literature, which often 
portrays Ph.D. students as prone to high levels of boredom and associated negative emotions, 
this study revealed a more complex and reassuring picture. A significant proportion of the 
participants experienced intermediate levels of boredom, which, while notable, are far less 
detrimental than the high levels of boredom often highlighted in other studies. These 
intermediate levels suggest a more manageable and less harmful experience for the students, 
indicating that they are able to navigate their doctoral journey without the severe negative 
impacts associated with extreme boredom. Understanding these findings in the sociocultural 
context of Indonesian higher education is crucial, as it provides insights into the factors that 
contribute to these more moderate experiences and how they can be leveraged to support 
Ph.D. students effectively.

In Indonesia, the institutional demand for Ph.D. qualifications, driven by accreditation criteria 
established by the National Accreditation Board, has transformed doctoral education into a 
professional necessity. This shift has significant implications for understanding the experiences 
of Ph.D. students. The findings of this study suggest that the intermediate levels of boredom 
observed among the participants may be influenced by this professional pressure, which 
provides a structured sense of purpose and direction. Recognizing the unique motivational 
landscape, educators and policymakers can develop targeted strategies to support Ph.D. 
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students. By fostering an environment that enhances autonomy, competence, and self-efficacy, 
while aligning with institutional goals and expectations, academic institutions can help mitigate 
boredom and promote a more engaging and fulfilling doctoral experience. These insights 
highlight the need for a holistic approach that considers both personal and professional factors 
in doctoral education.

The sociocultural context and decision-making factors create a distinctive environment for ELE 
Ph.D. students in Indonesia, leading to varied boredom experiences. Instructional boredom 
often arose from monotonous or poorly delivered content, emphasizing the need for dynamic 
and engaging teaching methods. Emotional boredom was linked to personal motivations and 
a sense of competence; students with strong intrinsic motivations and self-efficacy experienced 
less emotional boredom. Situational boredom was influenced by the academic environment 
and interpersonal relationships; those who felt connected to their academic community and 
had collaborative opportunities reported lower levels of situational boredom. These findings 
underscore the importance of tailored interventions that address instructional quality, foster 
personal competence, and enhance social connectedness within academic settings. By recognizing 
and addressing the specific factors contributing to different types of boredom, educational 
institutions can create supportive and stimulating environments that cater to the diverse needs 
of Ph.D. students. This study contributes to the broader discourse on doctoral education by 
shedding light on the variations in Ph.D. student experiences and offering insights into effective 
boredom mitigation strategies.

At last, within this complex landscape, the study also introduces the intriguing concept of 
"boredom-free" situations. Some Ph.D. students reported not experiencing boredom during 
their academic journey, challenging the conventional notion that boredom is a universal and 
intrinsic aspect of Ph.D. education. Instead, their statements suggest that the experience of 
boredom is highly context-dependent and varies among individuals. Factors such as teaching 
methods, course content, individual disposition, and the overall learning environment play a 
significant role in shaping students' emotional responses. This "boredom-free" situation 
highlights that while boredom is a genuine experience for many Ph.D. students, it is not an 
inherent or unavoidable feature of the academic journey. The presence or absence of boredom 
depends on a complex interplay of situational and personal factors. Therefore, recognizing this 
diversity of experiences is crucial for understanding the emotional landscape of Ph.D. education 
and tailoring support and interventions to meet the specific needs of students based on their 
unique circumstances and perspectives.

LIMITATIONS

While this study provides valuable insights into the experiences of ELE Ph.D. students in Indonesia, 
several limitations must be considered. These limitations help contextualize the scope and 
generalizability of the findings, ensuring a nuanced understanding of the research outcomes. 
Firstly, it is important to acknowledge the sample size of 23 participants, which may appear 
relatively small in isolation. However, the specific focus of this study on English Language 
Education at the doctoral level in Indonesia, coupled with constraints related to available 
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resources and time, guided the decision to employ this sample size. Within this specialized 
research area, the sample size was deemed representative for the purposes of a survey study. 
Nevertheless, it is imperative to recognize that the findings should primarily be interpreted 
within the context of this specific sample.

Secondly, the study's findings are specifically tailored to the unique characteristics of the 
ELE Ph.D. students in Indonesia. This group is distinct due to several factors, including the 
professional pressures faced by Indonesian educators to obtain Ph.D. qualifications, the 
specific motivations driving these students (such as career advancement and institutional 
requirements), and the cultural emphasis on academic achievement. This contextual focus 
provided detailed insights into the nuances of boredom experiences within this particular 
group. However, the categorization approach used to analyse the data was designed to reflect 
these unique characteristics and may not be applicable to broader populations. This means 
that the insights gained might not fully capture the experiences of Ph.D. students in different 
contexts. Additionally, the geographical focus on Indonesia means that the findings are influenced 
by the specific cultural, educational, and institutional factors present in the Indonesian higher 
education system. As such, the generalizability of the results to Ph.D. programs in other 
countries is limited. The experiences and perceptions of Ph.D. students can vary significantly 
across different cultural and educational settings, and while this study provides valuable insights 
into the Indonesian context, caution should be exercised when attempting to apply these 
conclusions to other national or international contexts.

