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Editorial on the Research Topic
Teaching and learning in higher education: the
and cognition

role of emotion

With the global boom in higher education and the wave of educational reforms,
the promotion of “meaningful teaching and learning” has become an important topic of
discussion and has attracted the attention of many international scholars. This is because the
provision of quality education is one of the United Nations sustainable development goals.
Therefore, for the purpose of quality education development, research from a psychological
perspective has become a mainstream research direction in the field of teaching and learning.
This is because a psychological perspective can help teachers in higher education better
understand their teaching performance from a micro perspective, and can enhance or
promote higher quality learning performance and effectiveness, thereby equipping students
with the core literacy and competencies required for the 21st century.

There are many worthwhile references to emotion and cognition Research Topics within
the topic of teaching and learning in higher education, including: academic achievement
(e.g., Liu et al.), academic persistence (e.g., Ma et al.), academic success (e.g., Pishghadam
et al.), anger (e.g., Deng et al.), anxiety (e.g., Ma; Qiu and Luo), autonomy support (e.g.,
Zhang et al.), beliefs (e.g., Huang et al; Qian et al.), career adaptability (e.g., Lu and Jia),
career exploration (e.g., Lu and Jia), conscientiousness (e.g., Huang et al.), continuance
intention (e.g., Li X. et al.), critical thinking (e.g., Cheng; Li M. et al.), emotion (e.g., Bachler
et al; Maier et al; Qin et al; Schlosser and Paetsch), emotion regulation (e.g., Cheng; Deng
et al; Li M. et al; Zheng et al; Weidi and JeeChing), emotional intelligence (e.g., Jiang
et al.), engagement (e.g., Al-Obaydi et al; Deng et al; Ma et al.; Wang et al; Zhao and
Ling), enjoyment (e.g., Zhang et al.), evaluation of teaching (e.g., Keerthigha and Singh;
Zhao et al.), grit (e.g., Zheng et al.), intelligence (e.g., Pishghadam et al.), interests (e.g., Bi
and Liu), learning strategies (e.g., Alshaharni), life satisfaction (e.g., Weidi and JeeChing),
motivation (e.g., Bi and Liu; Keerthigha and Singh; Zhao and Ling), occupational intention
(e.g., Zhang), performance (e.g., Cheng; Qiu and Luo), professional success (e.g., Yang),
psychological needs (e.g., De Vocht et al.), reflection (e.g., Schlosser and Paetsch), resilience
(e.g., W), self-efficacy (e.g., Deng et al; Liu et al; Ma; Schlosser and Paetsch; Zheng et al.),
self-management (e.g., Zhao and Ling), self-monitoring (e.g., Zhao and Ling), self-regulated
learning (e.g., Bellhduser et al), stress (e.g., Driige et al; Zhang), teacher aggression
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(e.g., Yang), teacher burnout (e.g., Yang; Zhang), teacher support
(e.g., Ma et al.), teaching preparedness (e.g., Huang et al.), teaching
styles (e.g. Keerthigha and Singh), values (e.g., Bi and Liu), and
wellbeing (e.g., Zhao and Ling). It can be seen from the above
studies that the variables of research on teaching and learning are
quite diverse.

Although there have been many studies that have confirmed
the importance of emotion and cognition in higher education, with
the passage of time, rapid technological developments, literacy-
oriented philosophies, and changes in teaching philosophies during
the COVID-19 pandemic, many of the originally known results
may have changed due to different circumstances. For example,
although research on online learning in higher education has been
available for decades, there has been a very large amount of research
on online learning or online teaching in the past few years due to
the COVID-19 pandemic, which led to the temporary closure of
classrooms. However, these findings seem to differ in many ways
from previous studies. Prior to the pandemic, many studies found
that online learning worked well for learners.

The implementation of teaching and learning in emergency
situations seems to have difficulty achieving the same good results
as deliberately created teaching and learning situations, and can
even lead to poor learning for learners. This is because many
previous studies excluded disruptive factors, but these disruptive
factors are actually present in the classroom. While empirical
studies have been successful in proving the validity of the new
approach, the scenarios are not realistic. It is important that
these excluded distractors are also evaluated after the validity
of the method has been confirmed, in order to gain a more
complete understanding of the effectiveness of the new method
in real educational settings. Although COVID-19 regulations are
gradually being relaxed around the world, and teaching is returning
to offline classrooms, the impact of the COVID-19 epidemic
on education remains, as the experience of teaching during the
epidemic has given us insight into the practical effects of current
online learning and the potential problems that may exist. This will
also help to improve educational technology and digital learning
methods in the post-epidemic era, and to explore how to enhance
learning to compensate for the loss of learning during the epidemic,
as well as how to better design blended learning, collaborative
learning, online learning, self-directed Learning, self-regulated
Learning, personalized learning, flipped classrooms, and so on.

Meanwhile, under the digital transformation generation of
education, metaverse technologies such as 5G, cloud computing,
artificial intelligence, artificial intelligence generated content (e.g.,
ChatGPT), augmented reality (AR), virtual reality (VR), mixed
reality (MR), extended reality (XR), substitutional reality (SR),
holographic displays, blockchain, IoT, and human-computer
interaction are considered to help facilitate quality (meaningful)
teaching and learning. Moreover, due to the increasing maturity
of AI technology, its role in the field of education has became
more important. Al is may be used to assist teachers and students
in academic assessment, consultation, and guidance through AI-
based educational technologies, enabling personalized learning. It
can even be used for chat and psychological counseling through its
conversational capabilities. However, research on these topics still
needs to continue, as most of the metaverse technologies are not
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yet widespread in the classroom or are not yet well-adapted for use
in the classroom. There is a need for more research that combines
educational experience with user experience, so that educators can
understand how to use these technologies more effectively and
avoid poor use, and so that teaching and learning can be more
diverse, personalized and contextualized. The basis of this type of
research is not just about effectiveness, but also about the user’s
sense of experience (adaptability).

It is important to understand how learning takes place. People
always want to replicate successful experiences, but how to avoid
failure also needs to be taken into account. Success is difficult to
replicate in its entirety because of individual differences, but the
same mistakes should be avoided as much as possible. Moreover,
even students of the same level of learning may encounter different
problems when studying the same content, let alone learners from
different subjects and systems. We therefore urge educators and
researchers to understand the difficulties and needs of learners,
and to collect more complete information on problems in different
contexts and situations, so that they can provide appropriate help
to students. At the same time, the framework, standards and
objectives of curriculum and teaching may vary according to the
educational policies of different countries and regions. For example,
China advocates the inclusion of moral concepts in the curriculum
to nurture talents (known as curriculum ideology and politics),
which has a Chinese effect on students’ cognition, emotions, skills
and knowledge. Such a curriculum model and its effects will have
national, ethnic and regional characteristics and should therefore
be of interest to academics as well, depending on the educational
policy context.

In addition, although education experts, the government and
educational organizations advocate literacy-oriented education and
student-centered teaching methods, traditional didactic teaching is
still the mainstream teaching method. Therefore, how to create a
truly effective educational environment (learning context) is still
an important issue. It is also important that students become
self-directed learners, and that teachers become facilitators, guides
and companions. Of course, not all teaching and curriculum
designs are effective. In particular, design approaches that are
not grounded in theory are less likely to deliver effective results.
Moreover, it is not only theoretical foundations that are needed
for the design of teaching and curricula. The evaluation of learning
outcomes also requires a theoretical basis. In addition to identifying
the effectiveness of teaching and learning implementation, it is
important to identify the pre- and post-teaching relationships
that influence teaching and learning. This is because these factors
are thought to influence learners beliefs, intentions, wishes,
behaviors (actions) and outcomes. This is why it is important to
understand the emotional and cognitive factors of the students
(the learners). Therefore, teaching and learning should not only
focus on changes in knowledge and skills, but also on cognitive
and emotional responses. In addition, among the issues of
teaching and learning in higher education, there is still much
to explore in the areas of education policy-based practices,
sustainable development, localization of international education
goals, curriculum development, instructional design, STEAM
education (C-STEAM, iSTEAM, IP-STEAM, etc.), educational
technology applications, online learning, innovative learning
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strategies, learner-centered learning/teaching (mixed methods,
personalisation, inquiry-oriented, work-oriented, competition-
oriented, context-oriented, collaboration-oriented, topic-oriented,
game-oriented, problem-oriented, literacy-oriented), beliefs about
teaching and learning, teacher professional capacity development,
and teaching adaptability.

