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Abstract

The current study investigated self-reported positive affect (PA) and negative affect (NA) in
high school students (N = 451) within three academic contexts: homework, classwork/tests,and
after-school activities. We examined whether context-specific emotions predicted grades, life
satisfaction, and discipline records. Our findings revealed that context may be important when
examining test-criterion relations, with students’ affective reactions during extracurricular activ-
ities leading to different relationships with outcomes than reported affect during homework and
classwork/testing. Furthermore, we found that PA predicted student grades and satisfaction with
life to a much greater extent than NA. Practical implications and future directions are discussed.
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Students’ emotional reactions during learning have been shown to relate to a number of impor-
tant educational and life outcomes (Pekrun, Elliot, & Maier, 2009; Pekrun & Frese, 1992;
Pekrun, Goetz, Titz, & Perry, 2002). These findings are not surprising as the school environment
creates a context for a variety of emotional experiences that have the potential to influence teach-
ers’ instructional practices and students’ learning processes. These, in turn, can either enhance or
hinder students’ academic attainment.

Historically, research on affective variables and relationships with achievement has concen-
trated extensively on the role of test anxiety in test performance (Gumora & Arsenio, 2002;
Schutz & DeCuir, 2002). More recently, studies have emerged that focus on various aspects of
academic emotions, such as valence (e.g., positive, negative; Larsen, McGraw, & Cacioppo,
2001; Watson & Tellegen, 1985), academic subjects (e.g., mathematics, languages; Goetz,
Frenzel, Pekrun, & Hall, 2006; Goetz, Frenzel, Pekrun, Hall, & Liidtke, 2007), specific charac-
teristics of discrete emotions (e.g., boredom, Pekrun, Goetz, Daniels, Stupnisky, & Perry, 2010;
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Vodanovich, 2003), and the object focus of emotions (i.e., activity emotions pertaining to ongo-
ing achievement-related activities, and outcome emotions pertaining to the outcomes of these
activities; Pekrun et al., 2002, 2006). However, more research is needed on the relationship of
student affective reactions in the school context and how these emotions relate to academic and
nonacademic outcomes. The present study attempted to do just that: We investigated whether
students’ differently-valenced academic emotions in several academic contexts are related to
academic and life success indicators.

Context of Learning

The process of learning is not uniform. It comprises numerous domains and situations that differ
dramatically from each other, and, as a result, elicit various emotional and behavioral responses
from all involved. A number of psychosocial constructs have been shown to demonstrate weak
between-domain correspondence. Anxiety, self-efficacy, causal attributions, academic self-
concepts, and achievement goals have been demonstrated to depend heavily on the specific
domain of study, with only moderate to weak relations revealed among different domains (e.g.,
Bernichon, Cook, & Brown, 2003; Fennema, 1989; Marsh & Ayotte, 2003; Marsh & Yeung,
1996). Goetz, Frenzel, Pekrun, Hall, and Ludtke (2007) investigated students’ emotional experi-
ences (enjoyment, pride, anxiety, anger, and boredom) to see whether they show situational
specificity as well (mathematics, physics, German, and English classes). Their findings indi-
cated a largely domain-specific organization of academic emotions, with anxiety and enjoyment
showing the lowest degree of among-domains associations. Goetz et al.’s (2006) earlier study
revealed similar results: Academic emotions were largely organized along domain-specific tra-
jectories, with the degree of domain specificity varying for a particular emotion.

The aforementioned studies generally equate the notion of “domain specificity” with disci-
plines taught in school. There is another reasonable way of slicing the broad academic context
into domains (and expect low between-domain correspondence) by looking at students’ emotions
associated with classwork and homework, and at those that emerge when students participate in
after-school activities. To date, most studies have focused on emotions in the classroom, with
fewer inquiries examining student affect during homework (Knollmann & Wild, 2007; Warton,
2001). Although students spend a considerable amount of time on extracurricular activities,
research into emotion during after-school activities is scarce at the very best. Up until now, no
study has investigated emotions in the classroom, during homework, and during after-school
activities in one integrative framework.

Emotional Reactions Toward Classwork and Homework: General Findings

Studies have examined academic emotions in classroom situations. For example, test anxiety
has been shown to be negatively related with performance on a test and grades for students of
various levels of schooling (Hembree, 1990; Hunsley, 1987; Pekrun, Goetz, Titz, & Perry,
2002). Boredom—especially specific subtypes of it—has been negatively related to student
performance in the classroom (Daschmann, Goetz, & Stupnisky, 2011; Harris, 2000).

Leone and Richards (1989) employed the subjective experience sampling methodology and
showed that the levels of affect, arousal, and motivation reported by students were significantly
more negative during homework than during other activities, including work performed in the
classroom. Interestingly, homework was viewed less favorably than all other activities for stu-
dents of different levels of achievement, across gender, and grade levels.

