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Emotion regulation (ER) strategies may reduce the negative relationship between
math anxiety and mathematics accuracy, but different strategies may differ in their
effectiveness. We recorded electrodermal activity (EDA) to examine the effect of
physiological arousal on performance during different applied ER strategies. We
explored how ER strategies might affect the decreases in accuracy attributed to
physiological arousal in high math anxious (HMA) individuals. Participants were
instructed to use cognitive reappraisal (CR), expressive suppression (ES), or a “business
as usual” strategy. During the ES condition, HMA individuals showed decreases in
math accuracy associated with increased EDA, compared to low math anxious (LMA)
individuals. For both HMA and LMA groups, CR reduced the association between
physiological arousal and math accuracy, such that even elevated physiological arousal
levels no longer had a negative association with math accuracy. These results show that
CR provides a promising technique for ameliorating the negative relationship between
math anxiety and math accuracy.
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INTRODUCTION

Math anxiety represents a significant challenge for many students, as anxious emotion creates
obstacles for math achievement (Hembree, 1990). Math anxiety refers to the feelings of anxiety,
nervousness, tension and apprehension related to anticipating or calculating mathematics
(Hembree, 1990; Ma, 1999; Ashcraft, 2002; Sudrez-Pellicioni et al., 2015; Namkung et al., 2019).
In the present study, we explored the relationship between math anxiety, physiological arousal
(measured by electrodermal activity, EDA) and math accuracy across various emotion regulation
(ER) strategies. Our results suggest that especially compared to an ER strategy called expressive
suppression (ES), cognitive reappraisal (CR) was associated with ameliorating the negative
relationship between math anxiety, physiological arousal, and math accuracy.

Math Anxiety

Math anxiety is thought to be related to other experiences of anxiety, such as general anxiety or
test anxiety (Kazelskis, 1998; Kazelskis et al., 2000; Ashcraft, 2002; Sudrez-Pellicioni et al., 2015;
Dowker et al., 2016). However, math anxiety is associated with fairly specific negative emotions,
thoughts, and performance deficits in mathematics; increased math anxiety is associated with
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deficits in math performance but not other difficult cognitive
tasks or academic domains (Hopko et al., 2002; Pizzie and
Kraemer, 2018; Pizzie et al, 2020a). High math anxious
(HMA) individuals report increased negative experiences with
mathematics, and math anxiety is also associated with decreases
in math performance, with math anxious individuals showing
decreased accuracy or proficiency in mathematics (Ma, 1999;
Ramirez et al., 2013; Namkung et al., 2019). Math anxiety is also
characterized by avoidance of mathematics, and math anxious
individuals avoid even the mere presentation of mathematics
(Pizzie and Kraemer, 2017), speeding through math at the
expense of spending adequate time to solve the problem (Faust
et al., 1996; Pizzie et al., 2020b). Over a longer timescale, math
anxious individuals avoid taking further math classes, and avoid
career choices that focus on math and quantitative skills (Betz,
1978; Hembree, 1990; Dowker et al., 2016).

Much of the previous research on math anxiety has focused
on the cognitive components of math anxiety, exploring how
math anxiety is related to math performance and cognitive
processes that support math calculation (Ashcraft, 2002; Ashcraft
and Moore, 2009; Moore and Ashcraft, 2013). Past research
has established that working memory deficits accompany math
anxiety and are related to deficits in math performance. Using
the foundational literature on general anxiety as a point of
comparison, the root of these working memory deficits are related
to deficits in cognitive inhibitory mechanisms (Hopko et al,
1998). Increased math anxiety is associated with intrusive anxious
thoughts that interrupt and distract verbal working memory,
occupying working memory resources that would otherwise
be devoted to mathematical calculations (Hopko et al., 1998;
Beilock, 2008).

Interventions targeting math anxiety are largely categorized by
two approaches: providing additional support for improved math
understanding (i.e., intervening to provide additional practice in
math calculation or improved math instruction), or intervening
to ameliorate the feelings of anxiety (i.e., intervening at the level
of emotion). Interventions targeting the quality or frequency of
math instruction to improve the deficits associated with math
anxiety have shown decreases in math anxiety and increases in
math performance (Agarwal et al., 2014; Iuculano et al., 2015;
Supekar et al., 2015; Pizzie and Kraemer, 2017). However, some
of these interventions, such as one-on-one tutoring (Supekar
et al., 2015), may be difficult to implement on a broader scale.
Other research has identified anxious emotion as a focus for
math anxiety intervention (Hembree, 1990; Jamieson et al., 2010,
2012, 2016; Ramirez and Beilock, 2011; Park et al., 2014). In the
present study, we examine math anxiety from the perspective
of affective science, and evaluate the introduction of emotion
regulation strategies as a hypothesized intervention for math
anxiety (Pizzie et al., 2020a), with this study focusing on the
relationship between physiological arousal and task accuracy
between HMA and LMA individuals.

In this psychophysiology experiment, we evaluated the effect
of different emotion regulation (ER) techniques (Gross and
Levenson, 1997; Gross, 1998; Gross and Thompson, 2007)
on math performance in participants with high and low
math anxiety, and explored the relationship between different

regulation strategies with physiological arousal (electrodermal
activity, EDA) and task performance. Specifically, we chose to
focus on two emotion regulation strategies shown to be effective
at reducing self-reported negative affect: cognitive reappraisal
(CR) and expressive suppression (ES). We compared the effects
of implementing these strategies across two different types of
stimuli: math problems and analogies. Math problems were
chosen as stimuli because they should be emotionally evocative
for those who are HMA. Stimuli also included analogies, which
can be considered a control condition. This analogy task was
designed to be a working-memory intensive task that, although
cognitively challenging, would not evoke the same negative
emotions for HMA individuals.

Physiological Arousal

In addition to negative thoughts and appraisals, anxiety
is also associated with increased physiological arousal, here
operationalized as electrodermal activity (EDA; Dawson et al.,
2009; Figner and Murphy, 2011; Boucsein, 2012; Braithewaite
et al, 2015). EDA is a correlate of sympathetic nervous
system activity. Individuals experience increased activity in the
sympathetic nervous system in varying degrees of readiness
for a “fight, flight, or freeze” response, resulting increased
physiological arousal across a number of different systems in
the body (Dawson et al., 2009). In particular, researchers can
measure this sympathetic nervous system activity by measuring
the varying amount of microscopic sweat on an individual’s skin
produced by eccrine sweat glands. The more sweat produced by
these glands, the more electrical conductivity can be measured
(Dawson et al., 2009; Figner and Murphy, 2011; Boucsein, 2012).
As sympathetic nervous system arousal increases, we can measure
increased EDA as a physiological correlate.

EDA is represented as a dynamic physiological response
signal, and can be measured using the tonic skin conductance
level (SCL; an average of a period of time), or specific
skin conductance responses (SCR), representing specific phasic
increases, usually in response to a specific stimulus (Nikula, 1991;
Dawson et al., 2009; Figner and Murphy, 2011). However, either
of these measurement approaches leaves something to be desired.
SCL averages of a period of time, minimizing the peaks and
valleys of the EDA signal. SCR measures the shape of the specific
skin conductance response, measuring attributes of that response,
such as the length and amplitude of the response to a stimulus.
The responses that are characterized as SCRs do not always occur
in response to every presentation of the stimulus, and so can
create a selection bias in only analyzing these SCRs. For example,
the amplitude of the SCR can only be measured for stimuli in
which a SCR can be detected, which does not occur for every
presentation of the stimuli. In this study, we have chosen to use an
analysis technique that represents a compromise between these
two approaches: calculating the area under the curve (AUC) of
the electrodermal activity while participants are completing their
calculations or estimations during the task (Figner and Murphy,
2011). Although this measure is more similar to analysis of SCL
(i.e., averaging over a measurement of EDA over a specified
period of time), this method also accounts for additional aspects
of the EDA signal. In this way, we can calculate the level of activity
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during the entire response period, while also maintaining the
curved shape and peaks associated with a SCR (Dawson et al.,
2009; Bach et al., 2010; Boucsein, 2012).

Increased anxiety (Naveteur and Baque, 1987) and negative
thought processes (Nikula, 1991) have been related to increased
measurements of EDA. Math anxiety is associated with increased
vigilance in response to mathematics, and previous research has
indicated that biological correlates such as amygdala reactivity are
associated with increased reactivity when HMA individuals are
presented with mathematics (Young et al., 2012; Sudrez-Pellicioni
et al, 2013, 2015; Pizzie and Kraemer, 2017). However, past
research has found mixed results when measuring physiological
arousal through skin conductance. For example, past research
reported no association between math anxiety and physiological
arousal when measuring SCL over an extended period while
individuals performed mathematics (Dew et al., 1984). More
recent work suggests that physiological arousal is only associated
with math anxiety when other cognitive factors are also taken into
account (Strohmaier et al., 2020).

In the present study, we will examine the role of physiological
arousal, measured by EDA, as a factor contributing to math
accuracy. We will explore the idea that physiological arousal
may be one of the factors that could distract or detract from
math-related working memory processes within math anxiety. In
other words, attention to physiological sensations and increased
physiological arousal, and negative cognitive attributions of that
physiological arousal, may be factors that contribute to the
performance decrements observed in math anxiety (Blascovitch
et al., 2003; Jamieson et al., 2012, 2016, 2020). In this way, our
research will explore the relation between math anxiety, stimulus
type, ER strategy, and physiological arousal, on task accuracy.
This analysis will allow us to explore how math anxiety and ER
strategy interact with physiological arousal and the relationship
of these factors to math accuracy.

Emotion Regulation Strategies

Cognitive reappraisal (CR) is the process by which individuals
change their thought processes and appraisals about an emotional
situation, thereby changing the meaning of the emotional
stimulus and their physiological response (Gross, 1998). ES
is an emotion regulation technique by which individuals
suppress or hide their outward emotional response, keeping their
feelings bottled up or repressed (Gross and Levenson, 1993).
Foundational work using ER strategies such as CR illustrate
the physiological benefits of utilizing these strategies to reduce
negative affect (Gross and Levenson, 1997; Gross, 1998; Richards
and Gross, 1999).

Emotional evaluation and regulation are dynamic processes,
and the Extended Process Model details how ongoing feedback
from emotion regulation has downstream consequences for
emotional experience (Gross and Thompson, 2007). In the
Extended Process Model, emotional experience is a dynamic
and iterative process by which emotional cues lead to emotional
response (Gross, 2008). That emotional response then creates
feedback to inform the emotional situation and emotional
cues (Ochsner and Gross, 2008; Gross, 1998, 2013). When we
conceptualize an emotional situation that arises, this situation

first includes emotional cues. Attention is first deployed to
these cues and physiological sensations, then cognitive appraisals
are made of the situation. These cognitive appraisals are key
elements in which the individual interprets the cues and
physiological sensations, finally leading to an emotional response.
The biopsychosocial model posits that it is not necessarily
the overall level of physiological arousal that determines the
emotional experience, but instead it is the appraisal of that
arousal that is key in understanding the relationship between
arousal and cognitive performance (Blascovich, 1992). This
resulting emotional response output then feeds back to inform
the initial stages of the emotional evaluation, influencing
the emotional cues.