These limitations, while essential to acknowledge, also present opportunities for future 
research. Future studies can expand the sample size and scope of investigation to include a 
more diverse range of institutions and cultural contexts. Comparative analyses between 
countries or regions could provide valuable insights into the universal and context-specific 
aspects of Ph.D. student experiences. Additionally, exploring how various support structures 
and interventions impact Ph.D. students' experiences of boredom and well-being could guide 
the development of more effective strategies for promoting student success in doctoral 
programs.

ACKNOWLEDGMENT

The first and second author would like to express their gratitude to Lembaga Pengelola Dana 
Pendidikan (Indonesia Endowment Fund for Education) from the Ministry of Finance, Republic 
of Indonesia for awarding each of them a scholarship to pursue a doctoral degree in English 
Language Education at Universitas Negeri Malang, Indonesia and also funding this research.



rEFLections
Vol 32, No 1, January - April 2025

260

THE AUTHORS
 
Badriyah Ulfah is a Ph.D. Student in the English Language Education Program at the Faculty of Letters, Universitas 
Negeri Malang, Indonesia. She is currently pursuing her doctoral studies under a scholarship from Indonesia 
Endowment Fund for Education (LPDP) from the Ministry of Finance in Indonesia. Additionally, she is also a faculty 
member at Indo Global Mandiri University, South Sumatera, Indonesia.
badriyah.ulfah.2202219@students.um.ac.id

Nandyan Ayu Nooryastuti is a Ph.D. student in the English Language Education Program at the Faculty of Letters, 
Universitas Negeri Malang, Indonesia. She received her Bachelor’s degree in English Language Education and 
attained her Master’s degree in Applied Linguistics Studies. Currently, she is on her Ph.D. journey with a scholarship 
from Indonesia Endowment Fund for Education (LPDP) from the Ministry of Finance in Indonesia.
miss.nandyan@gmail.com

Utami Widiati is a Professor in English language teaching at the English Department, Faculty of Letters, Universitas 
Negeri Malang, Indonesia. She obtained her professorship in the area of literacy learning in 2009. Her research 
interests include foreign language literacy, SLA, curriculum and material development, and teacher professional 
development.
utami.widiati.fs@um.ac.id

REFERENCES

Agrawal, M., Mattar, M. G., Cohen, J. D., & Daw, N. D. (2022). The temporal dynamics of opportunity costs: A normative 
	 account of cognitive fatigue and boredom. Psychological Review, 129(3), 564–585. https://doi.org/10.1037/
	 rev0000309 
Alrabai, F., & Alamer, A. (2022). The role of learner character strengths and classroom emotions in L2 resilience. 
	 Frontiers in Psychology, 13, 1–15. https://doi.org/10.3389/fpsyg.2022.987554 
Al-Makhamreh, M., & Stockley, D. (2020). Mentorship and well-being: Examining doctoral students’ lived experiences 
	 in doctoral supervision context. International Journal of Mentoring and Coaching in Education, 9(1), 1–20. 
	 https://doi.org/10.1108/IJMCE-02-2019-0013 
Amiri, E., Elkarfa, A., Sbaihi, M., Iannàccaro, G., & Tamburini, E. (2022). Students’ experiences and perceptions of 
	 Boredom in EFL academic context. International Journal of Language and Literary Studies, 4(4), 273–288. 
	 https://doi.org/10.36892/ijlls.v4i4.1140 
Ardi, P., Amalia, S. N., Widiati, U., Walker, D., & Prihandoko, L. A. (2024). Writing enjoyment among EFL postgraduate 
	 students in Indonesia: The interplay between students’ writing self-efficacy and research literacy and 
	 teachers’ immediacy and clarity. LEARN Journal: Language Education and Acquisition Research Network, 
	 17(1), 632–661. 
Ardi, P., Mukti, T. W. P., Basthomi, Y., & Widiati, U. (2023). Delving into Indonesian EFL pre-service teachers’ professional 
	 identity configuration in teaching practicum. rEFLections, 30(2), 223–246.
Arens, A. K., Jansen, M., Preckel, F., Schmidt, I., & Brunner, M. (2020). The structure of academic self-concept: 
	 A methodological review and empirical illustration of central models. Review of Educational Research, 
	 91(1), 34–72. https://doi.org/10.3102/0034654320972186 
Barrett, L. F. (2006). Are emotions natural kinds? Perspectives on Psychological Science, 1(1), 28–58. https://doi.
	 org/10.1111/j.1745-6916.2006.00003.x 