Moreover, the models proposed by learning theories are
not static. Teachers need to adapt the theoretical models more
effectively according to student characteristics, subject matter,
curriculum content, course context and lesson time. Therefore,
the flexibility and variability of teaching methods need to be
taken into account, and the validity of new models needs to be
tested. In addition, future research on teaching and learning will
need to emphasize the implementation of experiments in real-
world learning contexts. At the same time, the ethics of research
will increasingly focus on the protection of students’ rights when
participating in experiments. A single-group experimental design
would be an appropriate approach to research design for the benefit
of all students, given the constraints of insufficient numbers of
participants and the difficulty of re-grouping experiments. After
all, we have already recognized the limitations or shortcomings of
traditional lecture-based teaching and learning, which is why we
want to try out new teaching (learning) methods.

It is also important that innovative (learning and teaching)
methods are applied in a sustainable manner. If an effective
educational technique, teaching method or learning method was
developed but was then not applied after the completion of
the teaching experiment, the end of the research project or the
publication of a journal paper, it would be a shame and a waste
of educational resources. In addition, although the indicators can
be converted into numerical values for assessment and comparison,
this does not cover all of the assessment content. There is much that
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needs to be understood through qualitative content. By combining
the results of these two areas, a more comprehensive picture of
the truth can be obtained. We therefore call for a more holistic
approach to the study of teaching and learning.
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In recent years, the increase in stress experienced by students, and the related
health problems have become a key challenge for health psychologists.
The aim of this cross-sectional survey study was to compare stress, areas
of stress and coping-strategies of 246 distance-learning (81.7% female;
33.62 years, SD = 9.30) and 254 on-campus students (82.3% female;
24.23 years, SD = 3.99). One-way analyses of variance showed no significant
differences in perceived stress and stress symptoms between the student
groups. Stress-inducing areas were revealed by qualitative content analysis.
Chi-square tests showed that on-campus students significantly more often
reported study- and performance-related areas, whereas conflicts between
work and private life were more present among distance-learning students.
Results also indicated that on-campus students significantly more often cope
with stress by means of social support. These findings may help tailoring
stress-management interventions for different student groups.

coping strategies, distance-learning students, on-campus students, stress, areas of
stress, mixed-methods

Introduction

One focus of stress research is the subjective experience of stress and ways
of coping in different target groups. In line with this, research activities on stress
among students have increased since the Bologna declaration has substantially
reformed and structured European academic qualification programs and more
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learning support and mental health strategies were called for
Riickert (2015). With respect to college or university students,
there is a growing body of research scoped on stress and stress-
management interventions (e.g., Hintz et al., 2015; Harrer et al,,
2018). Also, recently the effects of the COVID-19 pandemic
on stress through online-communication and -education are
evaluated and discussed (Lazarevic and Bentz, 2020; Mheidly
et al., 2020) and have shown a negative psychological effect on
college students around the world (Wang et al., 2021).

Different forms of studying

During the last decades, studying has become more
diverse. Most post-secondary students are so-called “traditional”
students, starting university after graduating from school,
while “non-traditional” students usually start their studies
later in life (Jones et al, 2016)-in full- or part-time. One
central distinction is made between on-campus students and
distance-learning students (Furlonger and Gencic, 2014), with a
growing number of distance-learning students. Students choose
this form of studying mainly because of its compatibility
with both work and private life (e.g., parenting). Also, the
COVID-19 pandemic has led to a major shift to distance
learning. However, also national differences (e.g., tuition
fees) could have a large impact on differences in studying
experience. It is possible that different forms of studying
may result in different stressors, for example, on-campus
students may experience stress due to inflexible time schedule
or social interactions, whereas distance-learning students may
experience stress rather due to distraction by online learning or
social isolation.

Stress, areas of stress, and coping
among students

With regard to the two forms of studying, it is very
likely that they are associated with different types of stressors
and that the level of stress, areas of stress and coping-
strategies differ between on-campus and distance-learning
students, although there are only a few studies that compare
the two forms of studying directly. For instance, Furlonger
and Gencic (2014) reported higher levels of satisfaction in 295
on-campus students from an Australian university compared
to two distance-education modes. Beccaria et al. (2015) found
comparable health-promoting behaviors and coping strategies
in 242 on-campus students and 399 distance students. They
found a significant, though not very strong negative relationship
between health-promoting behaviors and intention to leave for
on-campus students.
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Whereas the majority of studies on students™ stress focus
on on-campus students, there are only some studies that focus
on distance-learning students: Kwon et al. (2010) reported that
distance-learning students were likely to experience increased
feelings of social isolation. Kwaah and Essilfie (2017) found in
a sample of 332 distance-learning students at a University in
Ghana that the major areas of stress, in addition to academic
workload and high frequency of examinations, were financial
problems and family/marriage problems. These students used
multiple coping-strategies, mainly meditating, self-distracting
activities like watching TV and listening to music. Furthermore,
in a sample of 5,721 distance-learning students of Germany’s
largest distance-learning university, Apolindrio-Hagen et al.
(2018) confirmed a work-life-study-imbalance.

Summarizing the current state of research, there is a
substantial lack of studies comparing stress, areas of stress
and coping directly between on-campus and distance-learning
students. Regarding the situation in Germany, there are
no corresponding studies so far, but some studies aiming
at stress and coping of on-campus and distance-learning
students separately. Moreover, none of the studies considers
both quantitative and qualitative approaches, although these
prove to be helpful especially in the case of a very
private experience like stress. Still, due to COVID-19, it
is now more important than ever to learn more about
differences in the perceived stress and areas of stress
between distance-learning students and on-campus students.
Although a general increase in stress caused by distance-
learning was observed during the COVID-19 pandemic
(Wang et al, 2021), this result needs to be interpreted
within the specific context of the COVID-19 situation. For
an analysis of stress-related differences between distance-
learning and on-campus students that is not blurred by the
exceptional situation created by the COVID-19 pandemic, we
therefore present data from the time before the onset of the
pandemic (i.e., 2018).

Aims of the present study

The present study aims at comparing distance-learning
students with traditional on-campus students from German
universities with regard to perceived stress, areas of stress and
coping-strategies.

Research Question 1: Are there differences in perceived
stress and stress symptoms between distance-learning students
and on-campus students?

Research Question 2: Are there differences in areas of stress
among distance-learning students and on-campus students?

Research Question 3: Are there differences in the type and
extent of coping-strategies between distance-learning students
and on-campus students?
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Materials and methods

Study design and procedure

We conducted a cross-sectional online survey using
program (Unipark, Enterprise Feedback Suite survey, version
summer 2017, Questback) in summer 2018. We used a
combination of qualitative and quantitative methods (mixed-
method-design), referring to a study on German on-campus
students conducted by Ortenburger (2013). The overall
completion time was 15-20 min. Students could take part in a
raffle and win one out of ten 50€ gift vouchers.

Sample and recruitment

A total of 500 participants were recruited by email and social
media in 2018 (410 females, 89 males, 1 diverse), consisting
of 254 on-campus students and 246 distance-learning students
over the age of 18 years, who were matriculated at several
German universities. The overall average age was 29 (SD = 8.52)
years. Table 1 shows further demographic characteristics of this
sample. As expected, groups differed with regard to employment
status, working hours and caring for children. Ethical approval
was not required for this kind of non-clinical pilot survey;
the study was conducted in accordance with the Helsinki
Declaration. Data was saved on a secure server of the university
following German and European data security regulations.