Similarly, Chen and Stevenson’s (1989) study focused on students’ feelings about homework
in elementary school students from the United States, Japan, and Taiwan. The results were not
reassuring, with most students reporting general boredom and discouragement when rating their
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feelings associated with homework completion. Chen and Stevenson (1989) also found that chil-
dren who were negative about homework were more likely to be negative about school in gen-
eral. More recent inquiries echo these findings. For example, Warton (2001) and Knollmann and
Wild (2007) discussed students’ general negative reaction toward homework and suggested that
homework, typically a solitary and independent activity, was viewed more negatively than class-
work, which was normally associated with social interactions. Warton (2001) suggested that
developmental trajectories of students’ emotional reactions toward homework needed to be
explored, and differences between affective reactions toward homework and classwork further
investigated. The present study investigated emotional reactions in classwork, homework, and
after-school situations in a large sample of high school students.

Positive and Negative Affect Schedule

There are three predominant theoretical conceptions that guide research on the structure of emo-
tion (Gaudreau, Sanchez, & Blondin, 2006; Watson & Clark, 1997). The first approach describes
emotion in terms of discrete categories such as anger, anxiety, fear, guilt, joy, pride, and so forth.
The second approach is based on the premise that appraisals of control and values are central to
the arousal of emotions in academic situations (Pekrun, 2006). These include activity-related
emotions such as enjoyment, frustration, and boredom experienced during learning, as well as
outcome emotions such as joy, hope, pride, anxiety, hopelessness, shame, and anger relating to
feedback about success or failure. The third theory allots discrete emotions into higher-order
dimensions on the basis of their overlapping properties—positive and negative valence (Watson,
Wiese, Vaidya, & Tellegen, 1999). Based on the latter conceptualization of emotion, Watson,
Clark, and Tellegen (1988) developed the Positive and Negative Affect Schedule (PANAS). This
measure uses an adjective checklist that contains two subscales designed to measure positive (i.c.,
active, alert, attentive, determined, enthusiastic, excited, inspired, interested, proud, and strong)
and negative affect (i.e., afraid, ashamed, distressed, guilty, hostile, irritated, jittery, nervous,
scared, and upset). The PANAS can be used to assess transient affective states (e.g., present
moment, today, past few days), and more stable traits (e.g., past month, past year, typically),
depending on the time frame provided by the instructions (Watson & Clark, 1997).

Since its development, the measure has been widely used in research for diverse purposes in
social (e.g., Koestner, Lekes, Powers, & Chicoine, 2002), organizational (e.g., Ilies & Judge,
2005), educational (e.g., Gumora & Arsenio, 2002), and sport psychology (e.g., Crocker &
Graham, 1995). The subscales have been shown to be internally consistent, largely orthogonal,
and stable (Watson et al., 1988). Low correlations between positive affect (PA) and negative
affect (NA) may appear counter-intuitive. However, substantial research evidence suggests that
individuals can experience a mixture of positive and negative affects during the same period of
time, thus refuting the contention that PA and NA represent two opposite poles of the mood con-
tinuum (Larsen, McGraw, & Cacioppo, 2001; Watson & Clark, 1997). Our study employed a
variation of PANAS and examined the structure of affect across three academic contexts.

Positive and Negative Affect and Academic Outcomes

Many researchers have focused on the PA versus NA dichotomy when exploring its relationship
with meaningful academic and life outcomes. Inquiries that focused on interactions between
positive and negative affective reactions and cognitive factors, have shown that both positive
and negative mood can enhance mood-congruent memory processes by mechanisms of state-
dependent learning and mood-congruent recall (e.g., Levine & Burgess, 1997). In addition, PA
and NA have been demonstrated to trigger different modes of thinking, reasoning, and problem
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solving. Positive mood may facilitate holistic, intuitive, and creative ways of solving problems,
as well as an optimistic reliance on generalized knowledge structures. In contrast, negative
mood may enhance more focused, detail-oriented, analytical, and algorithmic modes of process-
ing information (Pekrun et al., 2002). Finally, studies reveal that both positive and negative
mood can produce task-irrelevant thinking that may be detrimental for task performance
(Baumeister, Hutton, & Cairns, 1990; Kluger, Lewinsohn, & Aiello, 1994). Obviously, as a
result of the above contingencies, PA and NA may hinder or facilitate students’ academic
achievement, and studies that would carefully examine these relationships are in order. The
design of our study allows us to do just that explore possible differential associations between
PA and NA and academic outcomes.

Positive psychology provides insight into relationships between PA and NA and important life
outcomes. In their review of cross-sectional, longitudinal, and experimental data, Lyubomirsky,
King, and Diener (2005) suggest that people who experience a preponderance of positive emo-
tions tend to be successful and accomplished across multiple life domains. The researchers claim
that PA engenders success, and cite numerous studies that demonstrate that positively-valenced
moods and emotions lead people to think, feel, and act in ways that promote both resource build-
ing and involvement with approach goals (Lyubomirsky, 2001; Lyubomirsky, Sheldon, &
Schkade, 2005). In general, as many researchers working within positive psychology paradigm
posit, positive emotions matter more than negative (Fredrickson, 2001; Seligman &
Csikszentmihalyi, 2000). This study investigated whether in fact positive moods that students
experience in school-related situations better predict important outcomes than negative moods do.

Summary of Aims and Goals of the Present Research

The present study had three main aims. First, we examined the underlying factor structure that
might circumscribe emotional reactions toward school in three academic situations: classwork/
tests, homework, and after-school activities. Second, we examined whether students’ emotional
experiences vary depending on the specific domain (i.e., homework, school work, and extracur-
ricular activities). Third, we examined the relationship between negative and positive emotional
reactions toward school and academic outcomes that included student grades, disciplinary
infarctions, and life satisfaction. Based on the preceding review of the literature, we predicted
that positive and negative emotional reactions would show differential relationships with these
criteria.