rEFLections
Vol 32, No 1, January - April 2025

261

Bice, M. R., Hollman, A., Ball, J., & Hollman, T. (2022) Mentorship: An assessment of faculty scholarly production, 
	 mode of doctoral work, and mentorship. American Journal of Distance Education, 36(3), 208–226. https://
	 doi.org/10.1080/08923647.2021.1941724 
Cents-Boonstra, M., Lichtwarck-Aschoff, A., Denessen, E., Aelterman, N., & Haerens, L. (2021). Fostering student 
	 engagement with motivating teaching: An observational study of teacher and student behaviours. 
	 Research Papers in Education, 36(6), 754–779. https://doi.org/10.1080/02671522.2020.1767184 
Cornér, S., Pyhältö, K., Peltonen, J., & Löfström, E. (2021). Interest, burnout, and drop-out intentions among Finnish 
	 and Danish humanities and social sciences Ph.D. students. International Journal of Doctoral Studies, 16, 
	 593–609.  https://doi.org/10.28945/4867 
Corsini, A., Pezzoni, M., & Visentin, F. (2022). What makes a productive Ph.D. student? Research Policy, 51(10), 
	 1–25. https://doi.org/10.1016/j.respol.2022.104561 
Coşkun, A., & Yükse, Y. (2022). Examining English as a foreign language students’ boredom in terms of different 
	 variavles. Acuity: Journal of English Language Pedagogy, Literature, and Culture, 7(1), 19–36. https://doi.
	 org/10.35974/acuity.v7i2.2539 
Creswell, J. W. (2009). Research design: Qualitative, quantitative, and mixed methods approaches. SAGE Publication, 
	 Inc. 
Cui, G., Lan, X., Zhang, X., Hu, Y., & Wang, C. (2022). The association between teacher enthusiasm and students’ 
	 class-related boredom: A multilevel study. Current Psychology, 41(6), 3678–3686. https://doi.org/10.1007/
	 s12144-020-00890-2 
Daniels, L. M., Tze, V. M. C., & Goetz, T. (2015). Examining boredom: Different causes for different coping profiles. 
	 Learning and Individual Differences, 37, 255–251. http://dx.doi.org/10.1016/j.lindif.2014.11.004 
Daschmann, E. C., Goetz, T., & Stupnisky, R. H. (2014). Exploring the antecedents of boredom: Do teachers know 
	 why students are bored? Teaching and Teacher Education, 39, 22–30. https://doi.org/10.1016/j.tate.
	 2013.11.009 
Dattalo, P. (2010). Strategies to approximate random sampling and assignment. Oxford University Press, Inc.
de Caux, B. C. (2019). A short history of doctoral studies. In L. Pretorius, L. Macaulay, & B. C. de Caux (Eds.), 
	 Wellbeing in doctoral education (pp. 9–18). Springer. https://doi.org/10.1007/978-981-13-9302-0
Derakhshan, A., Kruk, M., Mehdizadeh, M., & Pawlak, M. (2021). Boredom in online classes in the Iranian EFL 
	 context: Sources and solutions. System, 101, 1–16. https://doi.org/10.1016/j.system.2021.102556 
Desmennu, A. T., & Owoaje, E. T. (2018). Challenges of research conduct among postgraduate research students 
	 in African University. Educational Research and Reviews, 13(9), 336–342. http://dx.doi.org/10.5897/
	 ERR2017.3359 
Dewaele, J. M., & Li, C. (2021). Teacher enthusiasm and students’ social-behavioral learning engagement: The 
	 mediating role of student enjoyment and boredom in Chinese EFL classes. Language Teaching Research, 
	 25(6), 922–945. https://doi.org/10.1177/13621688211014538 
Dewaele, J. M., Saito, K., & Halimi, F. (2022). How teacher behaviour shapes foreign language learners’ enjoyment, 
	 anxiety and attitudes/motivation: A mixed modelling longitudinal investigation. Language Teaching 
	 Research, Advance online publication. https://doi.org/10.1177/13621688221089601 
Doumit, C. A., Malaeb, D., Akel, M., Salameh, P., Obeid, S., & Hallit, S. (2023). Association between personality traits 
	 and phubbing: The co-modeling roles of boredom and loneliness. Healthcare, 11(6), 1–11. https://doi.
	 org/10.3390/healthcare11060915 
Dumančić, D. (2018). Investigating boredom among EFL teachers. ExELL, 6(1), 57–80. https://doi.org/10.2478/
	 exell-2019-0006 
D’Coutu, M., & Rosenhan, S. H. (2017). How students research: Implications for the library and faculty. Journal of 
	 Library Administration, 55(7), 562–576. https://doi.org/10.1080/01930826.2015.1076312 