Measures

Table 2 shows the measures that were used for quantitative
data collection. To measure perceived stress and coping

TABLE 1 Sociodemographic characteristics of the study sample
(N =500).

Distance-learning ~ On-campus

students students
Sample 246 254
Age: M (SD) 33.62 (9.30) 24.23 (3.99)
Gender
Male 44 (17.9%) 45 (17.7%)
Female 201 (81.7%) 209 (82.3%)
Other 1(0.4%)
Employment 193 (78.5%)* 146 (57.5%)*

Working hours/week: M (SD) 30.96% (12.14) 15.80* (9.38)

Caring for children

Yes 83 (33.7%)* 7 (2.8%)*

*Significant differences (p < 0.001) using chi square tests and Analysis of
Variance (ANOVA).

Frontiers in Psychology

10.3389/fpsyg.2022.995089

strategies, scales were used that are freely available in German
(see Table 2 for further information).

For qualitative data collection the following open question
was used: “Which three areas associated with your studies have
been the most stressful since you started your studies? State at
least two out of three areas.”

Data analyses

Quantitative analyses

Data analysis was performed using the SPSS software
package by IBM (version 25) and Microsoft Excel. Out of 717
students who gave consent, 508 respondents completed the
survey (response rate: 70%). Eight outliers were deleted from
the data set; non-realistic values were imputed by the mean.
The Kolmogorov-Smirnov test of normality indicated violation
of the assumption of normality for the stress and the stress
symptoms, but not for the coping scale. Therefore, we used
non-parametric tests (chi-square tests) and a one-way ANOVA
to test research questions 1 and 3. Effect sizes were calculated
using Cohens’ d.

Qualitative analysis

To test research question 2, the answers to the open
question were analyzed using a qualitative content analysis with
inductive category development (Mayring, 2015). Two raters
independently coded all open-ended questions and derived ten
subordinate categories and subcategories (see Table 3), with the
resulting good interrater-reliability (kappa = 0.79). For statistical
comparison between the frequencies of areas of stress between
both student groups a chi-square test was used (o < 0.05).

Results

Differences in perceived stress and
stress symptoms

Analysis of Variance results showed no differences among
stress [F(1,498) = 2.79, p = 0.095, npz = 0.006] and stress
symptoms [F(1,408) = 1.96, p = 0.162, 1% = 0.004] due to
different forms of studying.

Differences in areas of stress

Table 3 gives an overview of the reported areas of
stress. For results, only superordinate categories with n > 30
were considered. Most of the subcategories are associated
with university (557) as well as emotions, thoughts, personal
characteristics, conditions (155), and time, leisure (185). Areas
like pressure, performance (91) and social contacts (59), were
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TABLE 2 Measures used for data collection.

Construct

Author(s)

Description of scale

Response format

10.3389/fpsyg.2022.995089

Consistency

Perceived stress

Stress symptoms

Areas of stress

Coping-strategies

Perceived stress scale

Subscale of the SCI

Original version: Cohen
et al.,, 1983; German version:
Herbst et al., 2016

Subscale of the German  Satow, 20121

stress and coping

Satow, 2012!

10 items, e.g., In the last
4 weeks, how often did you
feel nervous and stressed?

13 items, e. g., “Stress and
pressure can cause physical
symptoms. Which symptoms
did you notice on yourself the
last 6 months?”

The students were asked to
name three main
study-related areas, which
stress them since the
beginning of their studies

20 items, assesses five
different coping-strategies
(positive thinking, active
coping, social support,
religion, and alcohol and
cigarette consumption)

5-point Likert scale ranging from
0 (= disagree) to 5 (= strongly

agree)

Sum-score: >20 high
level of perceived
stress, Cronbach’s
a=0.89

5-point Likert scale ranging from  Cronbach’s o = 0.85

0 (= disagree) to 5 (= strongly

agree)

Open question

5-point Likert scale ranging from  Cronbach’s a = 0.73

0 (= disagree) to 5 (= strongly

agree)

! Freely accessible: https://www.drsatow.de/tests/stress-und-coping-inventar/SCI-Testdokumentation.pdf.

TABLE 3 Superordinate categories and subcategories of areas of stress.

Subordinate Subcategory (numbers of mentions)
category
University o Exams, tests (153) Quantity of study matter, (104)
© high workload, effort of
learning
o Content of study (82) o Final thesis (43)
o Grades (42) o Deadlines, dates (28)
e Term paper (26) o Attendance time (22)
University (18) e Duration, standard period (15)
o (organization, of study
bureaucracy)
e Group work (13) e Presentations (11)
Emotions, thoughts, o Future anxiety (31) o Personal characteristics, (27)
personal emotions
characteristics,
conditions
o Stress (22) e Motivation (20)
o Fear of failure (18) ® Requirements, (17)
expectations, claims
o Health (10) Doubts (10)
Time and leisure time o Time, time pressure (140) e Leisure time (45)
Social contacts o Private life (59)
Pressure and Performance (74) e Burden/overload/no (17)
performance e (pressure), pressure to relaxation
succeed
Occupation e Work (48)
Finances e Financial problems (46)
Household, everyday e Housing situation (11) e Commuting/drive (11)
life, housing situation
Lack of contact, lack e Anonymity, studying (15)
of aid alone
Other e other (16)

Only subcategories with 10 mentions or more are listed.
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also mentioned frequently. Less people named categories like
occupation (48), finances (46), household, everyday life, housing
situation (22), and lack of contact, lack of aid (15). All
statements which could not be aggregated to one category are
listed in other (16).

According to the results of the chi-square test (see
Table 4), distance-learning students reported significantly more
stress regarding the subcategories time pressure, private life
(p < 0.001), and leisure time (p = 0.002); on-campus students
reported significantly more stress regarding categories like
exams, tests (p < 0.001), final thesis (p < 0.001), and future
anxiety (p = 0.007), but also in performance (pressure), pressure
to succeed (p = 0.034).

Differences in coping-strategies

ANOVA results in Table 5 indicate that on-campus students
use social support significantly more often as a coping-strategy
than distance-learning students (p < 0.001), albeit with a small
effect size (d = 0.35).

Discussion

To our knowledge, the present study is the first directly
comparing stress, areas of stress and coping between on-campus
students and distance-learning students in Germany. The study
helps to compare on-campus and distance-learning students
without taking up the current discussion about the influence
of the online situation due to COVID-19. The COVID-19
background provides a strong bias for an actual comparison.

Research question 1 focused on perceived stress and stress
symptoms. Though on-campus students rated their perceived
stress levels and stress symptoms higher than distance-learning
students, no significant differences were found. This finding is in
line with international research by Ramos (2011), Furlonger and
Gencic (2014) and Beccaria et al. (2015). Still, it is also possible
that the absence of any differences occured due to the survey
method (e.g., scales used) or the sample (perhaps particularly
stressed or less stressed students participated). Although no
significant differences were found between the perceived levels
of stress, the areas of stress could still be different.

Research question 2 aimed at differences in reported areas
of stress. Several differences were found between the student
groups: On-campus students mention study- and performance-
related areas (e.g., exams, future anxiety) more often, whereas
distance-learning students report more pronounced work-
privacy-conflicts (e.g., time, private life). It is important to
note that distance-learning students are significantly older, more
often employed, and care more often for children (Jones et al,,
2016), which might moderate these results. These differences
in age and life circumstances indicate different areas of stress,
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which underlines the need for tailored interventions based on
different needs due to the form of studying (Apolindrio-Hagen
et al,, 2018). Interestingly, some categories that could have been
expected to differ between the groups were not mentioned as
often (e.g., higher level of procrastination in the case of distance-
learning students, lack of support).