Method
Participants

A total of 500 students attending a large Northeastern public high school in the United States
participated in this study. After deleting cases that had missing data for more than one item per
variable, the sample consisted of 451 students (225 male, 214 female, 12 who did not report
gender). For cases with only one missing data point per variable, missing data was replaced with
the mean response across all items contributing to that variable. The sample comprised the fol-
lowing self-reported ethnicities: African American (22.0%), Asian American (3.7%), Hispanic
(12.4%), White (50.1%), and Multiracial/Other (11.8%).

Measures

I. Emotional reactions to school. Test-takers rated how often they had felt several positive and
negative emotions over the past month when participating in: (a) after-school activities, (b)
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homework, or (c) classwork/tests (e.g., “I have felt confident,” “I have felt frustrated”). Items
were rated on a 4-point scale: (1) Never or Rarely, (2) Sometimes, (3) Often, (4) Usually or
Always. Seven negative emotions and eight positive emotions were included in the scale, with
eight of these emotion repeated across two or more situations (e.g., “I feel excited” was asked for
both homework, and classwork/test situations). Eight items each referred to homework, class-
work/tests, and after-school activities.

2. Students’ life satisfaction scale. Test-takers rated how they felt about their life, relative to the
lifestyle they desire and their knowledge of their friends’ lives (Huebner, 1991). Seven items
were rated on a 6-point scale ranging from: (1) Strongly Disagree to (6) Strongly Agree. Sample
items include: “My life is going well,” “I have what I want in life.”

3. Student grades. Students’ cumulative mark grade point average (GPA) across their school
subjects was obtained from their school records. A valid grade was only obtainable for 346 stu-
dents in the study.

4. Discipline records. Discipline records were obtained for each student. The total number of
penalties was used as an outcome variable (number of times each student was absent without
permission, a number of times each student was late, in detention, etc.).

Procedure

All participants completed the questionnaire in paper-and-pencil format in the presence of proc-
tors. Students’ participation was voluntary, with parents’ permission obtained prior to the begin-
ning of the study. All participants were asked to be as honest as possible in their responses. Tests
and protocols were approved under the Educational Testing Service (ETS) human participants
review committee and fairness review process.

Results
Reliability and Descriptive Statistics

Reliability and descriptive statistics are reported in Table 1. All instruments showed adequate
reliability (Cronbach o > .65). Students reported a greater amount of PA in after-school activities
than in doing homework (#(449)445) = 11.97, p <.001, d = .69) or in a classwork/test situation
(1(449)445) = 17.17, p < .001, d = .99). Similarly, students reported greater NA while doing
homework (#(449)448) = 12.29, p < .001, d = .70), or while in a classwork/test situation
(1(449)448) = 14.43, p < .001, d = .82) compared with taking part in after-school activities.
Nevertheless, students still report a substantial amount of PA even in classwork/test situations
and while doing homework: Observed scores covered the full theoretical range of the scale, with
some students reporting the highest possible scores on PA while doing exams or homework.

Structural Analyses

We analyzed the structure of the data using linear structural relations (LISREL) v8.8, inputting
polychoric correlation and asymptotic covariance matrices and using a diagonally weighted least
squares (DWLS) estimator. We modeled the data in three stages (two for the measurement model
and then one for the full model predicting criteria).

In stage 1 (N = 470), we estimated a six-factor model with the following factors: (a) PA
in homework, (b) PA in after-school activities, (c) PA in classwork/tests, (d) NA in homework,
(e) NA in after-school activities, and (f) NA in classwork/tests. These factors were allowed to
correlate freely. In addition, we modeled correlated error for any item that was repeated across
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Table |. Reliability and Descriptive Statistics for Contextualized Feelings Variables, Life Satisfaction, and
Students’ Mean School Mark

No. of

Measure N items Range o Mean SD

Positive feelings: Homework 448 4 4-20 .66 9.00 3.46
Positive feelings: Activities 447 4 4-20 .94 12.10 5.36
Positive feelings: Exams/tests 448 4 4-20 74 772 3.24
Negative feelings: Homework 450 4 4-20 .67 7.70 3.21
Negative feelings: Activities 449 4 4-20 71 5.67 2.56
Negative feelings: Exams/tests 450 4 4-20 8l 8.35 3.87
Life satisfaction 451 7 7-42 .87 3041 7.36
GPA 350 | 56.25-99.5 — 87.82 7.82

Note: GPA = grade point average.

situations (e.g., The “I feel CALM” item was used for both homework and classwork contexts,
so correlated error was modeled between calm-during-classwork/tests, and calm-doing-home-
work items). All decisions about correlated errors were made a priori, and no further correlated
errors were modeled.

In stage 2 (N =470), we estimated a hierarchical model, where the three PA factors defined a
second-order “positive affect” factor and the three (NA) factors defined a second-order “negative
affect” factor. The two second-order factors were allowed to correlate.