When we consider how emotion regulation factors into
this model, antecedent-focused coping focuses on changing the
cues, thoughts and initial stages of the emotional experience,
such as CR. CR transforms the meaning of the negative
stimulus, changing the thoughts and appraisals and thereby
down-regulating negative emotion in a way that affects both
the initial appraisals of the stimulus as well as having more
lasting effects (Jamieson et al, 2010; Denny and Ochsner,
2014). These approaches suggest that deficits in performance
are not entirely about the level of physiological arousal per se,
but rather the cognitive appraisal of the increased sympathetic
nervous system activity that is associated with the task at hand
(Blascovich, 1992). The cognitive appraisal of the emotional
situation is determinant of the emotional response, such that
increased physiological arousal may be appraised as a negative
experience (i.e., “I'm nervous”) or a positive challenge (i.e., “T'm
excited”). CR changes the cognitive appraisals of the situation,
changing the emotional response and the interpretation of
the emotional cues and physiological sensations. In this way,
emotional cues and physiological arousal that would otherwise
be interpreted as negative or stressful might be interpreted as an
interesting challenge. Indeed, some previous research illustrates
that CR can result in increased physiological arousal (measured
by psychophysiological responses and fMRI) that in turn, is
associated with improved task performance and reduced anxiety
(Jamieson et al., 2010, 2012; McRae et al., 2010).

Further work examining CR in academic situations has found
that CR of increased physiological arousal in stressful situations
improves cardiovascular responses to stress (Jamieson et al,
2012), improves mathematics performance with both short- and
long-term effects (Jamieson et al., 2010), and was associated with
improved performance in a mathematics classroom environment
(Jamieson et al., 2016). In a neuroimaging study, HMA
individuals who were taught to use a CR strategy showed reduced
negative ratings in response to math, increased accuracy in the
math condition, and this increased accuracy was associated with
increased neural activity in areas of the brain associated with
arithmetic processing (Pizzie et al., 2020a).

In response-focused coping, such as expressive suppression
(ES), the focus is on controlling the “end product” of the
emotional experience, or controlling the emotional response
(Ochsner and Gross, 2008; Gross, 1998, 2013). In the case of ES,
although one may outwardly appear to have suppressed negative
emotion, this ER strategy does nothing to change the internal
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experience of the negative emotion. In ES, negative cognitive
appraisals associated with the stimulus are maintained, and result
in increased vigilance and physiological arousal associated with
maintaining a neutral outward appearance even though negative
thoughts persist. ES may be especially taxing on working memory
resources, because focusing on maintaining a neutral expression
detracts from the working memory resources needed to devote
to the task at hand. These instructed ER strategies (CR, ES) are
often compared to a “business as usual” control condition, which
we call “Look,” in which participants are instructed to respond to
emotional stimuli as they normally would respond.

It is critical to evaluate not only how a particular intervention
is associated with change in physiological arousal, but also how
the intervention changes the association between arousal and task
performance. In this study we examined how different regulation
strategies and task contexts were associated with both arousal
levels and task performance across HMA and LMA individuals.

The Present Study

In this study, we evaluated how ER processes are associated with
individual differences in math anxiety, hypothesizing that CR
would be an effective technique for alleviating negative emotions
as reflected in physiological arousal, and task performance. In
contrast, we hypothesized that ES would not have a positive
impact on task performance because this technique does not
directly impact the negative cognitive appraisals when processing
emotion. We hypothesized that because MA represents specific
affective responses to mathematics, introducing ER strategies
that might aid in regulating these responses would be associated
with more advantageous responses to these math stimuli for
those who are higher in MA. During this task, EDA was used
as a measure of physiological arousal and measured during the
presentation of the stimulus (i.e., math problems or analogies).
We also hypothesized for HMA individuals, increased negative
appraisals and distraction caused by physiological arousal would
be related to decreased task accuracy. Individuals who report
low levels of math anxiety (LMA) are not expected to show
any difference between the math and analogy conditions, as
they would not have the same negative cognitive appraisals of
mathematics compared to HMA individuals. Although categories
of stimuli were designed to be cognitively challenging, here we
are comparing the specificity of the negative emotional responses
associated with mathematics for HMA individuals.

For HMA individuals, if CR is related to the cognitive
appraisals of the emotional scenario but is not directly related
to the overall level of physiological arousal (such that even
increased EDA may not be appraised as a negative emotional
response), then CR would reduce the strength of the association
between physiological arousal and task performance. This result
would indicate that CR is associated with changing the negative
appraisals associated when HMA individuals encounter math.
In this case, these individuals may still experience increased
physiological arousal, but this physiological arousal would no
longer be appraised as negative, and would no longer be
associated with decreased math accuracy. In contrast, we predict
that ES, while reducing outward signs of anxiety, would not
alleviate the negative cognitive appraisals of physiological arousal

for HMA individuals solving math problems. However, by
comparing ES and CR, we can compare two ER strategies that are
both designed to reduce anxiety. Whether changing the appraisal
of the anxiety (CR), or the outward appearance of anxiety (ES),
we can determine whether these strategies differ in their ability to
change the relationship between physiological arousal and math
accuracy. Both of these instructed ER strategies will be compared
to a “business as usual” strategy. In this way, we evaluated
how math anxiety and ER strategies interact to be related to
physiological arousal and task performance.

MATERIALS AND METHODS

Participants

Undergraduate students were recruited for this experiment on
the basis of their extreme scores on the Math Anxiety Rating
Scale (MARS; Richardson and Suinn, 1972; Suinn and Winston,
2003). Students were recruited across multiple academic terms,
and were recruited from a population enrolled in introductory
psychology and neuroscience classes, who were offered course
extra credit for completing a battery of questionnaires that
included the MARS. Students were first recruited from an
initial pool of 181 students, and this pool of participants was
used to establish the range of math anxiety in this population
(Myars = 2.24, SDyars = 0.40, Rangenars = 1.44-3.6). Low
math anxious (LMA, Range = 1.44-1.84) and high math anxious
(HMA, Rangenars = 2.66-3.6) students were selected to have
scores that were approximately 1 SD below and above the
mean of the sample, respectively. We chose to selectively
recruit individuals from extreme ends of the scale to better
highlight the differences between those who were high in anxiety,
versus individuals who had relatively positive feelings toward
mathematics. Ongoing recruitment for the subsequent terms
used these score cutoffs (LMApax = 1.84, HMAMN = 2.66)
as criteria to continue to recruit from a pool of an additional
307 students who were also enrolled in the subject pool
(Rangepars = 1.0-4.67).

From 58 students who participated in the study, three
students were excluded from data analysis because they could
not complete the task due to fatigue or power failure. One
participant was excluded for having low overall accuracy (mean
overall task accuracy = 53%, chance level responding = 50%),
and two additional participants were excluded for a large
number of missing responses (>3 SD above mean number
of trials w/o a response, M = 3.8). The final sample for
analysis included 52 participants (MpaRrs = 2.26, SDymars = 0.81,
Mage =19.56, SDaGE = 1.14, 63.5% female), 27 LMA participants
(Myars = 1.53, SDyvars = 0.22, Mage = 19.7, SDagg = 1.26,
44% female), and 25 HMA participants (Mpars = 3.05,
SDyars = 0.30, Magg = 194, SDage = 1.0, 88% female).
Although females (Mpars = 2.51) and males (Myars = 1.84)
significantly differ in self-reported math anxiety, #(44.34) = 3.27,
p =0.002, when gender was included in the subsequent analyses,
it did not significantly interact with math anxiety. Therefore,
although gender is an important consideration in math anxiety
(Sokolowski et al., 2018), we did not find that gender was an
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important factor in consideration of these analyses, and will not
discuss gender further in this manuscript.

Math anxiety is often confounded with trait anxiety (Hembree,
1990), therefore it is important to examine whether these findings
are driven more by general anxious emotion or by math anxiety,
per se. Consistent with this previously reported confound (Lyons
and Beilock, 2012; Pizzie and Kraemer, 2017, 2018) scores on
the MARS were significantly correlated with trait anxiety (STAI),
r(50) = 0.55, p < 0.0001. To separately examine the effects of
these two sources of anxiety, we calculated a measure of math
anxiety controlling for trait (general) anxiety, by using residuals
from a regression with the STAI-trait subscale (Spielberger, 2010)
predicting MARS scores (Suinn and Winston, 2003; analyses
conducted with raw MARS scores are reported in Supplementary
Material). These residual scores were grouped such that scores
above zero indicate that math anxiety was higher than what
would be expected based on the relationship with trait anxiety,
scores below zero indicating that math anxiety was lower. When
participants were grouped on the basis of MA-STAI scores,
six participants switched group membership. Three participants
that were originally classified as HMA by their MARS scores
alone were reclassified as lower anxiety when their high trait
anxiety scores were taken into account (i.e., their reports of
increased anxiety were not attributable to math alone), and three
participants who were originally classified as LMA were classified
as HMA. In the following analyses, we referred to these scores as
MA groups indicating high (HMA) and low math anxiety (LMA).

Further descriptive statistics for these groups are also reported
in Supplementary Table 4. All participants provided signed
informed consent at the beginning of the study and were
compensated with course credit or cash. All procedures in this
experiment were approved by the Dartmouth College Committee
for the Protection of Human Subjects.

Task

Emotion Regulation Training

Modeled after traditional emotion regulation training paradigms
(Gross and Levenson, 1997; Gross, 1998; Goldin et al., 2008;
Ochsner and Gross, 2008; McRae et al., 2010; Silvers et al., 2012),
participants were instructed that they would receive one of three
instructions (“LOOK,” “SUPPRESS,” and “REAPPRAISE”) at the
beginning of each block of trials (see Table 1), and that they would
apply these techniques across the trials (20 trials) in a section of
trials. Before participants began the trials, they were trained by
the experimenter to use each ER strategy for each type of trials
(see also Ochsner et al.,, 2012; Buhle et al., 2013). During the
training, participants practiced using “LOOK;” “SUPPRESS,” and
“REAPPRAISE” regulation techniques (Table 1).