Research question 3 focused on the type and extent of
coping-strategies. In contrast to prior research indicating no
differences (Ramos, 2011; Furlonger and Gencic, 2014; Beccaria
etal., 2015), our data showed that on-campus students used the
coping-strategy social support more often, despite a small effect
size. An explanation could be that distance-learning students
typically study by themselves and are less involved in the social
life of universities in general. However, according to the results
of research question 2, the distance-learning students did not
perceive lack of support as a main area of stress. Again, age
and other study-specific life circumstances might moderate
these results as age and life-circumstances differ between on-
campus students and distance-learning students naturalistically.
Nevertheless, this result points to practical implications, like
implementing platforms for knowledge sharing and support.

Limitations

The study has a self-selective sample, which might lead to
an overestimation of effect sizes due to a selection bias. In
addition, the group of distance-learning students differed in
sociodemographic variables. On the one hand, this limits the
comparability of the two study groups; on the other hand, this
represents the characteristics of the group of distance-learning
students very well. Furthermore, it is important to note that
the study took place pre-Corona. In addition, we do not know
how many different universities the students in our sample
attend, which further limits the generalizability of the data,
as universities may vary in methods and technologies used.
Another approach would be to look at specific technologies and
their relationship to stress.

The level of stress and wellbeing of students is likely to
vary over time (e.g., due to exams). Accordingly, future research
should consider a longitudinal approach. Also, these data are
only representative for the specific time, and do not allow
wide-reaching conclusions to be drawn, for example, about
post-COVID-19 differences between distance-learning and on-
campus students.

In the open-question format the students had to name three
areas of stress, which might have led to forced answers or leaving
out important areas of stress. In addition, no assumptions about
the extent of stress experienced due to the different areas can be
made, which should be addressed in future studies.

The (SCn)
differentiation between Still,
cannot be categorized to problem- and emotion-focused

Stress and Coping Inventory allows

six coping-strategies. they
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TABLE 4 Absolute (n) and relative (%) frequencies of areas of stress differentiated by on-campus students (n = 254) and distance-learning students

(n = 246).
Areas of stress On-campus students Distance-learning students x2(1) 4

n % n %
Exams, test 99 39 54 22 17.06 <0.001
Time, time pressure 42 17 98 40 33.66 <0.001
Study matter® 48 19 56 23 1.13 0.287
Content of study 36 14 46 19 1.87 0.172
Pressure® 46 18 28 11 4.49 0.034
Private life 18 7 41 17 11.02 <0.001
Occupation 21 8 27 11 1.06 0.304
Financial problems 23 9 23 9 0.01 0.909
Leisure time 13 5 32 13 9.50 0.002
Final thesis 37 15 6 2 23.38 <0.001
Grades 26 10 16 7 2.26 0.133
Future anxiety 23 9 8 3 7.24 0.007

#High workload, effort of learning.
bperformance (pressure), pressure to succeed.

TABLE 5 Means and standard deviations of each SCl-coping subscale as well as results of the ANOVA for on-campus students and

distance-learning students (N = 500).

Coping-strategies On-campus students Distance-learning students F? P
M SD M SD

Coping 58.2 9.40 57.20 9.16 1.44 0230
Positive thinking 13.07 3.20 13.37 332 1.05 0.306
Active coping 12.74 323 13.25 337 2.97 0.086
Social support 16.44 3.38 15.13 4.03 15.45 0.001
Religion 8.70 4.34 8.49 3.99 033 0.569
Substance consump'rionb 7.24 3.79 6.96 3.64 0.73 0.392
df =1, 498.

b Alcohol and cigarette consumption.

coping, which would be interesting to analyze among students
to tailor interventions.

Practical implications

First, the findings reveal a need for stress-management
interventions for students (e.g., Hintz et al,, 2015) by taking
different forms of studying into account. Interventions
should focus time-
management and methods for reducing the work-privacy

for distance-learning students on
conflict. Furthermore, for distance-learning students the
coping-strategy social support could be an overlooked resource:
Distance-universities could focus on creating more (virtual)
space for social bonding and peer-to-peer-support programs
(e.g., social events) or professional assistance (e.g., mentoring
programs). Apparently, on-campus students seem to worry

more about the future and experience more pressure to succeed.

Frontiers in Psychology

15

Therefore, interventions could include cognitive techniques and
relaxation. Last, as distance-learning students are used to the
benefit of flexibility; further research should take digital delivery
formats into particular consideration (Harrer et al., 2018).

Conclusion

Our study found comparable levels of stress among
distance-learning students and on-campus students, but
qualitative analysis revealed differences in the areas of stress
(e.g., work vs. private life) and in the use of social support as a
coping-strategy. It compares on-campus and distance-learning
students without taking up the background of COVID-19.
It proved to be very helpful to enrich the quantitative data
with qualitative data, as this opened the opportunity to reveal
differences in the areas of stress that would not have become
apparent in a purely quantitative approach. Specific needs
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for tailored interventions taking the form of studying into
account can be derived.
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The primary aim of this study was to determine the role of psychometric
intelligence (IQ), emotional intelligence (EQ), and emo-sensory intelligence
(ESQ) in university students’ academic achievement. To this end, 212 university
students at different academic levels, composed of 154 females and 58
males, were asked to complete the Raven's Progressive Matrices, the Bar-
On Emotional Quotient Inventory, and the Emo-Sensory Intelligence Scale.
Data were then matched with students’ Grade Point Averages as a measure of
their academic achievement. The results revealed that students’ level of IQ and
EQ could positively predict their academic achievement. In the case of their
ESQ level, its auditory sub-component was found to be a positive predictor
of academic success. Results were discussed, and possible implications and
applications for increasing students’ chances for success were presented.

psychometric intelligence, emotional intelligence, emo-sensory intelligence,
academic achievement, university students

Introduction

Achievement, in general, can be defined as how well individuals can perform
quantitatively and qualitatively based on pre-set of facts and knowledge (Maramag-
Manalastas and Batang, 2018; Lavrijsen et al., 2022). In the academic domain, this ability
to perform is operationalized in terms of the outcomes that students achieve at the end
of educational programs, which is called Academic Achievement (AA) and is associated
with the active performance of academic skills (Ennser-Kananen et al., 2017; Peng and
Kievit, 2020). More broadly speaking, AA can also refer to the acquisition of knowledge
and skills through cognitive abilities (Mayer, 2011), which help students dwell well in
educational tests and tasks; skills related to communication, literacy, science, thinking,
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social life, and mathematics (Lindholm-Leary and Borsato,
2006). Given the importance of AA in future success, there have
been numerous attempts to find out which factors contribute to
greater achievements in academic settings.

Earlier attempts focused mostly on cognitive factors, and
since intelligence was recognized as a representation of cognitive
abilities (Binet, 1905), it was considered the main predictor
of AA (Kaya et al, 2015). Therefore, individuals with higher
levels of IQ were considered educationally more successful
(Pishghadam et al, 2020). Following the introduction of the
emotional quotient (EQ) by Bar-On in 1997 and the sensory
quotient (SQ) by Lombard (2007), the importance of emotional
factors in AA gained momentum in research. Despite the lack
of unanimity among early attempts, more recent views found
that the level of EQ can strongly associate with and predict how
much students can achieve in academic settings (Partido and
Stafford, 2018; Denny et al., 2019; Suleman et al., 2019; MacCann
et al., 2020; Sanchez-Alvarez et al., 2020). To further challenge
the role of IQ in AA, researchers also found that SQ can outvalue
IQ and EQ in predicting desirable performance in academia
(Lombard, 2007), and more recently, ESQ (Pishghadam et al,
2020) has been recognized as a broader aspect of intelligence that
integrates EQ with SQ. ESQ’s power was even more recognized
when it was found as a significant predictor of English students’
Grade Point Average (GPA), with those possessing higher levels
of ESQ maintaining higher GPAs (Pishghadam et al., 2020).