In stage 3 (N = 346), the two second-order factors predicted three outcome variables, which
were entered into LISREL as manifest variables: (a) life satisfaction, (b) students’ average mark
for the semester, across all units of study, and (c) whether a student had incurred a disciplinary
infraction. The error terms of the three outcome variables were allowed to correlate, as these
three variables are related. Note that the reduced sample size at stage 3 was due primarily to
missing data for students’ school marks and disciplinary records. Data were deleted listwise.

Structural Analysis |: Six-factor Confirmatory Factor Analysis of Student Affect

Factor loadings from the six-factor confirmatory factor analysis are shown in Table 2. All factor
loadings were significant, ranging from .53 to .94. Note that the model included eight correlated
errors, based on the eight emotion adjectives that were repeated across two situations (calm,
exited, enthusiastic, delighted, scared, sad, angry, nervous, and upset). Four of the nine correla-
tions between error terms were significant (for the adjectives calm, exited, scared, and sad). Fit
statistics indicated that the model provided a good fit to the data: Satorra-Bentler %* = 505.133
(df = 228), root mean square error of approximation (RMSEA) = .052 (90% CI: .046 to .058),
NFI =.958, CFI = .976.

Correlations between the six latent factors are shown in Table 3. All PA factors were highly
inter-correlated (» = .34 to .80), with the strongest correlation between classwork/tests and home-
work factors. Similarly, all NA factors were highly inter-correlated (» = .46 to .78), with the
strongest correlation between classwork/exams and homework factors. Correlations between PA
and NA scores were negative for homework and classwork/tests contexts, but positive for extra-
curricular activities. That is, students appear to either feel positive or feel negative about their
homework and classwork, but tend to feel both ways about their extracurricular activities. In
general, the correlations between latent factors highlight that context may be important when
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Table 2. Standardized Factor Loadings From Six-Factor Confirmatory Factor Analysis and Hierarchical
Model for Student Affect

Model | (6-factor CFA) Model 2 (hierarchical CFA)
Loading Loading
Loading (Ist-order factor) (2nd order factor)
Factor |: Positive -homework .87
Homework: Calm .67 .65
Homework: Excited .85 .86
Homework: Happy 75 74
Homework: Fearless .53 .53
Factor 2: Positive -activities .39
Activities: Enthusiastic 93 93
Activities: Proud 9l 92
Activities: Delighted .94 .94
Activities: Energetic .89 .89
Factor 3: Positive -exams .94
Exams: Calm .56 .55
Exams: Excited .80 8l
Exams: Enthusiastic .85 .86
Exams: Delighted 75 75
Factor 4: Negative homework .87
Homework: Scared 74 77
Homework: Sad .69 .69
Homework: Guilty .59 .60
Homework: Angry .65 .62
Factor 5: Negative activities 49
Activities: Nervous 76 72
Activities: Upset .78 77
Activities: Angry .80 .83
Activities: Dissatisfied 72 74
Factor 6: Negative exams 93
Exams: Scared .86 .87
Exams: Sad .80 .80
Exams: Nervous 77 76
Exams: Upset .78 77

Note: CFA = confirmatory factor analysis. All factor loadings are significant at p < .01.

Table 3. Correlations Between the Six Latent Factors From the Six-Factor Confirmatory Factor Analysis

Fl 2 F3 F4 F5
Fl: Positive homework
F2: Positive activities 34%¢
F3: Positive exams .80%* A40%*
F4: Negative homework —.29%* 12 -.08
F5: Negative activities 6%F 7% 29%F Sk
F6: Negative exams —22%* -0l —25%* 78%k A46%F

Note: CFA = confirmatory factor analysis.
*p < .01, two-tailed.
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examining student affect, and that individuals affect in the extracurricular contexts is structurally
different from that found when individuals engaged in homework and classwork/testing.

Structural Analysis 2: Hierarchical Analysis of Student Affect

Factor loadings from the hierarchical factor analysis are also shown in Table 2. All loadings on
the six first-order factors were significant, ranging from .53 to .94. All loadings on the two
second-order factors (PA and NA) were also significant, ranging from .39 to .94. Loadings on
the two second-order factors were lower for the first-order factors representing an extracurricu-
lar activities context than for the first-order factors representing classwork/examination or
homework context. Second-order factors representing PA and NA were not significantly corre-
lated (r = -.12, n.s.).

Structural Analysis 3: Predicting Outcomes From Positive and Negative Affect

Figure 1 shows the full model where latent factors of PA and NA predict the three key student
outcomes: (a) life satisfaction, (b) student’s average school mark awarded in the following
semester, and (c) whether students had a recorded disciplinary infraction that semester. This
model also fit the data well: Satorra-Bentler x* = 628.415, df = 302, RMSEA = .056 (90% con-
fidence interval (CI): .049 to .062), normed fit index (NFI) = .938, comparative fit index
(CFI) = .967. The model explained 4.7% of the variance in life satisfaction, 3.6% of the variance
in average mark, and 1.5% of the variance in disciplinary infractions. PA predicted both student
life satisfaction and students’ grades (but not whether students had a disciplinary infraction). NA
did not predict any of the three outcomes. Such a result highlights the importance of positive
emotions in the educational sphere.