During the “business as usual” control condition (“LOOK”),
participants were instructed to respond to the task using their
normal, natural strategy, and that they should not try to change
their reactions or expressions during these trials. They were
instructed to respond to the stimuli however they normally
would. The experimenter explained that during the blocks of
ES trials (“SUPPRESS”), participants were asked to monitor
and control their facial expressions to maintain a neutral

expression, such that if they experienced any emotion, no one
would know what they were feeling. During the CR training
(“REAPPRAISE”), the experimenter explained CR as a method of
viewing the stimuli in an objective manner (Ochsner and Gross,
2008; Denny and Ochsner, 2014). These instructions were in line
with previous emotion regulation literature (Goldin et al., 2008;
Silvers et al., 2012).

Because participants viewed various different kinds of stimuli,
they were given examples for how to apply CR to pictures, math
problems, and analogies. Here we focus on a type of CR known
as self-distancing (Kross and Ayduk, 2011; Denny and Ochsner,
2014), encouraging participants to view the situation from a more
objective perspective, thereby reducing negative affect. When
participants were completing the math problems and analogies,
participants were instructed to focus less on their own reactions
to the problems and to instead concentrate on the steps of
the problem, imagining that they were explaining the steps of
solving the problem or completing the analogy to a friend. Or
participants could imagine that their math teacher was the one
explaining the solution to the problem. This distancing strategy
was thought to target the ruminations that HMA individuals
experience during math problems (Beilock, 2008), ameliorating
these working memory deficits by encouraging individuals to
focus on the steps of the problem using an internal narrative
(Hopko et al., 1998; DeCaro et al., 2010; Shi and Liu, 2016).

The experimenter assessed whether the participant had
effectively learned each technique by asking the participant
to review their thought process during practice trials. The
experimenter verbally assessed understanding after each block of
trials. The experimenter redirected responses that were off-topic
and helped to differentiate the techniques during practice trials
(as needed) so that each participant understood how to apply
each emotion regulation technique across the various kinds of
stimuli. The experimenter verified that all participants had an
effective understanding of the different regulation techniques by
the end of the practice trials before continuing on to the task
(see Table 1 for example responses). Examples of participant
responses that needed to be redirected during the training usually
included forgetting the task instructions (i.e., forgetting what
it meant to “reappraise”), or needing to be redirected to focus
on the important elements of the strategy. For example, if a
participant remarked that they were “focusing on the elements
of the [task]] or “trying to predict the answer” during the
ES condition, the experimenter would redirect the participant
to focus on maintaining an outwardly neutral expression or
“poker face.” In the CR condition participants who needed to
be redirected reported that “unsure what to reappraise since it’s
not super emotional,” or that they were unsure as to whether
they needed to control their outward expression of emotion,
so the experimenter would redirect the participant to focus on
viewing the problem objectively or explaining it to one’s friend.
This training and set of practice trials took between 20 and
30 min to complete.

Stimuli
Participants were told that they would apply these three strategies
across different types of stimuli: math problems, analogies, and
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TABLE 1 | Emotion regulation conditions and stimuli.

Condition:

“Business as Usual”

Cognitive Reappraisal (CR)

Expressive Suppression (ES)

Onscreen Cue:

Excerpt from Task
Instructions:

Example of Application to
Math Problems:

Example of Application to
Analogies:

LOOK

“React as you normally would to each
stimulus. While you may be conscious of
your reactions, please do not try to change
your response in such a way that would be
different from your natural reaction.”

“Went about it the normal way to decipher
a math problem”

“Naturally thinking about the words, let
[myJself react how | would normally if | were
doing them for homework”

REAPPRAISE

“Re-interpret the possible antecedents,
outcomes and/or reality of the events you
see in such a way that your emotional
response is decreased. For example, you
might reinterpret a math problem or
analogy by imagining giving an explanation
or teaching the problem to a friend. *

“Thought about teaching it to someone and
how you would get to the correct answer”
“Talked through each of the things | saw in
my head, trying to think of how | would
explain it to someone”

SUPPRESS

“Try to behave in such a way that a person
watching you would not know that you
were feeling anything. For example, to
suppress any feelings you might have in
response to a difficult math problem or
analogy, you might try to control your
tendency to look puzzled or appear
frustrated.”

“Got the answer wrong but tried not to
show it on my face”

“Just tried to focus on being as stoic as
possible”

Table comparing different instructed emotion regulation conditions with excerpts from the instructions given to participants as part of the training they received. Participants
practiced all techniques with each task: math problems and analogies. In each of the examples, participants told the experimenter how they used the instructed
technique in the example practice problems, and here we provide some illustrative examples of how participants explained how they implemented these techniques

during the training.

pictures (negative and neutral). Participants completed math
problems, a task thought to be evocative of negative affect
for HMA individuals, and analogies, a cognitively difficult
comparison task that might not elicit negative affect in the
same way for HMA individuals. Participants also completed
a similar task with negative and neutral IAPS pictures (Lang
and Bradley, 2007). These were categories of stimuli that were
chosen to be similar to previous investigations of emotion
regulation (McRae et al., 2010), and these stimuli are discussed
in the Supplementary Material. These picture stimuli are further
analyzed and discussed in Burr et al. (2021).

For the math trials, participants were presented with
arithmetic problems on the stimulus screen [e.g., “(8 x 9)
+ 3 x 97], and asked to solve using order of operations.
Participants indicated whether a value presented on the
answer screen correctly solved the problem. Math problems
were generated from a random problem generator for
teachers (TheTeachersCorner.net worksheet generator). For
analogies, participants first viewed an incomplete analogy (e.g.,
“DEFERENCE: RESPECT, affection:”), and were asked to decide
if a word presented on the answer screen correctly completed
the analogy (e.g., “love”), or incorrectly completed the analogy
(e.g., “truth”). Analogies were drawn from previously published
practice trials provided for the Graduate Record Exam. All
participants completed the same set of all problems, and the
order of these problems was randomly presented. Participants
also made ratings of how negative and positive they felt, as
well as how difficult they thought the trials to be; though due
to data loss due and technical problems, these ratings will
not be discussed.

Each block of 20 trials began with the ER strategy, and
a cue that indicated the type of trials to be completed. For
all trials, participants saw the initial stimulus (math problems,
analogies, pictures) for 5,000 ms, and then were presented with
an answer screen for 5,000 ms, on which participants were
presented with a proposed solution to the problem. Participants

were instructed to decide whether the answer presented on the
screen was the correct solution to the problem, and press a
button that recorded the accuracy and response time for that
trial (correct/incorrect decision). The answer screen remained
on the screen for the full 5,000 ms regardless of when the
response was recorded. Each trial was followed with a jittered
fixation (Figure 1).

Participants completed problems in all 12 categories of
stimuli (3 (emotion regulation strategy: look, CR, ES) x 4
(stimuli: negative pictures, neutral pictures, analogy, math); see
Table 1 and Figure 1). Participants completed 20 trials of
each type across the three regulation conditions (20 “look”,
20 CR, 20 ES) such that participants completed 60 analogy
trials and 60 math trials, as well as 60 negative picture trials,
and 60 neutral picture trials, for a total of 240 trials across
12 conditions. All participants completed the same set of
problems, and these were presented in a randomized order.
The order of blocks was randomized for each participant to
help reduce order effects, such that no participant received
the same blocks or the same trials in each order. This
randomization was designed such that our effects could not
be attributed to holdover effects that would be consistent
across conditions, and that within-subject comparisons of these
conditions could not be attributed to consistent effects due to
the previous block.

Each type of stimuli and ER strategy was compared in a
within-subject design. In regards to the choice of a within-
subject design versus a between-subject design, previous research
has demonstrated that participants can switch back and forth
between regulation techniques quite rapidly, even on a trial-
by-trial basis (McRae et al, 2010). Here we chose to use
a within-subject design, but one in which ER techniques
varied not on each trial, but on each block of 20 trials.
This block format allowed participants to effectively apply
each technique across a section of trials (and for us to
compare responses to different trial types within-subject).
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REAPPRAISE

(8x9)+3x9

On a scale of 1 to
4, how negative do
you feel?

1 = not negative
4 = very negative

FIGURE 1 | Trial cadence and sample block sequence for Emotion Regulation task. Sequence of events during trials for emotion regulation task depicting a math
problem in the CR condition. Participants saw an emotion regulation instruction at the start of each block of trials. Then, participants completed a short sequence of
trials (math trials pictured above). Participants completed 20 unique trials of a single type during each block of trials (trial procedure repeated 20x). At the end of
each block of trials, participants were asked to indicate their negative and positive feelings, as well as to rate the difficulty of that block of trials.

Solve: 5000 ms

5000 ms
Respond: Correct or Incorrect?

Randomized Block Order

voo s EETEIRMATH + - - JIESHANALOGY R MATH - - - JIEZJ MATH --»>

Jittered 0 — 12500 ms

On a scale of 1 to

4, how positive do

you feel?

On a scale of 1 to 4,
how difficult were
those trials?

1 = not positive
4 = very positive

1 = not difficult
4 = very difficult

These blocks reduced distraction or increased working memory
load that would have been created by constantly switching
between ER strategies and cognitive tasks. Participants were
given opportunities for self-timed breaks in between sections
of 20 trials, which lasted a minimum of 10-15 s between
blocks of trials.

Questionnaires

Participants had previously completed the Math Anxiety
Rating Scale (MARS; Richardson and Suinn, 1972; Suinn and
Winston, 2003), a 30-item scale that assesses math anxiety
at the beginning of the semester in which they completed
the experiment. At the end of the experiment, participants
also completed a series of questionnaires to determine their
individual levels of anxiety across a number of different
domains (Table 2), including trait anxiety (Spielberger State-
Trait Anxiety Inventory—trait, STAL Spielberger, 2010), test
anxiety (Spielberger Test Anxiety Inventory, TAI; Spielberger,
2009), writing anxiety (WA; Daly and Wilson, 1983), ratings
of positive and negative affect (PANAS; Watson et al., 1988),
and habitual practices of emotion regulation using the ES
and CR subscales of the Emotion Regulation Questionnaire

(ERQ; Gross and John, 2003). Participants also provided
demographic information.

Psychophysiology Data Collection

Electrodermal activity (EDA) was collected from the hand of
each participant by attaching two Ag/Ag-Cl pre-gelled electrodes
to the index and middle finger of the non-dominant hand
(determined by asking participants which was their dominant
hand, no participants reported being ambidextrous). Electrodes
were placed over the second phalanx of each digit. EDA signals
were submitted to a BioPac amplifier with a gain of 5 n€/V, and
DC restored. EDA samples were collected at a rate of 1,000 Hz.
To preprocess the data, we used a band pass filter between 5 and
60 Hz to isolate the signal of interest, and data were smoothed
using mean value smoothing over a window of 500 ms (Figner
and Murphy, 2011). We used responses collected during the
5,000 ms stimulus window and 5,000 ms response window. To
account for the shape of the physiological response function
over this time period, we calculated the integral, or area under
the curve (AUC), of the skin conductance response separately
during the stimulus and response periods. The EDA measure
used for these analyses was the calculated AUC during the
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TABLE 2 | Demographic information and questionnaire scores.