rEFLections
Vol 32, No 1, January - April 2025

262

Edenfield, C., & McBrayer, J. (2021). Institutional conditions that matter to community college students’ success. 
	 Community College Journal of Research and Practice, 45, 718–734. https://doi.org/10.1080/10668926.
	 2020.1785353 
Elpidorou, A. (2022). Boredom and cognitive engagement: A functional theory of boredom. Review of Philosophy 
	 and Psychology, 14, 959–988. https://doi.org/10.1007/s13164-021-00599-6   
Finkielsztein, M. (2020). Class-related academic boredom among university students: Aqualitative research on 
	 boredom coping strategies. Journal of Further and Higher Education, 44(8), 1098–1113. https://doi.org
	 /10.1080/0309877X.2019.1658729 
Friedrich, J., Bareis, A., Bross, M., Burger, Z., Rodriguez, C. A., Effenberger, N., Kleinhansl, M., Kremer, F., & 
	 Schroder, C. (2023). How is your thesis going? Ph.D. students’ perspectives on mental health and stress 
	 in academia. PLoS ONE, 18(7), 1–19. https://doi.org/10.1371/journal.pone.0288103 
Fuente, J., Paoloni, P., Vera-Martínez, M., & Garzón-Umerenkova, A. (2020). Effect of levels of self-regulation and 
	 situational stress on achievement emotions in undergraduate students: Class, study and testing. 
	 International Journal of Environmental Research and Public Health, 17, 1–20. https://doi.org/10.3390/
	 ijerph17124293 
Furlong, M., Smith, D. C., Springer, T., & Dowdy, E. (2021). Bored with school! Bored with life? Well-being 
	 characteristics associated with a school boredom mindset. Journal of Positive School Psychology, 5(1), 
	 42–64. https://doi.org/10.47602/jpsp.v5i1.261
George, M., & Hughes, R. (2023). Exploring the lived experience of mature Ph.D. students receiving one-to-one 
	 coaching sessions during their Ph.D. journey. Coaching: An International Journal of Theory, Research, and 
	 Practice, 16(2), 205–218. https://doi.org/10.1080/17521882.2023.2213772 
Gillani, B., Cohen, F., & Kirchgesler, K. (2023). Sites of possibilities: A scoping review to investigate the mentorship 
	 of marginalized social work doctoral students. Journal of Evidence-based Social Work, 20(4), 461–480. 
	 https://doi.org/10.1080/26408066.2023.2171328 
Goldberg, Y. K., Eastwood, J. D., Laguardua, J., & Danckert, J. (2011). Boredom: An emotional experience distinct 
	 from apathy, anhedonia, or depression. Journal of Social and Clinical Psychology, 30(6), 647–666. https://
	 doi.org/10.1521/jscp.2011.30.6.647 
Guo, J. P., Yang, L. Y., Zhang, J., & Gan, Y. J. (2022). Academic self-concept, perceptions of the learning environment, 
	 engagement, and learning outcomes of university students: Relationships and causal ordering. Higher 
	 Education, 83, 89–828. https://doi.org/10.1007/s10734-021-00705-8 
Haager, J. S., Kuhbandner, C., & Pekrun, R. (2018). To be bored or not to be bored – How task-related boredom 
	 influence creative performance. Journal of Creative Behaviour, 52(4), 281–354. https://doi.org/10.1002/
	 jocb.154 
Hagenauer, G., Gläser-Zikuda, M., & Moschner, B. (2018). University students’ emotions, life-satisfaction and study 
	 commitment: A self-determination theoretical perspective. Journal of Further and Higher Education, 
	 42(6), 808–826. https://doi.org/10.1080/0309877X.2017.1323189 
Haider, Z., & Dasti, R. (2022). Mentoring, research self-efficacy, work–life balance and psychological well-being of 
	 doctoral program students. International Journal of Mentoring and Coaching in Education, 11(2), 170–182. 
	 https://doi.org/10.1108/IJMCE-07-2020-0036 
Hansen, M., & Mendzheritskaya, J. (2017). How university lecturers’ display of emotion affects students’ emotions, 
	 failure attributions, and behavioral tendencies in Germany, Russia, and the United States. Journal of 
	 Cross-Cultural Psychology, 48, 734–753. https://doi.org/10.1177/0022022117697845
Hjálmsdóttir, A., & Rafnsdóttir, G. L. (2022). Gender, doctorate holders, career path, and work–life balance within 
	 and outside of academia. Journal of Sociology, 60(1), 192–208. https://doi.org/10.1177/14407833221128842