Discussion

The present study investigated students’ PA and NA in three broad academic situations: When
students work on their homework, during classwork/tests, or when they participate in extracur-
ricular activities. We also examined whether PA and NA predicted educational outcomes (life
satisfaction, grades, and disciplinary infractions). The results demonstrated that students’ affec-
tive experiences are indeed context dependent, and that PA, and not NA predicts students’ grades
and satisfaction with life.

The Context of Positive and Negative Emotions

Goetz et al. (2006, 2007) demonstrated that academic emotions are largely organized along
domain-specific lines. That is, students’ experiences of a variety of affective states vary depend-
ing on the particular academic subject. Furthermore, a recent study (Goetz, Frenzel, Ludtke, &
Hall, 2011) investigated the moderating effect of having the same versus a different course
instructor across academic domains. The results revealed that students’ emotional experiences
were indeed moderated by the presence of the same teacher across domains. However, the
between-domain relations between emotions in subjects having the same instructor were not
strong enough to refute the domain-specific nature of student affective reactions. In other words,
students’ emotions across subjects vary, and these differences are rather salient and pronounced
even after other variables (e.g., personality of the instructor) are taken into account.

In the current study we examined whether academic emotions vary depending on the type of
activity in which students participate—when working on their homework, during classwork/
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Figure I.The Final Model Showing the Hierarchical Affect Solution Predicting Student Life Satisfaction,
Average Mark at School, and Disciplinary Infractions, With Significant Parameters Shown In Bold Text

tests, and when engaged in extracurricular activities. We revealed differences in affect between
these three academic contexts. Students’ PA was the highest (and NA the lowest) for extracur-
ricular activities, as compared with classwork and homework. Prior studies have shown links
between participation in sports and clubs and a number of important outcomes (e.g., higher GPA,
Elder & Conger, 2000; school engagement, Marsh & Kleitman, 2002; reduced dropout rates,
Mahoney, 2000; Mahoney & Cairns, 1997; see also Eccles, Barber, Stone, & Hunt, 2003, for a
review). Researchers report high interest, intrinsic motivation, and opportunities to form strong
social bonds with nonfamilial adults and peers, as reasons for participation in extracurricular
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activities (e.g., Eccles et al., 2003). It is not too fanciful to speculate that higher PA may serve as
an additional mediator variable that can explicate the mechanism underlying the relationship
between participation in extracurricular activities and educational outcomes. Furthermore, it is
worth noting that students reported a substantial amount of PA even in classwork/test situations
and while doing homework. In other words, it is not just “the least academic kind” of school
activities, extracurricular activities, that is likely to elicit PA. Scores on assessments capturing
affective reactions in all three contexts covered the full range of the scale, with students obtain-
ing the highest possible scores on the PA scale while engaged in classwork/exams or during
homework.

The Structure of Affective Reactions

The results of the confirmatory factor analyses indicate that a six-factor model shows good fit
to the data, providing insight into the structure of high school students’ feelings toward school.
Specifically, students’ affective reactions toward school seem to be distinguishable both in terms
of PA and NA, and across the differing domains of after-school activities, classwork/tests, and
homework.

In terms of facet level relations, all PA factors were positively and highly correlated, as were
all NA factors. In addition, PA related negatively to NA for homework and classwork/test. The
exception was for affective reactions toward extracurricular activities, where there was a positive
relation between students’ PA and NA. That is, high school students tend to either feel positive
or negative about their homework and classwork/exams, but can feel both ways about their after-
school activities. This serves as an indication that the structural relations between PA and NA for
high school students can differ depending on the situation. Perhaps it is easier for high school
students to disentangle positive and negative emotions when reacting to homework or classwork,
as opposed to after-school activities.

Hierarchical analysis of student affective reactions revealed further differences among the
three academic contexts. More specifically, the analyses demonstrated that loadings onto the two
second-order factors of NA and PA were lower for the first-order factors representing extracur-
ricular activities than for the first-order factors representing classwork/tests or homework con-
text. The findings from structural analyses highlight that context may be important when
examining student affect, and that students’ affective reactions toward extracurricular activities
differ from affective reactions in contexts involving homework and classwork/testing.

Positive and Negative Affect and Academic Outcomes

The present study investigated the effectiveness of positive and negative affective reactions in
predicting meaningful academic outcomes—grades, life satisfaction, and disciplinary infrac-
tions. The results indicate that PA significantly predicts student grades and life satisfaction,
although the effect size is small in each case. NA did not predict any of the three outcomes
examined in this study. These results suggest the important role that emotional reactions play in
shaping general happiness and satisfaction with life in high school students. These findings also
demonstrate that measures of academic emotions can be related to important criterion measures
of school success.

The fact that only positive emotions predicted grades and life satisfaction can be explicated
by using the positive-psychology perspective. Researchers working within this theoretical frame-
work state that positive emotions are more important than negative emotions (Fredrickson, 2001;
Seligman & Csikszentmihalyi, 2000). Our study revealed that, indeed, positive emotional
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reactions toward academic situations are meaningful predictors of student grades and general
satisfaction with life, unlike negative emotions, which showed no such relationship with valued
outcomes.