Measure [Mean (SD)] All (N =52) LMA (n = 27) HMA (n = 25)
Age 19.56 (1.15) 19.63 (1.25) 19.48 (0.96)
Gender — % Female 63.6% 51.9% 76%
Math Anxiety Rating Scale (MARS)* 2.26 (0.81) 1.66 (0.50) 2.92 (0.52)
Math Anxiety Controlling for Trait Anxiety (MA-STAI)* —0.003 (0.65) —0.53(0.36) 0.56 (0.44)
Spielberger Test Anxiety Inventory (TAI)* 1.91 (0.65) 1.67 (0.56) 2.16 (0.67)
Spielberger State-Trait Anxiety Inventory —Trait subscale (STAI) 2.06 (0.50) 1.96 (0.54) 2.17 (0.44)
Emotion Regulation Questionnaire- Cognitive Reappraisal subscale (ERQ—CR) 5.12 (0.90) 5.14 (0.88) 5.10 (0.99)
Emotion Regulation Questionnaire- Expressive Suppression subscale (ERQ—ES)* 2.87 (1.02) 3.23 (1.02) 2.48 (0.87)
Positive and Negative Affect Schedule—Negative Affect (PANAS—NA) 1.94 (0.70) 1.81(0.70) 2.08 (0.69)
Positive and Negative Affect Schedule —Positive Affect (PANAS —PA) 3.45 (0.60) 3.51 (0.56) 3.39 (0.66)
Writing Anxiety (WA) 2.81(0.67) 2.77 (0.68) 2.87 (0.68)

Demographic and Questionnaire data presented for the current sample. LMA and HMA groups were formed on the basis of groups created by MARS scores controlling
for STAI (MA-STAI). *Indiicates that the HMA and LMA groups showed significant differences between groups on this measure, p < 0.05, where the HMA group had

significantly higher scores on these variables than the LMA group.

5,000 ms stimulus period. To account for individual differences in
baseline activity, all values were z-scored within each participant
across all conditions.

RESULTS

Overview
Our main hypothesis concerns the comparison between the three
emotion regulation strategies (CR, ES, and “look”) on the effect
of reducing the strength of relationship between physiological
arousal and performance for HMA participants compared to
LMA participants, evaluating accuracy as an outcome measure.
The test of this hypothesis is therefore a comparison of two
effects within a four-way interaction in which task performance
is predicted by the interaction of ER strategy (3: CR, ES, look) by
math anxiety group (2: HMA, LMA) by stimulus type (2: math,
analogy) by physiological arousal (EDA), as shown in Figure 3.
Analyses were conducted as follows using R (R Development
Core Team, 2008) with RStudio. We computed linear mixed
models (LMMs) with the lme4 (Bates et al.,, 2015) and Imtest
packages in order to estimate statistical significance of fixed
effects within these models (Zeileis and Hothorn, 2002). Pairwise
comparisons were performed with the package emmeans (Lenth,
2021). Plots and graphics were made using ggplot2 (Wickham,
2009). In order to estimate the effects of our LMMs, we
constructed this model with our fixed factors math anxiety
(between subject fixed effects) and additional experimental
variables (stimulus type, and emotion regulation strategy; all
within-subject factors), and random effects accounting for
individual differences among participants. We chose to utilize
LMMs as we felt this analysis technique to comprehensively
analyze the categorical and continuous predictors in our
analyses. We prioritized analyses comparing across levels of math
anxiety as primary analyses, and analyses with other separate
aspects of anxiety (e.g., test anxiety) as further exploratory
analyses, which are not reported in this manuscript (see
Supplementary Material).

Estimates of statistical power for each of the analyses
presented in the manuscript were estimated using the
mixedpower package in R (Kumle et al., 2020)". This package
uses a simulation based on the existing data set to determine
estimated statistical power (the proportion of statistically
significant models out of the total number of simulated models)
on the basis of a specific model at varying simulated sample
sizes. In order to explore the statistical power associated with the
analyses reported here, please see the Supplementary Material
and Supplementary Tables 1-3 for further explanation of
the estimated statistical power associated with the analyses in
this manuscript.

Behavioral Results

Accuracy: Stimulus Type x ER Strategy x MA

We calculated an LMM evaluating the effect of math anxiety
(fixed effect: HMA, LMA), stimulus type (fixed effect, stimuli:
analogy, math), and emotion regulation (fixed effect, emotion
regulation: look, CR, ES), on task accuracy was calculated
across all participants (random effects accounting for individual
differences across participants; REML criterion at convergence,
—406.5). Using this model, we found no main effect of stimulus
type x2(1) = 0.02, p = 0.97, no main effect of ER strategy,
¥2(2) = 0.003, p = 0.99. We found a significant main effect of
MA group, ¥2(1) = 13.83, p = 0.0002. Low MA participants
(M =0.77, SE = 0.01) scored significantly higher than high MA
participants (M = 0.70, SE = 0.01), #(50) = —3.72, p = 0.0005.
We found an interaction between math anxiety group and
stimulus type x2(1) = 4.03, p = 0.045, such that LMA individuals
show a performance advantage across both stimulus types, but
this is exaggerated in the math condition (Figure 2). Post
hoc t-tests were conducted to understand the effects within
this interaction. Within the math condition, HMA individuals
(M = 0.70, SE = 0.02) scored significantly lower than LMA
individuals (M = 0.79, SE = 0.02), #(90.8) = —4.22, p = 0.0001.
Within the analogy condition, HMA individuals (M = 0.70,
SE = 0.02) scored significantly lower than LMA individuals

Uhttps://psyarxiv.com/vxfbh/
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Math Anxiety Group
(controlling for trait anxiety)

HIGH MA
LOW MA

FIGURE 2 | Interaction between math anxiety and stimulus type for accuracy. The pattern of accuracy across stimulus type differs on the basis of math anxiety.
Overall, the LMA group shows higher accuracy than the HMA group [x2(1) = 13.83, p < 0.001], however, this performance gap between groups interacts
significantly with stimulus type [x2(1) = 4.03, p = 0.045]. For the analogy condition, the LMA group slightly outperforms the HMA group. This disadvantage for high
math anxiety is even greater in the math condition, indicating that math anxiety creates an additional performance decrement in the math condition for HMA

0.8
0.6
o
T
= 0.4 -
©)
Q
<<
0.2 1
0.0
T T
ANALOGY MATH
STIMULUS
individuals. “indicates pairwise comparisons that are statistically significantly different at p < 0.05.

(M = 0.75, SE = 0.02), £(90.8) = —2.14, p = 0.035. Whereas LMA
individuals showed significantly increased accuracy in the math
condition compared to the analogy condition, #(250) = —2.86,
p = 0.005, HMA individuals did not show significant differences
in accuracy between stimuli, £(250) = 0.040, p = 0.97. This result
replicates previous findings with regard to math anxiety, such
that more math anxious individuals tend to show exaggerated
deficits with regard to mathematics, even compared to other
difficult cognitive tasks (Ashcraft, 2002; Sudrez-Pellicioni et al.,
2015; Pizzie et al., 2020a,b). Here we find that this effect is right at
the threshold of significance, and may be slightly underpowered
(see Supplementary Material) and so should be interpreted
with caution. However, we chose to include some discussion
of this effect, especially as it relates to previous literature
demonstrating these domain-specific deficits for individuals with
increased math anxiety.

There was no interaction between stimulus type and ER
strategy, x2(2) = 0.67, p = 0.71, no interaction between ER
strategy and MA group, x%(2) = 0.1, p = 0.95, and no three-way
interaction between stimulus type, ER strategy, and MA group,
%2(2) =0.27, p = 0.87. Thus, using a measure of math anxiety that
eliminated the association of broader patterns of negative affect
(trait anxiety), we replicated previous findings that show that MA
is associated with specific deficits in math performance. Neither

the distancing CR instructions nor the ES instructions resulted in
a direct improvement in task accuracy.

When evaluating reaction time, we find significant differences
associated with stimulus type, but all other main effects
and interactions were not statistically significant effects.
Here our hypotheses focus on accuracy as an outcome
measure, and the relationship between math anxiety,
task performance, ER strategies, and in our next analysis,
physiological arousal. For results related to reaction time, please
see Supplementary Material.

Psychophysiological Results
Accuracy: Stimulus Type x ER Strategy x EDA x MA
In our final set of analyses, we used EDA as a predictor
variable as we investigated the relationship between physiological
arousal and math and analogy accuracy, in addition to our
other factors of math anxiety, stimulus type, and ER strategy.
This set of analyses comprises the most direct test of our main
hypotheses—here we examine whether the two HMA and LMA
groups show different relationships from one another across
different ER strategies.

We constructed an LMM to predict accuracy with stimulus
type, ER strategy, EDA, and MA group as fixed factors,
with random effects for each participant (REML criterion at
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FIGURE 3 | Accuracy scores determined by 4-way interaction between MA group, stimulus type, ER strategy, and physiological arousal (EDA). When examining the
effects of math anxiety, EDA, task, and ER strategy on task accuracy, we find a 4-way interaction, x2(2) = 15.69, p = 0.0003. Whereas HMA and LMA groups differ
significantly across “Look” and ES instructions, CR reduces the association between arousal on math performance for both groups, indicating that CR is an effective
strategy for HMA individuals to reduce the harmful effects of anxiety on math performance.

convergence: —373.6). Importantly, and consistent with our main
hypotheses, we found a significant four-way interaction between
MA group, stimulus type, ER strategy, and EDA, x%(2) = 15.69,
p = 0.0003 (Figure 3). The main focus of this analysis is on
accuracy in the math conditions, examining the relationship
between EDA and accuracy across the ER strategy conditions for
each of the math anxiety groups.

We utilized post hoc t-tests to further explore these complex
relationships, focusing on the math condition (Table 3 and
Figure 3). First, within each ER strategy, we calculated differences
between MA groups. This analysis allows us to compare the
differences between each group for the relationship between
EDA and math accuracy within each ER strategy. In the ES
condition, we find that the relationship between EDA and
accuracy is different between the HMA and LMA groups,
t(270) = —3.404, p = 0.0008. In the math ES condition,
HMA individuals show a negative relationship between EDA
and math accuracy (Byyva—Math—Es = —0.12), whereas LMA
individuals show a positive relationship between EDA and
math accuracy (Brma—math—gs = 0.31). In the math “Look”
condition, we again find that the relationships between EDA
and math accuracy significantly differ between HMA and

LMA groups, t(269) = 2.09, p = 0.038. In the math “Look”
condition, HMA individuals (Byma—_Math—Look = 0.036) have
a neutral or slightly positive relationship between EDA and
accuracy, and LMA individuals (B1yA—Math—Look = —0.18) show
a negative relationship between EDA and accuracy. However,
in the math CR condition, the slopes do not significantly
differ between groups, #(270) = —0.673, p = 0.50. In the
math CR condition, HMA individuals (Byma—Math—cr = —0.02)
and LMA individuals (B pmaA—Math—cr = 0.06) both show a
relatively neutral relationship between EDA and math accuracy.
Despite significant variation between groups in the ES and
“Look” strategies, this difference in slope between groups is
ameliorated in the CR condition. In the CR strategy, we do not
observe a strong relationship between EDA and math accuracy,
and the HMA and LMA groups no longer differ significantly,
meaning that the amount of arousal experienced by these
individuals is not strongly related to math task performance
for either group.