rEFLections
Vol 32, No 1, January - April 2025

263

Hoang, C. H., & Pretorius, L. (2019). Identity and agency as academics: Navigating academia as a doctoral student. 
	 In L. Pretorius, L. Macaulay, & B. C. de Caux (Eds.), Wellbeing in doctoral education (pp. 143–152). Springer. 
	 https://doi.org/10.1007/978-981-13-9302-0 
Hughes, E. (2023). Meaninglessness and monotony in pandemic boredom. Phenomenology and the Cognitive 
	 Sciences, 22, 1105–1119. https://doi.org/10.1007/s11097-023-09888-0 
Jackman, P. C., Slater, M. J., Carter, E. E., Sisson, K., & Bird, M. D. (2023). Social support, social identification, mental 
	 wellbeing, and psychological distress in doctoral students: A person-centred analysis. Journal of Further 
	 and Higher Education, 47(1), 45–58. https://doi.org/10.1080/0309877X.2022.2088272 
Kalubi, J., Bertrand, Y., Dagenais, B., Houde, R., Marcoux, S., & Bujold, M. (2020). Graduate students’ mental health: 
	 Exploring experiences of isolation and loneliness. European Journal of Public Health, 30(5), Article ckaa
	 165.340. https://doi.org/10.1093/eurpub/ckaa165.340 
Kenah, K., Bernhardt, J., Cumming, T., Spratt, N., Luker, J., & Janssen, H. (2018). Boredom in patients with acquired 
	 brain injuries during inpatient rehabilitation: A scoping review. Disability and Rehabilitation, 40(22), 
	 2713–2722. https://doi.org/10.1080/09638288.2017.1354232 
Kenah, K., Bernhardt, J., Spratt, N. J., Oldmeadow, C., & Janssen, H. (2022). Depression and a lack of socialization 
	 are associated with high levels of boredom during stroke rehabilitation: An exploratory study using a new 
	 conceptual framework. Neuropsychological Rehabilitation, 33(3), 497–527. https://doi.org/10.1080/09
	 602011.2022.2030761 
Krannich, M., Goetz, T., Lipnevich, A. A., Bieg, M., Roos, A., Becker, E. S., & Morger, V. (2019). Being over- or under
	 challenged in class: Effects on students’ career aspirations via academic self-concept and boredom. 
	 Learning Individual Differences, 69, 206–218. https://doi.org/10.1016/j.lindif.2018.10.004 
Kruk, M. (2016). Variations in motivation, anxiety and boredom in learning English in second Life. The EUROCALL 
	 Review, 24(1), 25–39. https://doi.org/10.4995/eurocall.2016.5693 
Kruk, M., Pawlak, M., Elahi, S. M., Taherian, T., & Yazdanmehr, E. (2022a). A longitudinal study of foreign language 
	 enjoyment and boredom: A latent growth curve modeling. Language Teaching Research, 29(3), Article 
	 1082303. https://doi.org/10.1177/13621688221082303 
Kruk, M., Pawlak, M., Shirvan, M. E., Taherian, T., & Yazdanmehr, E. (2022b). Potential sources of foreign language 
	 learning boredom: A Q methodology study. Studies in Second Language Learning and Teaching, 12(1), 
	 37–58. https://doi.org/10.14746/ssllt.2022.12.1.3 
Kruk, M., & Zawodniak, J. (2018). Boredom in practical English language classes: Insights from interview data. In 
	 L. Szymański, J. Zawodniak, A. Łobodziec, & M. Smoluk (Eds.), Interdisciplinary views on the English 
	 language, literature and culture (pp. 177–191). Uniwersytet Zielonogórski.
Kruk, M., Zawodniak, J., Chumas, J., & Zielonogórski, U. (2017). Towards conceptualizing boredom as an emotion 
	 in the EFL academic context. Konin Language Studies, 5(4), 425–441. https://doi.org/10.30438/ksj.2017.5.4.3
Lau, R. W. K., & Pretorius, L. (2019). Intrapersonal wellbeing and the academic mental health crisis. In L. Pretorius, 
	 L. Macaulay, & B. C. de Caux (Eds.), Wellbeing in doctoral education (pp. 37–46). Springer. https://doi.
	 org/10.1007/978-981-13-9302-0    
Laufer, M., & Gorup, M. (2019). The invisible others: Stories of international doctoral student dropout. Higher 
	 Education, 78, 165–181. https://doi.org/10.1007/s10734-018-0337-z 
Li, C. (2021). A control-value theory approach to boredom in English classes among university students in China. 
	 The Modern Language Journal, 105(1), 317–334. https://doi.org/10.1111/modl.12693 
Li, C., Dewaele, J. M., & Hu, Y. (2023). Foreign language learning boredom: Conceptualization and measurement. 
	 Applied Linguistics Review, 14(2), 223–249. https://doi.org/10.1515/applirev-2020-0124 
Li, C., & Wei, L. (2022). Anxiety, enjoyment, and boredom in language learning amongst junior secondary students 
	 in rural China: How do they contribute to L2 achievement? Studies in Second Language Acquisition, 45(1), 
	 93–108. https://doi.org/10.1017/S0272263122000031 