Needless to say, this finding may have important implications for educators. For instance,
several social and emotional learning programs exist in schools across the United States that are
designed to improve students’ emotional capabilities (e.g., Zeidner, Matthews, & Roberts, 2009;
Zins, Bloodworth, Weissberg, & Walberg, 2004). These programs are designed to help students
to be able to recognize emotions in themselves and others, manage and regulate their own emo-
tions, and develop a sense of empathy, among others (Zins, Payton, Weissberg, & O’Brien,
2007). Several of these programs have been found to be very effective in groups of racially and
ethnically diverse students, and thus may be promising in reducing the existing achievement gap
(Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011; Payton et al., 2008). Our findings
suggest that additional effort should be invested into ensuring that students’ reactions toward
schools are positive, and offer them tools that will help them to deal with possible negative
emotions.

Limitations and Future Directions

Some limitations of the present study must be noted. The correlational nature of the study pre-
vents us from drawing causal inferences. Longitudinal investigations would be highly instru-
mental in determining causal relationships among the variables examined in this study.
Furthermore, other methods, such as situational judgment tests, forced choice tests, day recon-
struction method—to name a few (Lipnevich, MacCann, & Roberts, in press)—could be used
as alternatives to the items used in the present study to measure student affective reactions. In
addition, more studies are needed that would use students from different countries and various
educational tracks to examine affective reactions across academic contexts. Finally, studies
demonstrate that students’ emotional reactions overlap significantly with the so-called “Big
Five” or the five factor model of personality (e.g., Scherer, Wranik, Sangsue, Tran, & Scherer,
2004). Extraversion has been shown to be the strongest correlate of positive emotions, and
Neuroticism was the strongest correlate of negative emotions. Future studies could investigate
whether student emotional reactions incrementally predict outcome measures above and beyond
personality, and thus, are not redundant.

Conclusion

The results of the current study suggest that students’ emotional reactions toward three academic
situations are related to valued educational outcomes, and these relationships vary depending on
a specific academic context. Our findings demonstrate that PA and NA experienced during
homework, classwork/tests, and extracurricular activities are important variables that educators
and policymakers should consider, as they relate to students’ grades and general satisfaction with
life. More specifically, because we found that only positive emotions predicted school outcomes,
more attention should be paid toward ensuring that students’ reactions toward schools are posi-
tive, and introduce them to specific strategies that will help them to manage negative emotions.

Authors’ Note

1. All statements expressed in this article are the authors’ and do not reflect the official opinions or policies
of the authors’ host affiliations.



398 Journal of Psychoeducational Assessment 30(4)

Acknowledgment

We[change “We” here to “The authors’] would like to thank Jeremy Burrus, Madeleine Keehner, and John
Sabatini for their helpful comments on earlier versions of this manuscript.

Declaration of Conflicting Interests

The author(s) declared no potential conflicts of interest with respect to the research, authorship, and/or
publication of this article.

Funding

The author(s) received no financial support for the research, authorship, and/or publication of this article.

References

Baumeister, R. F., Hutton, D. G., & Cairns, K. J. (1990). Negative effects of praise on skilled performance.
Basic and Applied Social Psychology, 11, 131-148.

Bernichon, T., Cook, K., & Brown, J. D. (2003). Seeking self-evaluative feedback: The interactive role of
global self-esteem and specific self-views. Journal of Personality and Social Psychology, 84, 194-204.

Chen, C., & Stevenson, H. W. (1989). Homework: Across-cultural examination. Child Development, 60,
551-561.

Crocker, P. R. E., & Graham, T. R. (1995). Coping with competitive athletes with performance stress:
Gender differences and relationships with affect. The Sport Psychologist, 9, 325-338.

Daschmann, E. C., Goetz, T., & Stupnisky, R. H. (2011). Testing the predictors of boredom at school.
Development and validation of the precursors to boredom scales. British Journal of Educational Psy-
chology, 81, 421-440.

Durlak, J. A., Weissberg, R. P., Dymnicki, A. B., Taylor, R. D., & Schellinger, K. B. (2011). The impact of
enhancing students’ social and emotional learning: A meta-analysis of school-based universal interven-
tions. Child Development, 82, 405-432.

Eccles, J. S., Barber, B. L., Stone, M., & Hunt, J. (2003). Extracurricular activities and adolescent develop-
ment. Journal of Social Issues, 59, 865-889.

Elder, G. H., Jr., & Conger, R. D. (2000). Children of the land: Adversity and success in rural America.
Chicago, IL: University of Chicago Press.

Fennema, E. (1989). The study of affect and mathematics: A proposed generic model for research. In D. B.
McLeod & V. M. Adam (Eds.), Affect and mathematical problem solving: A new perspective (pp. 205-
219). New York, NY: Springer-Verlag.

Fredrickson, B. L. (2001). The role of positive emotions in positive psychology: The broaden-and-build
theory of positive emotions. American Psychologist, 56, 218-226.

Gaudreau, P., Sanchez, X., & Blondin, J.-P. (2006). Positive and negative affective states in a performance-
related setting: Testing the factorial structure of the PANAS across two samples of French-Canadian
participants. European Journal of Psychological Assessment, 22, 240-249.

Goetz, T., Frenzel, A. C., Pekrun, R., & Hall, N. C. (2006). The domain specificity of academic emotional
experiences. Journal of Experimental Education, 75, 5-29.

Goetz, T., Frenzel, A. C., Pekrun, R., Hall, N. C., & Liidtke, O. (2007). Between- and within-domain rela-
tions of students’ academic emotions. Journal of Educational Psychology, 99, 715-733.