We also wanted to know whether individuals within each
MA group showed differences the association between EDA
and accuracy comparing between ER strategies (Table 3 and
Figure 3). These comparisons would allow us focus on each
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TABLE 3 | Pairwise comparisons in interaction between EDA, MA group, ER strategy, and stimulus type, with accuracy as an outcome measure.

Interaction: EDA x MA group x ER strategy x Stimulus type with accuracy

Condition

Group comparison f values

Pairwise comparison

Comparing MA groups

Math-ES HMA: B = —0.12 LMA: g = 0.31
Math-Look HMA: B = 0.036 LMA: p = —0.18
Math-CR HMA: B = —0.02 LMA: § = 0.06

{(270) = —3.404, p = 0.0008**
1(269) = 2.09, p = 0.038"
#(270) = —0.673, p = 0.50

Comparing ER strategies

HMA Look: B = 0.036 CR: p = —0.02
HMA Look: B = 0.036 ES: p = —0.12
HMA CR:p=—0.02ES: p=-0.12

LMA Look: p = —0.18 CR: p = 0.06
LMA Look: p = —0.18 ES: p = 0.31

LMA CR: B =0.06 ES: B = 0.31

{(272) = 0.54, p = 0.92
{(265) = 1.85, p = 0.19
{272) = 1.10, p = 0.62
{(275) = —2.04, p = 0.12
{(274) = —3.49, p = 0.0017**
1(261) = —1.94, p = 0.15

This table depicts pairwise comparisons within the math condlition in the four-way interaction with the factors EDA, MA group, ER Strategy and Stimulus type, with accuracy
as an outcome measure. The table focuses on pairwise comparisons within the math condition only. Pairwise comparisons were made evaluating the differences between
groups within each strategy. Additionally, within each group, pairwise comparisons were computed between each of the ER strategies. *indicates pairwise comparisons
that are statistically significantly different, p < 0.05. *indicates pairwise comparisons that are statistically significantly different, p < 0.01.

group and variation associated with the ER strategies. In
the HMA group, the relationship between EDA and accuracy
did not significantly vary when comparing “Look” and CR,
t(272) = 054, p = 092, “Look” and ES, #(265) = 1.85,
p = 0.19, and CR and ES, #(272) = 1.10, p = 0.62. Within
the LMA group, the relationship between EDA and accuracy
did not significantly vary when comparing “Look” and CR,
t(275) = —2.04, p = 0.12, and CR and ES, #(261) = —1.94, p = 0.15.
Within the LMA group in the math condition, the relationship
between EDA and accuracy significantly varies between the
“Look” and the ES strategies, 1(274) = —3.49, p = 0.0017.
In comparing between the ER strategies, we do not find that
HMA individuals had significant variation in EDA and accuracy
across ER strategies within the math condition. We do find
that within the LMA group, there was significant variation in
the relationship between EDA and accuracy, especially when
comparing the “Look” (BryMa—Math—Look = —0.18) and ES
(BLMA—Math—Es = 0.31) conditions. We do not find that any of
the group comparisons or comparisons between ER strategies
for the analogy condition result in significant differences
in the relationship between EDA and analogy accuracy, all
P’s > 0.20.

Other comparisons and interactions. There was a main effect of
MA group on accuracy, x2(1) = 12.27, p = 0.0004 (see previous
accuracy section for description). There was no main effect of
stimulus type on accuracy, x2(1) = 0.02, p = 0.89, no main
effect of ER strategy, ¥2(2) = 0.11, p = 0.95, and no main effect
of EDA on accuracy, x*(1) = 0.17, p = 0.68. There was no
significant interaction between stimulus type and MA group on
accuracy (discussed previously), ¥2(1) = 3.07, p =0.08. There was
no two-way interaction between stimulus type and ER strategy
on accuracy, x>(2) = 0.73, p = 0.69, no interaction between
stimulus type and EDA, x2(1) = 2.09, p = 0.15, no interaction
between ER strategy and EDA on accuracy, x2(2) = 0.75, p = 0.69,
there was no two-way interaction between ER strategy and MA

group on accuracy, x2(2) = 0.17, p = 0.92, and no interaction
between EDA and MA group on accuracy, x2(1) = 0.22, p = 0.63.
There was no significant three-way interaction between stimulus
type, ER strategy, and EDA, x2(2) = 5.52, p = 0.06. There was
no three-way interaction between stimulus type, ER strategy
and MA group on accuracy, x2(2) = 1.02, p = 0.60, there
was no three-way interaction between stimulus type, EDA, and
MA group on accuracy, x2(1) = 2.51, p = 0.11, and no three-
way interaction between ER method, EDA, and MA group on
accuracy, ¥2(2) = 2.72, p = 0.26.

In an additional analysis, we also compared how the addition
of physiological arousal (EDA) to the model predicting accuracy
affects the total amount of variance accounted for within
accuracy. In this way, we can gain a better understanding of
whether accounting for EDA as an additional factor is meaningful
in understanding task accuracy. We used the anova() function
in R to evaluate the whether the variance accounted for by the
addition of math anxiety represents a measurable improvement
in the model (using maximum likelihood estimation). In this
analysis, we compared the variance accounted for by the LMM
model of accuracy with MA group + stimulus type + ER strategy
to an identical model with the addition of EDA. In comparing
these two models, we find that the model accounting for EDA
accounts for significant additional variance, ¥2(12) = 22.96,
p=0.028.

Additional analyses evaluating EDA as an outcome measure
are included in the Supplementary Material. We did find
a significant three-way interaction between math anxiety,
stimuli, and ER strategy. However, in exploring the pairwise
comparisons of this analysis, we did not find that planned
comparisons revealed significant differences that were relevant
to our hypotheses, and these analyses are discussed further in
Supplementary Material.

Summary. Whereas we observe group differences between
HMA and LMA individuals in the ES and Look conditions,
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when using the CR strategy, the association between EDA
and performance is no longer a strong relationship for either
the HMA or LMA groups. It is especially interesting that
this CR strategy seems to reduce the association between
physiological arousal and performance for both the HMA
and LMA individuals, such that neither group differs in the
association between physiological arousal and performance in
math. The lack of association between EDA and accuracy that
we observe in the CR condition for math for both MA groups
seems to mirror the lack of strong association that we observe
for the analogy condition. Because the analogy condition doesn’t
have the same affective loading as math, we do not observe a
strong relationship between physiological arousal and accuracy
in the analogy condition, and we see a similar lack of association
in the math CR condition. These results suggest that CR is
a cognitive strategy for both HMA and LMA individuals to
reduce the association between negative affect and physiological
arousal on performance. These effects are subtle, and should be
interpreted with caution, but provide a promising starting point
with regard to understanding the relationship between math
anxiety and ER strategies.

DISCUSSION

In this experiment, we examined the association between
emotion regulation and math anxiety. We explored the
relationship between math anxiety and math accuracy, compared
to a similarly difficult cognitive task (analogies), and how
this association varied between math anxiety groups and ER
strategies. We also explored how physiological arousal, as
measured by EDA, was related to task performance. The results
of this study are subtle, with our main results suggesting that CR
as an ER strategy disrupts the relationship between appraisals
of an emotional experience, physiological arousal, and task
accuracy. Importantly, the results of this study suggest that CR
mitigates the group variation between physiological arousal and
accuracy for both LMA and HMA groups. Despite showing group
differences in the ES and “Look” conditions, CR was associated
with minimizing group differences between HMA and LMA
individuals, with both groups showing little association between
physiological arousal and math accuracy.

In contrast, during the ES condition, HMA and LMA
individuals show differing relationships between physiological
arousal and task accuracy. HMA individuals showed a decrease
in accuracy associated with increased EDA in the ES condition
(i.e., when ES fails to reduce physiological arousal, performance
has a negative association between physiological arousal and
performance). We observed a significantly different relationship
between EDA and accuracy for LMA individuals. In the
math ES condition, for HMA individuals, we hypothesize that
increased physiological arousal was representative of ER failure—
attempting to control negative affect by suppressing those
feelings, and failing, resulting in an ironic rebound in EDA
(Gross and Levenson, 1993). The ES instructions only concern
outward appearance of emotion and not changing the underlying
thought process, and do not change the cognitive appraisals

that may continue to interpret the emotional cues and EDA
as negative. Our finding that the ES condition is associated
with a negative relationship between EDA and accuracy should
be indicative of the fact that negative appraisals maintained
during ES interfered with performance for HMA individuals,
perhaps through increased working memory load. Consistent
with this finding, previous research on ES has suggested that
ES is associated with performance deficits and decreased activity
in brain regions that support memory and cognition (Richards
and Gross, 1999; Binder et al., 2012). Therefore, CR showed an
advantage over ES because it reduces the association between
group differences in physiological arousal and performance: both
HMA and LMA groups did not differ in the relationship between
EDA and math task accuracy.

HMA and LMA individuals show significant differences
in the relationship between EDA and accuracy for both ES
and the “Look” condition, however, these variations between
groups are ameliorated in the CR condition. Both HMA and
LMA groups showed no strong relationship between increased
physiological arousal and math task accuracy in the math CR
condition. Though both groups may have experienced increased
physiological arousal in the math task, CR eliminated the
group differences in the relation between increased physiological
arousal and performance. In our CR instructions, we encouraged
participants to imagine a low-pressure context for doing
mathematics: explaining the problem to a friend, or imagining
that they might take the place of their math teacher, instructing
others using their expert knowledge. Using distancing (Gross
and Levenson, 1993, 1997; Denny and Ochsner, 2014) allowed
participants to again focus on the steps of completing the
math problem. By utilizing this strategy, participants were
encouraged to change their cognitive appraisal of the emotional
cues and physiological arousal to be less negative, changing the
emotional response.

Interestingly, the math CR condition appears to have
similar results to those observed in the analogy condition,
wherein participants did not show a strong association between
physiological arousal and performance, likely because the analogy
condition is devoid of negative emotional appraisals. Further,
these results indicated that using CR through distancing allowed
both LMA and HMA individuals to successfully regulate
physiological arousal and cognitive appraisals, and encouraged
success in mathematical problem solving regardless of increased
physiological arousal.