rEFLections
Vol 32, No 1, January - April 2025

264

Locher, M. A., & Bolander, B. (2019). Ethics in pragmatics. Journal of Pragmatics, 145, 83–90. https://doi.org/10.1016/j.
	 pragma.2019.01.011 
Mackie, S. A., & Bates, G. W. (2019). Contribution of the doctoral education environment to PhD candidates’ 
	 mental health problems: A scoping review. Higher Education Research and Development, 38(3), 565–578. 
	 https://doi.org/10.1080/07294360.2018.1556620 
Marx, D., Panther, L., Thomas, R., & McNeil, H. (2021). Multifaceted mentorship community: Resisting historical 
	 mentoring to create mentee-initiated and sustained mentorship for women doctoral students. 
	 Mentoring & Tutoring: Partnership in Learning, 29(4), 430–452. https://doi.org/10.1080/13611267.202
	 1.1954456 
McAlpine, L., Skakni, I., & Pyhältö, K. (2022). PhD experience (and progress) is more than work: Life-work relations 
	 and reducing exhaustion (and cynicism). Studies in Higher Education, 47(2), 352–366. https://doi.org/
	 10.1080/03075079.2020.1744128 
Mcculloch, A., Guerin, C., Jayatilaka, A., Calder, P., & Ranasinghe, D. (2017). Choosing to study for a PhD: A framework 
	 for examining decisions to become a research student. Higher Education Review, 49(2), 85–106.
Muniroh, S. (2019). Maintaining emotional wellbeing for doctoral students: Indonesian students’ mechanism of 
	 thinking out loud. In L. Pretorius, L. Macaulay, & B. C. de Caux (Eds.), Wellbeing in doctoral education 
	 (pp. 113–126). Springer. https://doi.org/10.1007/978-981-13-9302-0   
Nakamura, S., Darasawang, P., & Reinders, H. (2021). The antecedents of boredom in L2 classroom learning. System, 
	 98, 1–15. https://doi.org/10.1016/j.system.2021.102469
Naylor, R., Chakravarti, S., & Baik, C. (2017). Expectations and experiences of off-campus PhD students in Australia. 
	 Journal of Further and Higher Education, 42(4), 524–538. https://doi.org/10.1080/0309877X.2017.130
	 1405 
Nurmalitasari, Long, Z. A., & Noor, M. F. M. (2023). Factors influencing dropout students in higher education. 
	 Education Research International, 2023(1), Article 7704142. https://doi.org/10.1155/2023/7704142 
Ouaja, M., Widiati, U., Basthomi, Y., & Jahbel, K. (2020). The relationship between emotional intelligence and 
	 receptive English skills of Tunisian IT students: A preliminary study. TEFLIN Journal, 31(2), 230–258. http://
	 dx.doi.org/10.15639/teflinjournal.v31i2/230-258
Özerk, G. (2020). Academic boredom: An underestimated challenge in schools. International Electronic Journal of 
	 Elementary Education, 13(1), 117–125. https://doi.org/10.26822/iejee.2020.177 
Pawlak, M., Kruk, M., Zawodniak, J., & Pasikowski, S. (2020). Investigating factors responsible for boredom in English 
	 classes: The case of advanced learners. System, 91, Article 102259. https://doi.org/10.1016/j.system.
	 2020.102259 
Plakhotnik, M. S., Volkova, N. V., Jiang, C., Yahiaoui, D., Pheiffer, G., McKay, K., Newman, S., & Thust, S. R. (2021). 
	 The perceived impact of covid-19 on student well-being and the mediating role of the university support: 
	 Evidence from France, Germany, Russia, and the UK. Frontiers in Psychology, 12, 1–13. https://doi.org/10.
	 3389/fpsyg.2021.642689 
Putwain, D. W., Pekrun, R., Nicholson, L. J., Symes, W., Becker, S., & Marsh, H. W. (2018). Control-value appraisals, 
	 enjoyment, and boredom in Mathematics: A longitudinal latent interaction analysis. American Educational 
	 Research Journal, 55(6), 1339–1368. https://doi.org/10.3102/0002831218786689 
Qin, W. (2022). EFL Teachers’ immediacy and professional commitment on students’ boredom: A review of literature. 
	 Frontiers in Psychology, 12, 1–7. https://doi.org/10.3389/fpsyg.2021.808311 
Salinas-Perez, J. A., Rodero-Cosano, M. L., Rigabert, A., & Motrico, E. (2019). Actions and techniques in supervision, 
	 mentorships and tutorial activities to foster doctoral study success: A scoping literature review. International 
	 Journal of Educational Research, 96, 21–31. https://doi.org/10.1016/j.ijer.2019.05.004 