Goetz, T., Frenzel, A. C., Ludtke, O., & Hall, N. C. (2011). Between-domain relations of academic
emotions: Does having the same instructor make a difference? Journal of Experimental Education, 79,
84-101.

Gumora, G., & Arsenio, W. F. (2002). Emotionality, emotion regulation, and school performance in middle
school children. Journal of School Psychology, 40, 395-413.

Harris, M. B. (2000). Correlates and characteristics of boredom proneness and boredom. Journal of Applied
Social Psychology, 30, 576-598.



Lipnevich et al. 399

Hembree, R. (1990). The nature, effects, and relief of mathematics anxiety. Journal for Research in Math-
ematics Education, 21, 33-46.

Huebner, E. S. (1991). Initial development of the Student’s Life Satisfaction Scale. School Psychology
International, 12,231-240.

Hunsley, J. (1987). Cognitive processes in mathematics anxiety and test anxiety: The role of appraisals,
internal dialogue, and attributions. Journal of Educational Psychology, 79, 388-392.

Ilies, R., & Judge, T. A. (2005). Goal regulation across time: The effects of feedback and affect. Journal of
Applied Psychology, 90, 453-467.

Kluger, A. N., Lewinsohn, S. & Aiello, J. (1994). The influence of feedback on mood: Linear effects on
pleasantness and curvilinear effect on arousal. Organizational Behavior and Human Decision Pro-
cesses, 60, 276-299.

Knollmann, M., & Wild, E. (2007). Quality of parental support and students’ emotions during homework:
Moderating effects of students’ motivational orientations. European Journal of Psychology of Educa-
tion, 22, 63-76.

Koestner, R., Lekes, N., Powers, T. A., & Chicoine, E. (2002). Attaining personal goals: Self-concordance
plus implementation intentions equals success. Journal of Personality and Social Psychology, 83,
231-244.

Larsen, J. T., McGraw, P., & Cacioppo, J. T. (2001). Can people feel happy and sad at the same time? Jour-
nal of Personality and Social Psychology, 81, 684-696.

Leone, C. M., & Richards, M. H. (1989). Classwork and homework in early adolescence: The ecology of
achievement. Journal of Youth and Adolescence, 18, 531-548.

Levine, L. J., & Burgess, S. L. (1997). Beyond general arousal: Effect of specific emotions on memory.
Social Cognition, 15, 157-181.

Lipnevich, A. A., MacCann, C., & Roberts, R. D. (in press). Assessing noncognitive constructs in educa-
tion: A review of traditional and innovative approaches. In D. Saklofske & V. Schwean (Eds.), Oxford
handbook of psychological assessment of children and adolescents. Cambridge, MA: Oxford Univer-
sity Press.

Lyubomirsky, S. (2001). Why are some people happier than others? The role of cognitive and motivational
processes in well-being. American Psychologist, 56, 239-249.

Lyubomirsky, S., King, L., & Diener, E. (2005). The benefits of frequent positive affect: Does happiness
lead to success? Psychological Bulletin, 131, 803-855.

Lyubomirsky, S., Sheldon, K. M., & Schkade, D. (2005). Pursuing happiness: The architecture of sustain-
able change. Review of General Psychology, 9, 111-131.

Mabhoney, J. L. (2000). School extracurricular activity participation as a moderator in the development of
antisocial patterns. Child Development, 71, 502-516.

Mabhoney, J. L., & Cairns, R. B. (1997). Do extracurricular activities protect against early school dropout?
Developmental Psychology, 33, 241-253.

Marsh, H. W., & Ayotte, V. (2003). Do multiple dimensions of self-concept become more differentiated
with age? The differential distinctiveness hypothesis. Journal of Educational Psychology, 94, 687-706.

Marsh, H. W., & Kleitman, S. (2002). Extracurricular school activities: The good, the bad, and the non-
linear. Harvard Educational Review, 72, 464-514.

Marsh, H. W., & Yeung, A. S. (1996). The distinctiveness of affects in specific school subjects: An applica-
tion of confirmatory factor analysis with the national educational longitudinal study of 1988. American
Educational Research Journal, 33, 665-689.

Payton, J., Weissberg, R. P., Durlak, J. A., Dymnicki, A. B., Taylor, R. D., Schellinger, K. B., & Pachan, M.
(2008). The positive impact of social and emotional learning for kindergarten to eighth-grade students:
Findings from three scientific reviews. Chicago, IL: Collaborative for Academic, Social, and Emotional
Learning.



400 Journal of Psychoeducational Assessment 30(4)

Pekrun, R. (2006). The control-value theory of achievement emotions: Assumptions, corollaries, and impli-
cations for educational research and practice. Educational Psychology Review, 18, 315-341.

Pekrun, R., & Frese, M. (1992). Emotions in work and achievement. In C. L. Cooper & 1. T. Robertson
(Eds.), International review of industrial and organizational psychology (Vol. 7, pp. 153-200). Chich-
ester, UK: Wiley.

Pekrun, R., Elliot, A. J., & Maier, M. A. (2009). Achievement goals and achievement emotions: Testing
a model of their joint relations with academic performance. Journal of Educational Psychology, 101,
115-135.