This technique encouraged success even in the face of
increased physiological arousal, providing a complement to other
CR techniques, such as reframing, which are the preferred
techniques used in other studies that focus on cognitive or
academic tasks (Jamieson et al., 2010, 2012, 2016). This research
is also consistent with additional neuroimaging research that
suggests that CR is associated with decreased negative affect
for HMA individuals, increased accuracy, and this increase
in accuracy was associated with increased activity in areas of
the brain that subserve mathematical calculation (Pizzie et al.,
2020a). In this way, our results are supported by previous
research that emphasized the importance of cognitive appraisals
in resulting cognitive performance.
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Limitations

This study is met with some limitations. Most importantly, our
research examines individual differences in math anxiety, and
therefore, any results that we observe are associative in nature
and cannot reflect causal inferences. The results presented in
this study are subtle, and we look to future research to continue
to bolster the hypotheses and conclusions drawn from this
study. In this study, we have explored how these individual
differences are associated with differences in behavioral and
physiological factors, but further research should explore some of
the underlying causal relationships with respect to math anxiety.

An additional limitation to consider is that although we
originally selected the math and analogy tasks to be roughly
equivalent in difficulty, in this sample of participants, analogy was
the more difficult task overall. However, even though individuals
showed higher accuracy in the math task overall, we did observe
differences related to math anxiety in this task that are not present
in the analogy task. Thus, although the math task proved to be the
less difficult task overall, accuracy interacted with math anxiety
across stimulus types; specifically, math anxiety was determinant
of accuracy in mathematics compared to a more difficult, non-
mathematical task.

An additional limitation arises from the range of math anxious
individuals recruited for this study. We originally chose to recruit
groups of participants based on their particularly high or low
scores on the MARS, removing the mid-range of math anxiety.
While this decision was necessary to highlight the differences
between LMA and HMA individuals, we are hesitant to make
conclusions about the ways in which moderate math anxiety may
be related to performance. The present study was limited by the
exclusion of this moderate population, and future research would
be strengthened by examining the full range of math anxiety.
Although we selected undergraduate students who scored at
extremes of the range of our measure of math anxiety, the
students in our population represent only one example of how
students experience math anxiety, and show decrements in
performance related to math anxiety. In addition, in controlling
for trait anxiety, a small number of participants “switched” group
membership. It is essential to control for variance associated
with trait anxiety (Pizzie and Kraemer, 2018), however, further
research should continue to consider how we draw distinctions
between “higher” and “lower” math anxiety. The students in
our sample represent highly competitive and high-achieving
students. Conducting this experiment with different population
of students, for example, students in a remedial math course
at a community college, as in Jamieson et al. (2016) may
have yielded different results as these students may show more
extreme decrements to math performance than our sample.
We hope that future research will continue to explore how
different demographics and academic contexts are related to the
experience of math anxiety.

Further, although our study utilized a form of CR focused
on distancing, which was effective in reducing the relationship
between EDA and accuracy, previous research has emphasized
that reframing, or changing the meaning of a negative emotional
response to focus on effectively dealing with challenges, has also

been effective in improving math performance (Jamieson et al.,
2010, 2012, 2016; Pizzie et al., 2020a). While we hypothesize
that utilizing the reframing technique would be advantageous for
HMA individuals, we cannot determine if, or how, different CR
techniques would be associated with physiological arousal and
performance across HMA and LMA individuals. Future research
should explore how utilizing different CR techniques might be
related to math outcomes, with the expectation that individuals
may gravitate toward different emotion regulation techniques
based on their own emotion regulation habits (Mauss et al., 2007).
Though we cannot compare these techniques in the present
study, we find it promising that both distancing and reframing
have shown positive effects on mathematical performance,
especially for individuals experiencing increased anxiety. Indeed,
given the promising longitudinal results demonstrated by
previous research on CR, and our results suggest that CR may
be a positive strategy for math anxious individuals to employ,
future research should continue to explore the longitudinal effects
of CR, especially as it relates to real-world educational outcomes.

CONCLUSION

The goal of this study was to examine the use of different
emotion regulation strategies as a way to remediate the negative
association of anxiety with math performance in math anxiety.
Our results suggest that CR—encouraging participants to use a
distancing strategy to think about explaining the steps of the
problem in a low-anxiety scenario—was effective in reducing
the association between physiological arousal and math task
accuracy. Without providing any further instruction in math,
CR allowed HMA and LMA individuals to focus on the steps of
the problem at hand, effectively regulating physiological arousal
and eliminating the relationship between increased physiological
arousal and accuracy. These results provide an interesting
starting point for additional research to continue to explore the
relationships between cognitive appraisals, physiological arousal,
math anxiety, and math performance. Regulating math anxiety
by using CR encouraged HMA individuals to ameliorate the
relationship between physiological arousal and accuracy, and
allowed them to focus on successfully completing mathematics
unburdened by the negative implications of math anxiety.

DATA AVAILABILITY STATEMENT

The raw data supporting the conclusions of this article will be
made available by the authors, without undue reservation.

ETHICS STATEMENT

The studies involving human participants were reviewed and
approved by Dartmouth Committee for the Projection of

Frontiers in Psychology | www.frontiersin.org

May 2021 | Volume 12 | Article 639448


https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org/
https://www.frontiersin.org/journals/psychology#articles

Pizzie and Kraemer

Math Anxiety, Reappraisal, and EDA

Human Subjects. The patients/participants provided their written
informed consent to participate in this study.

AUTHOR CONTRIBUTIONS

RP and DK both collaborated on the study ideas and design,
wrote the manuscript. RP was responsible for data collection and
analysis, with the oversight of DK. Both authors contributed to
the article and approved the submitted version.

FUNDING

Financial support for this research was provided by the
Dartmouth College Department of Education.

REFERENCES

Agarwal, P. K., D’Antonio, L., Roediger, H. L., McDermott, K. B., and McDaniel,
M. A. (2014). Classroom-based programs of retrieval practice reduce middle
school and high school students’ test anxiety. . Appl. Res. Mem. Cogn. 3,
131-139. doi: 10.1016/j.jarmac.2014.07.002

Ashcraft, M. H. (2002). Math anxiety: personal, educational, and cognitive
consequences. Curr. Dir. Psychol. Sci. 11, 181-185. doi: 10.1111/1467-8721.
00196

Ashcraft, M. H., and Moore, A. M. (2009). Mathematics anxiety and the
affective drop in performance. J. Psychoeduc. Assess. 27, 197-205. doi: 10.1177/
0734282908330580

Bach, D. R, Friston, K. J., and Dolan, R. J. (2010). Analytic measures for
quantification of arousal from spontaneous skin conductance fluctuations. Int.
J. Psychophysiol. 76, 52-55. doi: 10.1016/j.ijpsycho.2010.01.011

Bates, D., Michler, M., Bolker, B., and Walker, S. (2015). Fitting linear mixed-effects
models using Ime4. J. Stat. Softw. 67, 1-48. doi: 10.18637/jss.v067.i01

Beilock, S. L. (2008). Math performance in stressful situations. Curr. Dir. Psychol.
Sci. 17, 339-343. doi: 10.1111/j.1467-8721.2008.00602.x

Betz, N. E. (1978). Prevalence, distribution, and correlates of math anxiety in
college students. J. Couns. Psychol. 25, 441-448. doi: 10.1037/0022-0167.25.5.
441

Binder, J., de Quervain, D. J. F., Friese, M., Luechinger, R., Boesiger, P., and Rasch,
B. (2012). Emotion suppression reduces hippocampal activity during successful
memory encoding. Neuroimage 63, 525-532. doi: 10.1016/j.neuroimage.2012.
07.007

Blascovich, J. (1992). A biopsychosocial approach to arousal regulation. J. Soc. Clin.
Psychol. 11, 213-237. doi: 10.1521/jscp.1992.11.3.213

Blascovitch, J., Mendes, W. B., Tamaka, J., Saloman, K., and Seery, M. (2003).
The robust nature of the biopsychosocial model challenge and threat: a
reply to Wright and Kirby. Pers. Soc. Psychol. Rev. 7, 234-243. doi: 10.1207/
S$15327957PSPR0703_03

Boucsein, W. (2012). Electrodermal Activity. New York, NY: Springer.

Braithewaite, J., Watson, D., Jones, R., and Rowe, M. (2015). A Guide for Analysing
Electrodermal Activity (EDA) & Skin Conductance Responses (SCRs) for
Psychological Experiments. Available online at: https://www.birmingham.ac.uk/
Documents/college-les/psych/saal/guide-electrodermal-activity.pdf (accessed
January 28, 2021).

Buhle, J. T, Silvers, J. A., Wager, T. D., Lopez, R., Onyemekwu, C., Kober, H.,
et al. (2013). Cognitive reappraisal of emotion: a meta-analysis of human
neuroimaging studies. Cereb. Cortex 24, 2981-2990. doi: 10.1093/cercor/bht154

Burr, D., Pizzie, R. G., and Kraemer, D. J. M. (2021). Anxiety, not regulation
tendency, predicts how individuals regulate in the laboratory: an exploratory
comparison of self-report and psychophysiology. PLoS One 16:¢0247246. doi:
10.1371/journal.pone.0247246

Daly, J. A., and Wilson, D. A. (1983). Writing apprehension, self-esteem, and
personality. Res. Teach. English 17, 327-341.

ACKNOWLEDGMENTS

The authors would like to acknowledge the team of
research professionals that made this study possible:
Nikita Raman and Tyler Salem, and the Social
Brain Sciences division at Dartmouth for use of the
psychophysiological suite.

SUPPLEMENTARY MATERIAL

The Supplementary Material for this article can be found
online at: https://www.frontiersin.org/articles/10.3389/fpsyg.
2021.639448/full#supplementary-material

Dawson, M. E., Schell, A. M., Filion, D. L., and Berntson, G. G. (2009). “The
electrodermal system,” in undefined, 3rd Edn, eds J. T. Cacioppo, L. G.
Tassinary, and G. Berntson (Cambridge: Cambridge University Press), 157-181.
doi: 10.1017/c¢b09780511546396.007

DeCaro, M. S., Rotar, K. E., Kendra, M. S., and Beilock, S. L. (2010). Diagnosing
and alleviating the impact of performance pressure on mathematical problem
solving. Q. J. Exp. Psychol. 63, 1619-1630. doi: 10.1080/17470210903474286

Denny, B. T., and Ochsner, K. N. (2014). Behavioral effects of longitudinal training
in cognitive reappraisal. Emotion 14, 425-433. doi: 10.1037/a0035276

Dew, K. H., Galassi, J. P., and Galassi, M. D. (1984). Math anxiety: relation with
situational test anxiety, performance, physiological arousal, and math avoidance
behavior. J. Couns. Psychol. 31, 580-583. doi: 10.1037/0022-0167.31.4.580

Dowker, A., Sarkar, A., and Looi, C. Y. (2016). Mathematics anxiety: What have we
learned in 60 years? Front. Psychol. 7:508. doi: 10.3389/fpsyg.2016.00508

Faust, M. W., Ashcraft, M. H.,, and Fleck, D. E. (1996). Mathematics anxiety
effects in simple and complex addition. Math. Cogn. 2, 25-62. doi: 10.1080/
135467996387534

Figner, B., and Murphy, R. O. (2011). “Using skin conductance in judgment and
decision making research,” in A Handbook of Process Tracing Methods for
Decision Research, eds M. Schulte-Mecklenbeck, A. Kuehberger and R. Ranyard
(New York, NY: Psychology Press), 163-184.