Cognition, emotions, and senses have all contributed to
different theories of intelligence and consolidated their role in
educational success. However, each theory has only proposed a
fragmented view of intelligence and, thus, a one-sided view of
factors affecting success in the educational domain. Academic
achievement, however, is a multi-faceted combination of skills
and abilities, and analyzing its association with each type
of intelligence (IQ, EQ, or SQ) can unravel only one of its
aspects. ESQ, on the other hand, can elaborate on AA more
efficiently due to its broader perspective of intelligence; yet,
more important than that is investigating how different types
of intelligence associate with AA and predict it compared with
one another. For university students, the significance of AA is
undeniable since it plays a central role not only in university
settings but in their prospective careers as well. Yet, it is
still unclear how students can succeed academically. In other
words, whether IQ, as an indicator of cognitive abilities, is
essential in developing an academically-successful student or
EQ and ESQ, as indicators of sensory/emotional abilities, is still
a matter of debate. Drawing upon the triune theory of the brain
(MacLean, 1990), we took the three major parts of the brain
(i.e., rational, emotional, and sensory) into consideration and
adopted a comparative approach to determine which type of
intelligence among the three (i.e., IQ, EQ, and ESQ) plays a
more significant role in academic gain and whether or not the
combinatory nature of ESQ can be a more powerful predictor of
AA. Therefore, this study postulates the following questions:
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1. Is there any significant relationship between university
students’ level of IQ, EQ, ESQ, and their AA?

2. Which type of intelligence can better predict university
students’ AA?

Review of literature

Intelligence defined

Intelligence was first linked to cognitive abilities of logic
and language, and the first psychometric test of intelligence
(Binet, 1905) was designed to distinguish children with
potential educationally-related mental deficits. Despite a lack
of consensus among scholars in conceptualizing intelligence,
most of them consider the following as the key components
of intelligence: abstract thinking or reasoning, knowledge
acquisition capacity, and problem-solving ability.

After the introduction of social intelligence by Thorndike,
however, emotional and social aspects became integral
components of intelligence. This recognition led to the
introduction of EQ as a better predictor of success (Bar-
On, 1988), encompassing skills to meet the demands of the
surrounding social environment and rise above issues in life.
To measure emotional intelligence, Bar-On (1997) developed
an inventory of EQ, including both social and emotional
competencies, called the Emotional Quotient Inventory (EQi).
This inventory included five components: intrapersonal as
emotional self-awareness and self-expression, interpersonal
as awareness toward social relationships, adaptability as the
ability to manage changes, stress management as emotional
regulation competence, and general mood as an ability to
keep oneself motivated (Bar-On, 1997). At the beginning of
the 21st century, the importance of the body and senses in
individuals’ cognition was once again recognized. Lombard
(2007), therefore, extended the concept of intelligence to cover
the additional ability of spotting, decoding, and monitoring
sensory codes as sensory intelligence (SI) and SQ.

More recently, Pishghadam et al. (2020), drawing upon
the concept of emotioncy (emotion + frequency; Pishghadam
et al,, 2013), adopted a combinatory approach to explaining
more aspects of intelligence and proposed ESQ as a conciliation
between EQ and SQ. The idea of emotioncy is defined
as emotions created by sensory experiences which relativize
cognition. Therefore, it combines sense, emotion, and cognition
to shape a unified concept and build a bridge between felt
experience and physical reality to clarify their relationship.
Pishghadam et al. (2013, 2019, 2021, 2022) and Akbari and
Pishghadam (2022) claimed that emotions are the byproducts
of sensory experiences; therefore, what we perceive triggers
emotional responses and creates reality. Accordingly, ESQ
posits that intelligence is the ability to recognize, express,
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label, monitor, and manage sense-induced emotions; that is
to say, cognition and perception are not solely constructed
by the intellect; rather, it emerges from the blend of emotion
and senses (Pishghadam et al., 2020). Based on this model,
intelligence in separation (s factor) or in general (g factor)
(Spearman, 1923) cannot cover all aspects of intelligence. EQ
focuses on how well individuals can understand and manage
their emotions regardless of what ignited these emotions. SQ
describes individuals’ ability to connect with their senses and
understand them, ignoring the mediation between senses and
cognition. ESQ, on the other hand, draws a relationship between
the two by considering emotions the mediator between senses
and cognition, thereby emphasizing the role of senses in creating
emotions, the centrality of emotions induced by senses, and that
senses affect cognition through emotions they ignite. Individuals
experience the world through their senses, which create in them
certain emotions, and if they have a high level of ESQ, they can
recognize these emotions and behave accordingly.

Academic achievement and
intelligence

Intelligence has always been the key cognitive factor
explaining variations in AA (Kaya et al., 2015) and the subject
of numerous studies examining how intelligence is related to
educational success. The majority of these studies confirmed the
association between general intelligence and AA (Jensen, 1998).
However, the degree of this association has been inconsistent
throughout research since different studies have found a range
of moderate to strong correlations (0.40-0.63) existing between
the two (Jencks, 1979; Macintosh, 1998). Very recently, IQ has
been associated with more academic gains and found to be
a powerful predictor of academic achievement (Guez et al,
2018; He et al,, 2021). Therefore, IQ tests are still widely used
to predict who can achieve more in academic contexts. More
precisely, it was found that IQ can well predict how individuals
perform in tests of reading, social sciences, natural sciences,
and mathematics (Lohman, 2005; McCrocklin, 2020). However,
evidence suggests that the verbal aspect of intelligence, which
is related to the readiness to learn, has a stronger association
with AA, compared to the non-verbal aspect of intelligence,
which concerns the potential to learn (Kaya et al., 2015). Despite
the rather unanimous findings of research regarding the role
of IQ in AA, some recent attempts have shown contradictory
findings. For example, in a study to investigate whether the
academic performance of medical students is influenced by
their IQ levels, Igbal et al. (2021) found that since medical
students are extremely hardworking, their level of IQ is not
significantly associated with their AA in that no difference
was noticed between the performances of more- and less-
intelligent students. Therefore, the role of IQ in AA has recently
been questioned.
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To compensate for the lack of consistency in the relationship
between IQ and AA, and following the recognition that IQ is
not the sole predictor of academic success, researchers started
to examine the association between EQ and AA. The majority
of research in this regard has also found it a core competency
that is positively correlated with and can predict individuals’
AA (Partido and Stafford, 2018; Denny et al., 2019; Suleman
et al.,, 2019; MacCann et al., 2020; Pozo-Rico and Sandoval,
2020; Rajendran et al., 2020; Sdnchez-Alvarez et al, 2020).
Higher levels of EQ can improve students’ self-confidence and
their ability to overcome challenges leading them toward better
academic performance (Jan and Anwar, 2019). More precisely,
EQ was found to act as a mediating variable between cognitive
abilities and AA; therefore, a higher level of EQ was revealed
to even facilitate the role that IQ plays in academic success
(Petrides et al., 2004). Besides, it is worth mentioning that this
association has been found to exist in all stages of life, such as
primary education (Billings et al., 2014), secondary education
(Sanchez-Alvarez et al., 2020), and primarily the university
settings (Suleman et al,, 2019). More recently, Pozo-Rico and
Sandoval (2020) revealed that teachers who implemented EQ
into their teaching plans could make a significant difference
in their students AA, in that those with higher levels of
EQ demonstrated higher GPAs compared with their less
emotionally intelligent counterparts. They also found that the
potential reason behind this difference in academic performance
is that lower levels of EQ can be a hindrance to students’
motivation and can lead them to frequently procrastinate, which
both negatively affect their results.