Pekrun, R., Goetz, T., Daniels, L. M., Stupnisky, R. H., & Perry, R. P. (2010). Boredom in achievement set-
tings: Exploring control-value antecedents and performance outcomes of a neglected emotion. Journal
of Educational Psychology, 102, 531-549.

Pekrun, R., Goetz, T., Titz, W., & Perry, R. P. (2002). Academic emotions in students’ self-regulated learn-
ing and achievement: A program of qualitative and quantitative research. Educational Psychologist,
37,91-106.

Pekrun, R., Elliot, A. J., & Maier, M. A. (2006). Achievement goals and discrete achievement emotions: A
theoretical model and prospective test. Journal of Educational Psychology, 98, 583 -597.

Scherer, K. R., Wranik, T., Sangsue, J., Tran, V., & Scherer, U. (2004). Emotions in everyday life: Probabil-
ity of occurrence, risk factors, appraisal and reaction pattern. Social Science Information, 4, 499-570.

Schutz, P. A., & DeCuir, J. T. (2002). Inquiry on emotions in education. Educational Psychologist, 37,
125-134.

Seligman, E. P., & Csikszentmihalyi, M. (2000). Positive psychology: An introduction. American
Psychologist, 55, 5-14.

Vodanovich, S. J. (2003). Psychometric measures of boredom: A review of the literature. Journal of
Psychology: Interdisciplinary and Applied, 137, 569-595.

Warton, P. M. (2001). The forgotten voices in homework: Views of students. Educational Psychologist, 36,
155-165.

Watson, D., & Tellegen, A. (1985). Toward a consensual structure of mood. Psychological Bulletin, 98,
219-235.

Watson, D., Clark, L. A., & Tellegen, A. (1988). Development and validation of brief measures of positive
and negative affect: The PANAS Scales. Journal of Personality and Social Psychology, 47, 1063-1070.

Watson, D., & Clark, L. A. (1997). Extraversion and its positive emotional core. In R. Hogan, J. Johnson, &
S. Briggs (Eds.), Handbook of personality psychology (pp. 767-793). San Diego, CA: Academic Press.

Watson, D., Wiese, D., Vaidya, J., & Tellegen, A. (1999). The two general activation systems of affect:
Structural findings, evolutionary considerations and psychobiological evidence. Journal of Personality
and Social Psychology, 76, 820-838.

Zeidner, M., Matthews, G., & Roberts, R. (2009). What we know about emotional intelligence. How it
affects learning, work, relationships, and our mental health. Cambridge: MIT Press.

Zins, J. E., Bloodworth, M. R., Weissberg, R. P., & Walberg, H. J. (2004). The scientific base linking emo-
tional learning to student success and academic outcomes. InJ. E. Zins, R. P. Weissberg, M. C. Wang,
& H. J. Walberg (Eds.), Building academic success on social and emotional learning: What does the
research say? (pp. 3-22). New York, NY: Teachers College Press.

Zins, J., Payton, J. W., Weissberg R. P., & O’Brien, M. U. (2007). Social and emotional learning and suc-
cessful school performance. In G. Matthews, M. Zeidner, & R. D. Roberts (Eds.), Emotional intelli-
gence: Knowns and unknowns (pp. 376-395). New York: Oxford University Press.

Bios
Anastasiya A. Lipnevich, PhD, is an Assistant Professor of educational psychology at Queens College of
the City University of New York. Her research interests include: instructional feedback and its effect on

student performance, alternative ways of cognitive and noncognitive assessment, and the role of noncogni-
tive characteristics in individuals’ academic and life success.



Lipnevich et al. 401

Carolyn MacCann, PhD, is a psychology lecturer at the University of Sydney. Her research interests
include: the development of new assessment paradigms for emotional intelligence, personality, and related
noncognitive constructs; issues of factor structure in personality and emotional intelligence; the prediction
of educational and workplace outcomes; and the role of response distortion in psychological assessment.

Jonas P. Bertling is an Associate Research Scientist in the Center for Academic and Workforce Readiness
and Success in the Research Division of Educational Testing Service (ETS), Princeton, New Jersey. His
research focuses on designing and validating new cognitive and noncognitive assessments, and investigat-
ing their cross-cultural comparability, especially in the field of international large scale assessments.

Bobby Naemi, PhD, is an Associate Research Scientist in the Center for Academic and Workforce
Readiness at the Educational Testing Service’s Research & Development Division in Princeton, NJ. His
main research interests are in personality and psychometrics, with past projects exploring response styles in
survey use, applying item response theory and latent class modeling to personality measurement, and refin-
ing situational judgment test measures. His current work at ETS involves applying existing non-cognitive
measures to predict workforce and educational performance, as well as developing new fake-resistant non-
cognitive measures.

Richard D. Roberts, PhD, is a Managing Principal Research Scientist in the Center for Academic and
Workforce Readiness and Success Educational Testing Service’s Research & Development Division,
Princeton, New Jersey. His main areas of specialization are assessment and human individual differences,
where he has published a dozen books (for MIT, Oxford, and APA Press), over 150 peer-review articles or
book chapters, and 200 odd presentations across the globe. He is currently Associate Editor of The
International Journal of Psychology and Section Editor (Personality) for the forthcoming International
Encyclopedia of the Social and Behavioral Sciences, Second Edition.