Goldin, P. R., McRae, K., Ramel, W., and Gross, J. J. (2008). The neural bases
of emotion regulation: reappraisal and suppression of negative emotion. Biol.
Psychiatry 63, 577-586. doi: 10.1016/j.biopsych.2007.05.031

Gross, J. J. (1998). Antecedent- and response-focused emotion regulation:
divergent consequences for experience, expression, and physiology. J. Pers. Soc.
Psychol. 74, 224-237. doi: 10.1037/0022-3514.74.1.224

Gross, J. J. (2008). “Emotion regulation,” in Handbook of Emotions, eds M. Lewis,
J. M. Haviland-Jones, and L. F. Barrett (New York, NY: Guilford Press ).

Gross, J. J. (2013). Emotion regulation: taking stock and moving forward. Emotion
13, 359-365. doi: 10.1037/a0032135

Gross, J. J., and John, O. P. (2003). Individual differences in two emotion regulation
processes: implications for affect, relationships, and well-being. J. Pers. Soc.
Psychol. 85, 348-362. doi: 10.1037/0022-3514.85.2.348

Gross, J. J., and Levenson, R. W. (1993). Emotional suppression: physiology, self-
report, and expressive behavior. J. Pers. Soc. Psychol. 64, 970-986. doi: 10.1037/
0022-3514.64.6.970

Gross, J. J., and Levenson, R. W. (1997). Hiding feelings: the acute effects of
inhibiting negative and positive emotion. J. Abnorm. Psychol. 106, 95-103.
doi: 10.1037/0021-843X.106.1.95

Gross, J. J., and Thompson, R. A. (2007). “Emotion regulation: conceptual
foundations,” in Handbook of Emotion Regulation, ed. ]. J. Gross (New York,
NY: Guilford Press), 3-24.

Hembree, R. (1990). The nature, effects, and relief of mathematics anxiety. J. Res.
Math. Educ. 21, 33-46. doi: 10.5951/jresematheduc.21.1.0033

Hopko, D. R., Ashcraft, M. H., Gute, J., Ruggiero, K. J., and Lewis, C. (1998).
Mathematics anxiety and working memory: support for the existence of a

Frontiers in Psychology | www.frontiersin.org

May 2021 | Volume 12 | Article 639448


https://www.frontiersin.org/articles/10.3389/fpsyg.2021.639448/full#supplementary-material
https://www.frontiersin.org/articles/10.3389/fpsyg.2021.639448/full#supplementary-material
https://doi.org/10.1016/j.jarmac.2014.07.002
https://doi.org/10.1111/1467-8721.00196
https://doi.org/10.1111/1467-8721.00196
https://doi.org/10.1177/0734282908330580
https://doi.org/10.1177/0734282908330580
https://doi.org/10.1016/j.ijpsycho.2010.01.011
https://doi.org/10.18637/jss.v067.i01
https://doi.org/10.1111/j.1467-8721.2008.00602.x
https://doi.org/10.1037/0022-0167.25.5.441
https://doi.org/10.1037/0022-0167.25.5.441
https://doi.org/10.1016/j.neuroimage.2012.07.007
https://doi.org/10.1016/j.neuroimage.2012.07.007
https://doi.org/10.1521/jscp.1992.11.3.213
https://doi.org/10.1207/S15327957PSPR0703_03
https://doi.org/10.1207/S15327957PSPR0703_03
https://www.birmingham.ac.uk/Documents/college-les/psych/saal/guide-electrodermal-activity.pdf
https://www.birmingham.ac.uk/Documents/college-les/psych/saal/guide-electrodermal-activity.pdf
https://doi.org/10.1093/cercor/bht154
https://doi.org/10.1371/journal.pone.0247246
https://doi.org/10.1371/journal.pone.0247246
https://doi.org/10.1017/cbo9780511546396.007
https://doi.org/10.1080/17470210903474286
https://doi.org/10.1037/a0035276
https://doi.org/10.1037/0022-0167.31.4.580
https://doi.org/10.3389/fpsyg.2016.00508
https://doi.org/10.1080/135467996387534
https://doi.org/10.1080/135467996387534
https://doi.org/10.1016/j.biopsych.2007.05.031
https://doi.org/10.1037/0022-3514.74.1.224
https://doi.org/10.1037/a0032135
https://doi.org/10.1037/0022-3514.85.2.348
https://doi.org/10.1037/0022-3514.64.6.970
https://doi.org/10.1037/0022-3514.64.6.970
https://doi.org/10.1037/0021-843X.106.1.95
https://doi.org/10.5951/jresematheduc.21.1.0033
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org/
https://www.frontiersin.org/journals/psychology#articles

Pizzie and Kraemer

Math Anxiety, Reappraisal, and EDA

deficient inhibition mechanism. J. Anxiety Disord. 12, 343-355. doi: 10.1016/
S0887-618500019-X

Hopko, D. R, McNeil, D. W., Gleason, P. J., and Rabalais, A. E. (2002). The
emotional stroop paradigm: performance as a function of stimulus properties
and self-reported mathematics anxiety. Cogn. Ther. Res. 26, 157-166. doi: 10.
1023/a:1014578218041

Iuculano, T., Rosenberg-Lee, M., Richardson, J., Tenison, C., Fuchs, L., Supekar,
K., et al. (2015). Cognitive tutoring induces widespread neuroplasticity and
remediates brain function in children with mathematical learning disabilities.
Nat. Commun. 6:8453. doi: 10.1038/ncomms9453

Jamieson, J. P., Black, A. E., Pelaia, L. E., and Reis, H. T. (2020). The impact
of mathematics anxiety on stress appraisals, neuroendocrine responses, and
academic performance in a community college sample. J. Educ. Psychol. [Epub
ahead of print]. doi: 10.1037/edu0000636

Jamieson, J. P., Mendes, W. B., Blackstock, E., and Schmader, T. (2010). Turning the
knots in your stomach into bows: reappraising arousal improves performance
on the GRE. J. Exp. Soc. Psychol. 46, 208-212. doi: 10.1016/j.jesp.2009.08.015

Jamieson, J. P., Nock, M. K, and Mendes, W. B. (2012). Mind over
matter: reappraising arousal improves cardiovascular and cognitive
responses to stress. J. Exp. Psychol. Gen. 141, 417-422. doi: 10.1037/a002
5719

Jamieson, J. P., Peters, B. J., Greenwood, E. J., and Altose, A. J. (2016).
Reappraising stress arousal improves performance and reduces evaluation
anxiety in classroom exam situations. Soc. Psychol. Personal. Sci. 7, 579-587.
doi: 10.1177/1948550616644656

Kazelskis, R. (1998). Some dimensions of mathematics anxiety: a factor
analysis across instruments. Educ. Psychol. Meas. 58, 623-633. doi: 10.1177/
0013164498058004006

Kazelskis, R., Reeves, C., Kersh, M. E., Bailey, G., Cole, K., Larmon, M., et al. (2000).
Mathematics anxiety and test anxiety: Separate constructs? J. Exp. Educ. 68,
137-146. doi: 10.1080/00220970009598499

Kross, E., and Ayduk, O. (2011). Making meaning out of negative experiences
by self-distancing. Curr. Dir. Psychol. Sci. 20, 187-191. doi: 10.1177/
0963721411408883

Kumle, L., Vo, M. L., and Draschkow, D. (2020). Estimating power in (generalized)
linear mixed models: an open introduction and tutorial in R. PsyArXiv
[Preprint]. doi: 10.31234/osf.io/vxfbh

Lang, P., and Bradley, M. M. (2007). “The International Affective Picture System
(IAPS) in the study of emotion and attention,” in Series in Affective Science.
Handbook of Emotion Elicitation and Assessment, eds J. A. Coan and J. J. B.
Allen (Oxford: Oxford University Press), 29-46.

Lenth, R. V. (2021). emmeans: Estimated Marginal Means, aka Least-Squares
Means. R package version 1.5.4. Available online at: https://CRAN.R-project.
org/package=emmeans

Lyons, I. M., and Beilock, S. L. (2012). When math hurts: math anxiety predicts
pain network activation in anticipation of doing math. PLoS One 7:e48076.
doi: 10.1371/journal.pone.0048076

Ma, X. (1999). A meta-analysis of the relationship between anxiety toward
mathematics and achievement in mathematics. J. Res. Math. Educ. 30, 520-540.
doi: 10.2307/749772

Mauss, I. B., Bunge, S. A., and Gross, J. J. (2007). Automatic emotion regulation.
Soc. Personal. Psychol. Compass 1, 146-167. doi: 10.1111/j.1751-9004.2007.
00005.x

McRae, K., Hughes, B., Chopra, S., Gabrieli, J. D., Gross, J. J., and Ochsner, K. N.
(2010). The neural bases of distraction and reappraisal. J. Cogn. Neurosci. 22,
248-262. doi: 10.1016/S0304-394000565-2

Moore, A. M., and Ashcraft, M. H. (2013). “Emotionality in mathematical problem
solving,” in Psychology of Emotions, Motivations and Actions. Handbook of
Psychology of Emotions: Recent Theoretical Perspectives and Novel Empirical
Findings, Vol. 1, eds C. Mohiyeddini, M. Eysenck, and S. Bauer (Hauppauge,
NY: Nova Science Publishers), 115-141.