As suggested by Roy et al. (2013), since EQ is composed
of different dimensions, each can, in turn, create competencies
in students to make them more academically equipped. To
further explain this association, studies began to investigate
which specific dimensions of EQ are more strongly associated
with and can better predict AA. In a longitudinal study,
Parker et al. (2004) correlated first-year university students’
GPA with their EQ score to find which dimensions of EQ
have a stronger role in AA. Their findings revealed that
those with higher intrapersonal EQ, adaptability, and stress
management abilities could cope with the demands of academic
settings more successfully, thereby achieving higher GPAs.
However, Fahim and Pishghadam (2007) focused only on
English major students, and though confirming the association
between intrapersonal, stress management, and AA, presented
the third associative dimension as general mood competencies
rather than adaptability. In another study, Fillipova and Bilyalov
(2020) found that although self-management and intrapersonal
components positively correlate with and predict AA, the
interpersonal component poses a negative correlation, revealing
that not all aspects of EQ can be a predictor of students’ success.

Reviewing previous research clearly shows that there is
a lack of consistent findings about how different types of
intelligence can be associated with AA. More importantly,

frontiersin.org


https://doi.org/10.3389/fpsyg.2022.995988
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org/

Pishghadam et al.

FIGURE 1

A hypothesized model for the possible relationships among 1Q,
EQ, ESQ, and AA.

previous research has mostly focused on the two more widely-
known aspects of intelligence (i.e., IQ and EQ), overlooking
more recently-recognized types of intelligence such as ESQ.
Therefore, the present study can fill this gap by clarifying which
type of intelligence is more strongly associated with and can
more powerfully predict university students’ level of success in
academic settings. Figure 1 illustrates the possible relationships
vividly.

Methodology
Participants

A total number of 212 university students, composed of
154 females and 58 males aging from 18 to 25 (M = 20.98,
SD = 2.46) participated voluntarily in this study. The number
of females exceeded that of the males owing to the fact that
above 60% of university students in Iran are females. The
participants were selected based on convenient sampling, and
they all spoke Persian as their mother tongue. The participants
were also asked to provide information related to their GPA
from their university reports (M = 17.49, SD = 1.69) and degree
(AA/S, N = 48); (BA/S, N = 129); (MA/S, N = 27); (Ph.D,,
N =7).! They provided written informed consent, and the study
was approved by the Ferdowsi University of Mashhad Ethics
Committee, Mashhad, Iran.

Instrumentation

The Raven'’s progressive matrices

Raven Matrices (Raven and Court, 1938) includes three
versions, namely Standard Progressive Matrices (SPM), Colored
Progressive Matrices (CPM), and Advanced Progressive
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Matrices (APM). The CPM is designed for children and less
able adults, and APM targets 20% of the population (Raven,
2003). Thus, for the purpose of this study, the SPM version,
comprising 60 items, which applies to the general population,
was utilized. As a “well-validated measure of basic cognitive
functioning” (Raven, 2000, p. 1), this test has been widely
employed to determine an individual’s “capacity at the time
of the test to apprehend meaningless figures presented for his
observation, see the relations between them, conceive the nature
of the figure completing each system of relations presented”
(Raven et al, 1983, p. 2). The reason we used this test and
not the more comprehensive ones measuring both fluid and
crystalized intelligence was its feasibility to apply online during
the COVID-19 pandemic.

The Persian version of Bar-On emotional
quotient inventory

The Bar-On Emotional Quotient Inventory (EQ-i; Bar-
On, 1997), as a self-report scale, aims to assess five areas
of skills/competencies as follows: Intrapersonal, Interpersonal,
Stress management, Adaptability, and General mood; and a 5-
point Likert scale ranging from 1 (very seldom or not true of
me) to 5 (very often or true of me) was used in this inventory for
measuring participants’ EQ.

However, the Persian version of this inventory which
includes 15 components and 90 items, was employed for
the purpose of this study to ensure that our participants
fully comprehended the questions since a possibility of
misunderstanding was likely to be caused for some participants.
In Samouei’s (2002) study, Cronbach’s alpha reliability for the
translated version of this inventory was reported as 0.80.

The emo-sensory intelligence scale

The responsiveness to the emotions aroused by sensory
inputs is considered the definition of Emo-Sensory Intelligence,
which is of significance in modifying one’s behaviors and, as
a result, can lead to success in life (Pishghadam et al., 2020).
The emo-sensory intelligence scale, developed and validated by
Pishghadam et al. (2020), is a 144-item scale for measuring
emo-sensory intelligence consisting of 6 senses (auditory,
visual, tactile, kinesthetic, smell, and taste) and 4 components
(recognition, labeling, monitoring, and management). This scale
(see Appendix 1 for sample items) uses a 5-point Likert scale
ranging from 1 (very little) to 5 (very much) and was “validated
through structural equation modeling, multitrait-multimethod
design along with the Rasch measurement model” (Pishghadam
etal, 2020, p. 173).

Procedures

The three aforementioned tests were distributed online
(using Google Forms) among the participants simultaneously.
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Each test took around 20-30 min for the participants
to complete. The process of compiling the data lasted
approximately 1 month (April to May 2021). A number of
240 forms were distributed among the participants, from which
220 were returned. Eight more forms were discarded due
to invalid data. After the data were collected, the Pearson
Product-Moment Correlation was run using the SPSS Software
to determine the significance of the relationship among the
intended variables. Then, the AMOS software was employed
to run Structural Equation Modeling (SEM) and verify the
relationship between the three types of intelligence (IQ, EQ,
and ESQ) and AA.

Results

This study sought to investigate whether there are any
significant relationships between university students’ level of
IQ, EQ, ESQ, and their AA, and which type of intelligence
can better predict AA. The following sections represent the
findings.

Descriptive statistics

Descriptive statistics for AA and the IQ, EQ (intrapersonal,
interpersonal, stress management, adaptability, and general
mood), and ESQ (visual, olfactory, auditory, gustatory, tactile,
and kinesthetic) measures can be seen in Table 1. Since the
Skewness and Kurtosis estimates were within the range of —2
and +2, the normal distribution of the data was confirmed.
Reliability coefficients were further calculated, which were all in
an acceptable range.

TABLE 1 Descriptive statistics and reliability estimates for AA and the IQ, EQ,

10.3389/fpsyg.2022.995988

Correlational analysis

In order to find possible relationships between the variables
of the study, Pearson Product-Moment Correlation was used.
Based on Table 2, AA had a significant relationship with IQ
(r = 0.18, p < 0.01), the overall EQ (r = 0.12, p < 0.05), and
its general mood subconstruct (r = 0.12, p < 0.05), and the
auditory subconstruct of ESQ (r = 0.14, p < 0.05). EQ and
four of its subconstructs, namely intrapersonal, interpersonal,
adaptability, and general mood, were positively correlated with
ESQ and all of its subconstructs. Stress management, however,
was positively correlated with ESQ (r = 0.13, p < 0.05) and
two of its subconstructs namely visual (r = 0.15, p < 0.05) and
kinesthetic (r = 0.16, p < 0.05).

Structural equation modeling analysis

A SEM model was conducted to verify the relationship
between the three types of intelligence and AA. The goodness
of fit indices showed that the model fits the data adequately
(see Table 3). According to Figure 2, IQ (f = 0.18, p < 0.01,
R?> = 0.05) and EQ (8 = 0.13, p < 005 R?> = 0.05)
were the positive predictors of AA. Yet, ESQ could not
significantly predict AA.

In order to check the predictive power of the subconstructs
of EQ and ESQ, two more models were proposed (Figures 3, 4),
which fitted the data adequately (see Table 3). As Figure 3
illustrates, among the subconstructs of EQ, general mood was
a positive predictor of AA (8 = 0.25, p < 0.05, R? = 0.03).

According to Figure 3, among the subconstructs of ESQ,
auditory (8 = 0.26, p < 0.05, R = 0.03) was the only
predictor of AA.

and ESQ scores.