rEFLections
Vol 32, No 1, January - April 2025

265

Sarikaya, E. E., & Çağlar, A. (2021). The experiences of Ph.D. drop-outs in geography. International Journal of Asian 
	 Education, 2(3), 296–304. https://doi.org/10.46966/ijae.v2i3.197 
Satinsky, E. N., Kimura, T., Kiang, M. V., Abebe, R., Cunningham, S., Lee, H., Lin, X., Liu, C. H., Rudan, I., Sen, S., 
	 Tomlinson, M., Yaver, M., & Tsai, A. C. (2021). Systematic review and meta-analysis of depression, anxiety, 
	 and suicidal ideation among Ph.D. students. Scientific Reports, 11(1), Article 14370. https://doi.org/
	 10.1038/s41598-021-93687-7 
Schwartze, M. M., Frenzel, A. C., Goetz, T., Pekrun, R., Reck, C., Marx, A. K. G., & Fiedler, D. (2021). Boredom makes 
	 me sick: Adolescents’ boredom trajectories and their health-related quality of life. International Journal 
	 of Environment Research and Public Health, 18(12), 1-13. https://doi.org/10.3390/ijerph18126308 
Shao, K., & Parkinson, B. (2021). Social psychological accounts of peer emotion transfer in EFL classrooms: A doubly 
	 latent multilevel analysis. Language Teaching Research, 28(2), 1–25. https://doi.org/10.1177/13621688211
	 011513 
Sharp, J. G., Zhu, X., Matos, M., & Sharp, J. C. (2021). The Academic Boredom Survey Instrument (ABSI): A measure 
	 of trait, state and other characteristic attributes for the exploratory study of student engagement. Journal 
	 of Further and Higher Education, 45(9), 1253–1280. https://doi.org/10.1080/0309877X.2021.1947998 
Shen, G. (2022). Anxiety, boredom, and burnout among EFL teachers: The mediating role of emotion regulation. 
	 Frontiers in Psychology, 13, 1–7. https://doi.org/10.3389/fpsyg.2022.842920  
Solhi, M. (2021). University students’ multidimensional state boredom  and strategies to cope with classroom 
	 boredom. Journal of Language and Education, 7(2), 204–222. https://doi.org/10.17323/jle.2021.12256
Szigeti, F. (2019). The patterns of the dropout of doctoral students. Hungarian Educational Research Journal, 9(2), 
	 288–302. https://doi.org/10.1556/063.9.2019.1.25 
Sverdlik, A., Hall, N. C., & Vallerand, R. J. (2022). Doctoral students and Covid-19: Exploring challenges, academic 
	 progress, and wellbeing. Educational Psychology, 43(5), 545–560. https://doi.org/10.1080/01443410.2
	 022.2091749  
Tam, K. Y. Y., Poon, C. Y. S., Hui, V. K. Y., Wong, C. Y. F., Kwong, V. W. Y., Yuen, G. W. C., & Chan, C. S. (2020). Boredom 
	 begets boredom: An experience sampling study on the impact of teacher boredom on student boredom 
	 and motivation. British Journal of Educational Psychology, 90(S1), 124–137. https://doi.org/10.1111/
	 bjep.12309 
Tam, K. Y. Y., Tilburg, A. A. P., & Chan, C. S. (2021). What is boredom proneness? A comparison of the three 
	 characterizations. Journal of Personality, 89(4), 831–846. https://doi.org/10.1111/jopy.12618 
Tempelaar, D., & Niculescu, A. (2023). Academic boredom(s): A person-centered investigation. Frontiers in Sociology, 
	 8, 1–16. https://doi.org/10.3389/fsoc.2023.1190872 
Tuma, T. T., Adams, J. D., Hultquist, B. C., & Dolan, E. L. (2021). The dark side of development: A systems characterization 
	 of the negative mentoring experiences of doctoral students. CBE Life Sciences Education, 20(2), 1–21. 
	 https://doi.org/10.1187/cbe.20-10-0231  
van Hooft, E. A. J., & van Hooff, M. L. M. (2018). The state of boredom: Frustrating or depressing? Motivation and 
	 Emotion, 42(6), 931–946. https://doi.org/10.1007/s11031-018-9710-6 
van Rooij, E., Fokkens-Bruinsma, M., & Jansen, E. (2021). Factors that influence PhD candidates’ success: The 
	 importance of PhD project characteristics. Studies in Continuing Education, 43(1), 48–67. https://doi.org/
	 10.1080/0158037X.2019.1652158 
van Tilburg, W. A. P., Igou, E. R., & Panjwani, M. (2022). Boring people: Stereotype characteristics, interpersonal 
	 attributions, and social reactions. Personality and Social Psychology Bulletin, 49(9), 1329–1343. https://
	 doi.org/10.1177/01461672221079104 
Vekkaila, J., Pyhältö, K., & Lonka, K. (2011). Experiences of Disengagement: A study of doctoral students in the 
	 behavioral sciences. International Journal of Doctoral Studies, 8, 61–81. https://doi.org/10.28945/1870 