Namkung, J. M., Peng, P., and Lin, X. (2019). The relation between mathematics
anxiety and mathematics performance among school-aged students: a meta-
analysis. Rev. Educ. Res. 89, 459-496. doi: 10.3102/0034654319843494

Naveteur, J., and Baque, E. F. I. (1987). Individual differences in electrodermal
activity as a function of subjects’ anxiety. Pers. Individ. Dif. 8, 615-626. doi:
10.1016/0191-886990059-6

Nikula, R.  (1991). Psychological correlates of nonspecific  skin
conductance responses. Psychophysiology 28, 86-90. doi: 10.1111/j.1469-
8986.1991.tb03392.x

Ochsner, K. N., and Gross, J. J. (2008). Cognitive emotion regulation. Curr. Dir.
Psychol. Sci. 17, 153-158. doi: 10.1111/j.1467-8721.2008.00566.x

Ochsner, K. N,, Silvers, J. A., and Buhle, J. T. (2012). Functional imaging studies
of emotion regulation: a synthetic review and evolving model of the cognitive
control of emotion. Ann. N. Y. Acad. Sci. 1251, E1-E24. doi: 10.1111/j.1749-
6632.2012.06751.x

Park, D., Ramirez, G., and Beilock, S. L. (2014). The role of expressive writing in
math anxiety. J. Exp. Psychol. Appl. 20, 103-111. doi: 10.1037/xap0000013

Pizzie, R. G., and Kraemer, D. J. M. (2017). Avoiding math on a rapid timescale:
emotional responsivity and anxious attention in math anxiety. Brain Cogn. 118,
100-107. doi: 10.1016/j.bandc.2017.08.004

Pizzie, R. G., and Kraemer, D. J. M. (2018). The academic anxiety inventory:
evidence for dissociable patterns of anxiety related to math and other sources
of academic stress. Front. Psychol. 9:2684. doi: 10.3389/fpsyg.2018.02684

Pizzie, R. G., McDermott, C. L., Salem, T. G., and Kraemer, D. J. M. (2020a). Neural
evidence for cognitive reappraisal as a strategy to alleviate the effects of math
anxiety. Soc. Cogn. Affect. Neurosci. 15, 1271-1287. doi: 10.1093/scan/nsaal61

Pizzie, R. G., Raman, N., and Kraemer, D. J. M. (2020b). Math anxiety and executive
function: neural influences of task switching on arithmetic processing. Cogn.
Affect. Behav. Neurosci. 20, 309-325. doi: 10.3758/s13415-020-00770-z

R Development Core Team (2008). R: A Language and Environment for Statistical
Computing. Vienna: R Foundation for Statistical Computing.

Ramirez, G., and Beilock, S. L. (2011). Writing about testing worries boosts exam
performance in the classroom. Science 331, 211-213. doi: 10.1126/science.
1199427

Ramirez, G., Gunderson, E. A., Levine, S. C., and Beilock, S. L. (2013). Math
anxiety, working memory, and math achievement in early elementary school.
J. Cogn. Dev. 14, 187-202. doi: 10.1080/15248372.2012.664593

Richards, J. M., and Gross, J. J. (1999). Composure at any cost? The cognitive
consequences of emotion suppression. Pers. Soc. Psychol. Bull. 25, 1033-1044.
doi: 10.1177/01461672992511010

Richardson, F. C., and Suinn, R. M. (1972). The mathematics anxiety rating scale:
psychometric data. J. Couns. Psychol. 19, 138-149.

Shi, Z., and Liu, P. (2016). Worrying thoughts limit working memory capacity in
math anxiety. PLoS One 11:e0165644. doi: 10.1371/journal.pone.0165644

Silvers, J. A., McRae, K., Gabrieli, J. D. E., Gross, J. J., Remy, K. A., and Ochsner,
K. N. (2012). Age-related differences in emotional reactivity, regulation, and
rejection sensitivity in adolescence. Emotion 12, 1235-1247. doi: 10.1037/
20028297

Sokolowski, H. M., Hawes, Z., and Lyons, I. M. (2018). What explains sex
differences in math anxiety? A closer look at the role of spatial processing.
Cognition 182, 193-212. doi: 10.1016/j.cognition.2018.10.005

Spielberger, C. D. (2009). “Test anxiety inventory,” in The Corsini Encyclopedia of
Psychology, eds 1. B. Weiner and W. E. Craighead (Hoboken, NJ: John Wiley &
Sons, Inc).

Spielberger, C. D. (2010). “State-trait anxiety inventory,” in The Corsini
Encyclopedia of Psychology, eds 1. B. Weiner and W. E. Craighead (Hoboken,
NJ: John Wiley & Sons, Inc). doi: 10.1002/9780470479216.corpsy0943

Strohmaier, A. R., Schiepe-Tiska, A., and Reiss, K. M. (2020). A comparison of self-
reports and electrodermal activity as indicators of mathematics state anxiety.
Frontline Learn. Res. 8:16-32. doi: 10.14786/flr.v8i1.427

Suérez-Pellicioni, M., Nunez-Pefia, M. 1., and Colomé, A (2013). Abnormal error
monitoring in math-anxious individuals: evidence from error-related brain
potentials. PLoS One 8:e81143. doi: 10.1371/journal.pone.0081143

Suarez-Pellicioni, M., Ntifiez-Pefia, M. 1., and Colomé, A (2015). Math anxiety: a
review of its cognitive consequences, psychophysiological correlates, and brain
bases. Cogn. Affect. Behav. Neurosci. 16, 3-22. doi: 10.3758/s13415-015-0370-7

Suinn, R. M., and Winston, E. H. (2003). The mathematics anxiety rating scale, a
brief version: psychometric data. Psychol. Rep. 92, 167-173. doi: 10.2466/pr0.
2003.92.1.167

Supekar, K., Tuculano, T., Chen, L., and Menon, V. (2015). Remediation of
childhood math anxiety and associated neural circuits through cognitive
tutoring. J. Neurosci. 35, 12574-12583. doi: 10.1523/J]NEUROSCI.0786-15.
2015

Frontiers in Psychology | www.frontiersin.org

May 2021 | Volume 12 | Article 639448


https://doi.org/10.1016/S0887-618500019-X
https://doi.org/10.1016/S0887-618500019-X
https://doi.org/10.1023/a:1014578218041
https://doi.org/10.1023/a:1014578218041
https://doi.org/10.1038/ncomms9453
https://doi.org/10.1037/edu0000636
https://doi.org/10.1016/j.jesp.2009.08.015
https://doi.org/10.1037/a0025719
https://doi.org/10.1037/a0025719
https://doi.org/10.1177/1948550616644656
https://doi.org/10.1177/0013164498058004006
https://doi.org/10.1177/0013164498058004006
https://doi.org/10.1080/00220970009598499
https://doi.org/10.1177/0963721411408883
https://doi.org/10.1177/0963721411408883
https://doi.org/10.31234/osf.io/vxfbh
https://CRAN.R-project.org/package=emmeans
https://CRAN.R-project.org/package=emmeans
https://doi.org/10.1371/journal.pone.0048076
https://doi.org/10.2307/749772
https://doi.org/10.1111/j.1751-9004.2007.00005.x
https://doi.org/10.1111/j.1751-9004.2007.00005.x
https://doi.org/10.1016/S0304-394000565-2
https://doi.org/10.3102/0034654319843494
https://doi.org/10.1016/0191-886990059-6
https://doi.org/10.1016/0191-886990059-6
https://doi.org/10.1111/j.1469-8986.1991.tb03392.x
https://doi.org/10.1111/j.1469-8986.1991.tb03392.x
https://doi.org/10.1111/j.1467-8721.2008.00566.x
https://doi.org/10.1111/j.1749-6632.2012.06751.x
https://doi.org/10.1111/j.1749-6632.2012.06751.x
https://doi.org/10.1037/xap0000013
https://doi.org/10.1016/j.bandc.2017.08.004
https://doi.org/10.3389/fpsyg.2018.02684
https://doi.org/10.1093/scan/nsaa161
https://doi.org/10.3758/s13415-020-00770-z
https://doi.org/10.1126/science.1199427
https://doi.org/10.1126/science.1199427
https://doi.org/10.1080/15248372.2012.664593
https://doi.org/10.1177/01461672992511010
https://doi.org/10.1371/journal.pone.0165644
https://doi.org/10.1037/a0028297
https://doi.org/10.1037/a0028297
https://doi.org/10.1016/j.cognition.2018.10.005
https://doi.org/10.1002/9780470479216.corpsy0943
https://doi.org/10.14786/flr.v8i1.427
https://doi.org/10.1371/journal.pone.0081143
https://doi.org/10.3758/s13415-015-0370-7
https://doi.org/10.2466/pr0.2003.92.1.167
https://doi.org/10.2466/pr0.2003.92.1.167
https://doi.org/10.1523/JNEUROSCI.0786-15.2015
https://doi.org/10.1523/JNEUROSCI.0786-15.2015
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org/
https://www.frontiersin.org/journals/psychology#articles

Pizzie and Kraemer

Math Anxiety, Reappraisal, and EDA

Watson, D., Clark, L. A, and Tellegen, A. (1988). Development and
validation of brief measures of positive and negative affect: the PANAS
scales. J. Pers. Soc. Psychol. 54, 1063-1070. doi: 10.1037/0022-3514.54.6.
1063

Wickham, H. (2009). ggplot2. NY. New York, NY: Springer.

Young, C. B., Wu, S. S., and Menon, V. (2012). The neurodevelopmental basis of
math anxiety. Psychol. Sci. 23, 492-501. doi: 10.1177/0956797611429134

Zeileis, A., and Hothorn, T. (2002). Diagnostic Checking in Regression Relationships.
Available online at: https://cran.r-project.org/web/packages/Imtest/vignettes/
Imtest-intro.pdf (accessed July 23, 2018).

Conflict of Interest: The authors declare that the research was conducted in the
absence of any commercial or financial relationships that could be construed as a
potential conflict of interest.

Copyright © 2021 Pizzie and Kraemer. This is an open-access article distributed
under the terms of the Creative Commons Attribution License (CC BY). The use,
distribution or reproduction in other forums is permitted, provided the original
author(s) and the copyright owner(s) are credited and that the original publication
in this journal is cited, in accordance with accepted academic practice. No use,
distribution or reproduction is permitted which does not comply with these terms.

Frontiers in Psychology | www.frontiersin.org

16

May 2021 | Volume 12 | Article 639448


https://doi.org/10.1037/0022-3514.54.6.1063
https://doi.org/10.1037/0022-3514.54.6.1063
https://doi.org/10.1177/0956797611429134
https://cran.r-project.org/web/packages/lmtest/vignettes/lmtest-intro.pdf
https://cran.r-project.org/web/packages/lmtest/vignettes/lmtest-intro.pdf
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org/
https://www.frontiersin.org/journals/psychology#articles

	The Association Between Emotion Regulation, Physiological Arousal, and Performance in Math Anxiety
	Introduction
	Math Anxiety
	Physiological Arousal
	Emotion Regulation Strategies
	The Present Study

	Materials and Methods
	Participants
	Task
	Emotion Regulation Training

	Stimuli
	Questionnaires
	Psychophysiology Data Collection

	Results
	Overview
	Behavioral Results
	Accuracy: Stimulus Type x  ER Strategy x MA

	Psychophysiological Results
	Accuracy: Stimulus Type x ER Strategy x EDA x MA


	Discussion
	Limitations

	Conclusion
	Data Availability Statement
	Ethics Statement
	Author Contributions
	Funding
	Acknowledgments
	Supplementary Material
	References