Min Max Mean SD Skewness Kurtosis Reliability

AA 10 20 17.49 1.69 —0.86 1.41 -

1Q 9 60 46.80 11.26 —1.51 1.69 0.78
EQ 181 428 326.71 45.46 —0.28 —0.08 0.95
Intrapersonal 1.83 4.77 3.60 0.54 —0.38 0.15 0.92
Interpersonal 2.22 5.00 4.10 0.54 —-0.99 0.72 0.89
Stress management 1.50 4.67 3.08 0.74 0.12 —0.69 0.93
Adaptability 1.83 4.89 3.45 0.56 —0.03 0.00 0.88
General mood 1.25 5.00 3.80 0.70 —0.68 0.29 0.90
ESQ 232 680 499.59 73.14 —0.08 0.30 0.95
Visual 59 112 84.74 10.37 —0.011 —0.39 0.95
Olfactory 26 120 83.56 14.22 —0.30 0.76 0.89
Auditory 24 120 84.07 15.73 —0.13 0.91 0.92
Gustatory 38 120 84.02 14.37 0.13 —0.16 0.96
Tactile 29 120 82.96 15.43 —0.25 0.30 0.88
Kinesthetic 24 120 80.24 15.01 —0.40 1.83 0.91
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TABLE 2 Correlational analysis for the variables.

10.3389/fpsyg.2022.995988

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15
AA 1
1Q 0.18%* 1
EQ 0.12* 0.06 1
Intra —0.07 0.08 0.92%* 1
Inter —0.00 0.06 0.74%* 0.58%* 1
Stress —0.05 0.02 0.76** 0.62** 0.43** 1
Adapt —0.03 0.08 0.86** 0.78** 0.49** 0.62** 1
Mood 0.12*  —0.04 0.87** 0.77** 0.67** 0.56** 0.66** 1
ESQ 0.06 0.08 0.31%* 0.34** 0.23** 0.13* 0.32%* 0.23** 1
Visual 0.08 0.00 0.26** 0.25%* 0.27** 0.15* 0.24** 0.15* 0.69** 1
Olfactory 0.03 0.06 0.31%* 0.35%* 0.24** 0.13 0.32%* 0.21%* 0.88** 0.65** 1
Auditory 0.14* 0.04 0.26** 0.30%* 0.14* 0.11 0.31%* 0.18%* 0.88** 0.51%* 0.79** 1
Gustatory 0.06 0.11 0.23%* 0.25%* 0.16* 0.09 0.26** 0.15* 0.91%* 0.51%* 0.74** 0.81%* 1
Tactile 0.02 0.10 0.23%* 0.26** 0.17* 0.06 0.22%* 0.20%* 0.88** 0.51%* 0.69** 0.70%* 0.79%* 0.1
Kinesthetic 0.01 0.06 0.30** 0.31** 0.22** 0.16* 0.28** 0.26%* 0.84** 0.49** 0.63** 0.64** 0.75%* 0.76** 1

**Correlation is significant at the 0.01 level (2-tailed). *Correlation is significant at the 0.05 level (2-tailed). AA, Academic Achievement; Intra, Intrapersonal; Inter, Interpersonal; Stress,

Stress Management; Adapt, Adaptability; Mood, General Mood.

TABLE 3 Goodness of fit indices for the models.

Model x 2/df df CFI TLI IFI GFI RMSEA SRMR
Figure 2 1.82 56 0.97 0.96 0.97 0.93 0.06 0.05
Figure 3 2.53 1 0.96 0.95 95 0.92 0.05 0.03
Figure 4 1.24 1 0.96 0.96 0.95 0.90 0.05 0.03

FIGURE 2

The schematic representation of the relationships between the three types of intelligence (i.e., IQ, EQ, and ESQ) and Academic Achievement

(AA). *p < 0.05, *p < 0.01, **p < 0.001.
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FIGURE 3

Intra
-04
Inter
14
-.01
Stress — AA
10
Adapt 25"
Mood

The schematic representation of the relationships between Academic Achievement (AA) and the subconstructs of EQ (Intra, Intrapersonal; Inter,
Interpersonal; Stress, Stress Management; Adapt, Adaptability; Mood, General Mood; *p < 0.05).

Discussion

The main aim of this study was to investigate the association
between the three types of intelligence (i.e., IQ, EQ, and ESQ)
and university students’ AA. Additionally, this study tried to
determine which type of intelligence has stronger power to
predict AA, whether it is IQ, as a representation of cognitive
ability, EQ, as a representation of social-emotional competence,
or ESQ, as an interplay between EQ and SQ.

In response to the first research question, we aimed to
look into the relationship between IQ and AA. Participants
answers to the first questionnaire revealed that IQ has a
strong and positive relationship with AA. The findings also
revealed that IQ could strongly predict academic success
and achievement. Therefore, individuals with higher levels
of IQ were more academically successful, and their level
of academic success could be predicted based on their IQ
level. Previous attempts found moderate (Gottfredson, 2005)
to strong (Jensen, 1998; Lohman, 2005; Guez et al., 2018;
He et al, 2021) correlations between the two variables,
but the findings of the present study confirmed only a
weak yet significant correlation. The low correlation suggests
that over the past decades, IQ seems to have lost its
strong association with AA due to environmental factors,
social status, influences of gender, and even the COVID-
19 pandemic. Yet, more research needs to be done to
confirm this claim.
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the and AA,

participants’ responses to the Bar-On test of EQ revealed

Regarding relationship between EQ
that students’ overall level of EQ and its general mood sub-
component were strongly and positively correlated with AA
and had a significant predictive validity. That is, students
tend to perform better in university settings when they can
functionally understand and regulate their emotions. The
finding could confirm previous attempts about the association
between the overall EQ score and AA (Partido and Stafford,
2018; Denny et al,, 2019; Suleman et al., 2019; MacCann et al.,
2020; Pozo-Rico and Sandoval, 2020; Rajendran et al., 2020;
Sanchez-Alvarez et al., 2020); however, regarding the sub-
components, while other studies found positive associations
between intrapersonal, adaptability, stress management, and
general mood sub-components and English language students’
AA (Parker et al, 2004; Fahim and Pishghadam, 2007), the
findings of this study could only confirm the association
between general mood and AA. It can imply that students are
more academically successful only if they are in a good mood
which might be generated in classroom settings. A possible
reason for the dissimilarity of the findings could be the different
sample populations and the nature of the students’ majors.
Except for its auditory subconstruct, no significant
correlation was found between ESQ and AA. In fact, ESQ
seems to be a young theory in need of more theoretical and
empirical research and training to clarify its association with

AA or other educational domains. The representation of the
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FIGURE 4

10.3389/fpsyg.2022.995988

The schematic representation of the relationships between Academic Achievement (AA) and the subconstructs of ESQ, namely visual, olfactory,

auditory, gustatory, tactile, and kinesthetic (*p < 0.05).

relationships of ESQ and its sub-components with AA revealed
that the auditory sub-component was positively and strongly
related to and could predict AA. That is, university students
who were high academic achievers were more auditory-based.
Inevitably, the sense of hearing seems to be more active in these
students since the educational system in Iran focuses more on
auditory teaching styles and lectures, and thus, most of what
they need to learn comes from auditory sources. As a result, the
more active their auditory sense, the better they can learn and
perform in academic settings. This finding was partially in line
with that of Pishghadam et al. (2020), who found associations
between visual and kinesthetic sub-components and English
language students’ GPA. A possible reason for the inconsistency
in their finding could be the major of the participants. While the
participants of Pishghadam et al’s (2020) study were English
language university students, the participants of this study had
miscellaneous majors.

Considering the second research question, it was found that
the students’ level of IQ is more strongly associated and can
best predict their academic achievement compared with other
intended intelligence types in this study. It can be concluded
that in traditional educational systems like that of Iran, the main
focus is still on the stereotypical understanding of intelligence
which is the representation of cognitive ability or IQ. This trend
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represents itself in teaching and testing practices which mutually
assume that students with higher IQ levels stand better chances
of success. More importantly, it is implied that other types of
intelligence, such as EQ, are still new in the context of Iran and
need to be more focused upon by the educational system so
that this ability also gets developed and contributes to academic
success even more. Finally, the lack of association between ESQ
and AA in this study reveals that senses and their induced
emotions are not well-recognized in the context of Iran, and
the educational system has not yet invested in developing this
capability of individuals.