rEFLections
Vol 32, No 1, January - April 2025

266

Wang, Y. (2023). Probing into the boredom of online instruction among Chinese English language teachers during 
	 the Covid-19 pandemic. Current Psychology, 43, 12144–12158. https://doi.org/10.1007/s12144-022-
	 04223-3 
Westgate, E. C. (2020). Why boredom is interesting. Current Directions in Psychological Science, 29(1), 33–40. 
	 https://doi.org/10.1177/0963721419884309 
Westgate, E. C., & Wilson, T. D. (2018). Boring thoughts and bored minds: The MAC model of boredom and cognitive 
	 engagement. Psychological Review, 125(5), 689–713. https://doi.org/10.1037/rev0000097 
Westphal, A., Kretschmann, J., Gronostaj, A., & Vock, M. (2018). More enjoyment, less anxiety and boredom: How 
	 achievement emotions relate to academic self-concept and teachers’ diagnostic skills. Learning and 
	 Individual Differences, 62, 108–117. https://doi.org/10.1016/j.lindif.2018.01.016 
Wiesenthal, N. J., Gin, L. E., & Cooper, K. M. (2023). Face negotiation in graduate school: The decision to conceal or 
	 reveal depression among life sciences Ph.D. students in the United States. International Journal of STEM 
	 Education, 10(35), 1–21. https://doi.org/10.1186/s40594-023-00426-7 
Wirtz, E., Dunford, A., Berger, E., & Briody, E. (2018). Resource usage and usefulness: Academic help-seeking 
	 behaviours of undergraduate engineering students. Australasian Journal of Engineering Education, 23(2), 
	 62–70. https://doi.org/10.1080/22054952.2018.1525889 
Wollast, R., Boudrenghien, G., Linden, N. V. D., Galand, B., Roland, N., Devos, C., Clercq, M. D., Klein, O., Azzi, A., & 
	 Frenay, M. (2018). Who are the doctoral students who drop out? Factors associated with the rate of 
	 doctoral degree completion in universities. International Journal of Higher Education, 7(4), 143–156. 
	 https://doi.org/10.5430/ijhe.v7n4p143 
Xie, J., Xu, J., Wei, T., Gallo, K., Giles, M. E., Zhan, Y., Zeng, Y., Huang, X., & Liu, X. (2022). Contributing factors, 
	 attribution, and coping in academic boredom: An exploratory case study of graduate students in education. 
	 Adult Learning, 33(3), 99–113. https://doi.org/10.1177/1045159520987304 
Yacek, D. W., & Gary, K. (2022). The uses and abuses of boredom in the classroom. British Educational Research 
	 Journal, 49(1), 126–141. https://doi.org/10.1002/berj.3833 
Yan, X., Zhou, Y., Zhang, K., & Cui, G. (2023). Perceived teacher enthusiasm and professional commitment: The 
	 mediating role of boredom and learning engagement. Psychology Research and Behavior Management, 
	 16, 1149–1163. https://doi.org/10.2147/PRBM.S400137 
Zawodniak, J., Kruk, M., & Pawlak, M. (2023). Boredom as an aversive emotion experienced by English majors. RELC 
	 Journal, 54(1), 22–36. https://doi.org/10.1177/0033688220973732  
Zheng, J. (2021). A functional review of research on clarity, immediacy, and credibility of teachers and their impacts 
	 on motivation and engagement of students. Frontiers in Psychology, 12, 1–9. https://doi.org/10.3389/
	 fpsyg.2021.712419 
Zheng, H., Herawati, H., & Saneewong, S. (2019). Effective intercultural supervision: Using reflective practice to 
	 enhance students’ and supervisors’ intercultural competence. In L. Pretorius, L. Macaulay, & B. C. de Caux 
	 (Eds.), Wellbeing in doctoral education (pp. 219–228). Springer. https://doi.org/10.1007/978-981-13-
	 9302-0 
Zhao, Y., & Yang, L. (2022). Examining the relationship between perceived teacher support and students’ academic 
	 engagement in foreign language learning: Enjoyment and boredom as mediators. Frontiers in Psychology, 
	 13, 1–15. https://doi.org/10.3389/fpsyg.2022.987554 



rEFLections
Vol 32, No 1, January - April 2025

267

Appendix

Dear fellow PhD candidate students,

Thanks for clicking on our survey link. We hope you are doing well. We are from a research 
team, currently pursuing a doctoral degree at Universitas Negeri Malang.

We are conducting a study on Evaluating the Context-Dependent View of How and Why Ph.D. 
Candidates Experience Boredom during Their Studies. In this survey, we would like to invite 
you as volunteers in this research. If you are not pleased to participate, you are allowed to 
withdraw. 

The survey is in a Likert Scale and will require approximately 5-10 minutes to complete. Your 
responses are completely anonymous, and the results of the data will remain confidential and 
only for research use. If you have any questions about the survey, please email us at 
*************@gmail.com or through WhatsApp number +62*********** (N******).

Thank you for allocating your time to assist us with this research. We appreciate your 
participation!
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Open-ended questions

1. Which aspects of boredom in language class (instructional aspect, self-conflict aspect, or 
     situational aspect) do you consider the most boring? Why?
2. Is the experience of boredom more intense at the beginning, in the middle, and/or at the 
    end of the classes? Why?
3. What is your personal experience of boredom for your last 3 years of life as Ph.D. students?
4. What other factors do you think lead to the experience of boredom during the Ph.D. journey?