Implications

The results of this study can be practical for different groups
of individuals. First, teachers are expected to be more familiar
with the concepts of IQ and EQ. Moreover, curricula should
seek to educate learners about the value of IQ, EQ, and ESQ.
Material developers are required to include practices with at
least a peripheral focus on EQ and ESQ, which can enable
learners to discover other aspects of their intelligence. It also
seems necessary to pay attention to senses other than auditory by
including other sub-component of ESQ in our academic context
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to promote them in learners and suit a wider range of
learning styles. Finally, test developers can also benefit
from the findings of this study such that in testing
individuals’ academic success, they can also tap into
aspects of intelligence such as EQ and ESQ. In this way,
students are indirectly informed that success in tests is not

limited to IQ only.

Limitations and suggestions for future
research

This study can be improved if the following issues
are taken into account. One limitation is that this study
focused on fluid intelligence only. Future research can
apply more comprehensive models of IQ, such as Cattell-
Horn-Carroll (CHC), given that intelligence is a relative
concept with multiple aspects and cannot be covered by
a single theory. Moreover, this study did not take age,
gender, and major into account, thereby, generalizing the
findings of this study across different ages, genders, or majors
is subject to certain limitations. Further studies regarding
the role of SQ would be useful as well. Finally, similar
studies to this one can be conducted in other settings to
compare the results and determine the extent to which
the associations between IQ, EQ, ESQ, and AA differ in
different settings.
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Appendix
Appendix 1 | Sample items from the emo-sensory intelligence scale.
I know the sounds that make me feel sad (Auditory, Recognition).

Expressing my feelings toward images that are surprising is hard for me (Visual, labeling).
I can control and monitor the sorts of smells that have disgusted me in the past (Olfactory, Monitoring).

L.

Refraining from touching things that frighten me is hard for me (Tactile, Management).

LA A, Associate of Arts; BA, Bachelor of Arts; MA, Master of Arts; Ph.D., Doctor of Philosophy.
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Faced with tremendous employment pressure, how to enhance effective
career exploration and career adaptability is crucial for college students’
career. This study uses self-assessed data from 840 undergraduate students
at three time points to reveal the formation mechanism of career adaptability
from a dual perspective of teacher support and students’ effective part-
time behavior. In particular, the mediating role of career exploration is
introduced based on self-regulation theory, and the moderating role of
teacher support and students’ effective part-time work is introduced based
on social cognitive career theory. The results show that (1) Future work
self-salience positively influences career adaptability; (2) future work self-
salience indirectly influences career adaptability through career exploration;
(3) both teacher support and students’ effective part-time behavior positively
moderate the indirect relationship between future work self-salience and
career adaptability through career exploration. This study attempts to provide
practical guidance for college graduates to engage in career exploration and
career construction.

future work self-salience, teacher support, career exploration, effective part-time
behavior, career adaptability

Introduction

In China, the expansion of college enrollment has brought about a sharp rise in
the number of college graduates in the past 30 years, leading to more and more fierce
competition for college students’ employment (Barr and Turner, 2013; Jackson, 2021),
and the problem of “employment difficulties” of college students has been increasingly
exposed and focused by the public and researchers (Ye et al., 2016; Chen et al,, 2022).
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University graduation is a critical stage for college students to
change their career roles and starting watershed in their career
development (Wu et al., 2016); Although taking postgraduate
exam and studying abroad are welcomed by fresh graduates,
the challenge of constructing a career through job hunting
and interviewing at graduation is still the most direct choice
for most people (Donald et al.,, 2018). However, in the dual
context of the COVID-19 and graduation season, the tense
economy status and fierce competition for jobs caused by the
shutdown of enterprises due to the impact of the epidemic;
simultaneously, the job characteristics of college students with
little work experience, low job proficiency, and long training
cycles are two major causes of uncertain career development
(Schwartz, 2016; Song and Zhou, 2020).

Career exploration is a prerequisite for career planning
and a key part of career development for college students
(Super, 1957). After career exploration, individuals plan their
future careers based on the information obtained from career
exploration (Super, 1980) and try to adapt their careers (Koen
et al, 2012), influencing their future career development
(Bartley and Robitschek, 2000; Ling et al., 2022). Self-regulation
theory holds that the clearer an individual’s self-knowledge
is, the easier it is for the self-regulation system to drive an
individual to make efforts for his or her own goals and then
engage in a series of actions (Bandura, 1991; Karoly, 1993).
College students’ hopes and aspirations for future jobs will
drive them to engage in job-hunting behaviors (Kanfer et al,
2001). College students with future work self-salience will
be willing to act for career development and conduct career
exploration (Zhang et al,, 2014; Taber and Blankemeyer, 2015).
College students who have a clear future job will conduct career
exploration to build their career and show more adaptability to
career uncertainty (Guan et al., 2014; Taber and Blankemeyer,
2015).

Second, career adaptability is a psychological construct
that individuals use to cope with current and future career
tasks, which varies with environment interaction (Savickas and
Porfeli, 2012). Social cognitive career theory suggests that the
environment, individual differences, and behaviors interact will
influence an individual’s career development (Lent et al., 2000).
Environmental factors that college students perceive as teacher
helping them with their career exploration, along with their
own effective part-time behaviors, may interact with college
students’ future work clarity, career exploration, and collectively
influence their career and adaptability (Martin and Sinclair,
2007; Jaworski et al., 2018; Pan et al., 2018). Due to the
policy impact of college enrollment expansion (Goldrick-Rab,
2010) and the economic downturn caused by the COVID-19
epidemic, there are challenges for college students to develop
and construct their careers (Mok et al, 2021). In addition,
whether the two boundary conditions of teacher support and
effective part-time behavior of college students positively affect
the career exploration and future career adaptability of college
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students with future job clarity, which has a guiding role in the
construction of college students” future careers, and enhancing
the employment rate and adaptability of college students, as
well as the expansion value of career education in colleges and
universities.

Thus, based on self-regulation theory to explore the
mediating role of career exploration in future work self- salience
and career adaptability, and on social cognitive career theory to
explore the moderating effect of teacher support and effective
part-time behavior in this indirect role, we can better explain
the influence mechanism of career adaptability, and have more
theoretical and practical significance. In view of this, this study
addresses the shortcomings of previous studies and tries to solve
the problem of “employment difficulties” for college students
in mainland China, as well as to contribute to helping college
students to have clearer career development under the economic
downturn caused by the normalization of the epidemic, and to
provide theoretical and practical suggestions for colleges and
enterprises to carry out career guidance work. The research
model is shown in Figure 1.

Theory and hypothesis

The relationship between future work
self-salience and career adaptability

Career adaptability is a social psychological construction
(Savickas and Porfeli, 2012) that is a core competency for
individuals to achieve long-term career success (Hirschi, 2009)
and exerts a positive predictive effect on future employment
status (Koen et al., 2010; Guan et al., 2014), employment quality
(Guan et al,, 2013), career development (Ebberwein et al., 2004),
and job promotion (Tolentino et al,, 2013).Therefore, clarifying
the formation mechanism of career adaptability of university
students is beneficial for their future career development.

Strauss et al. (2012) first introduced the concept of future
work self-salience, that is, the degree to which individuals can
easily imagine their future job self-salience. Most subsequent
studies have found that clarity and ease of imagining future
work can help individuals better set career goals and clarify
the behavioral paths they need to take (Taber and Blankemeyer,
2015; Arif et al., 2017). According to self-regulation theory: the

Effective Part-time
Behavior

Perceived Teacher
Support

Future Work Self: A Career Exploration / Career Adaptabili
salience

FIGURE 1
Preliminary model diagram of the study.
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clearer an individual is about himself, the easier it is for his self-
regulation system to drive him toward a goal and thus show
more practical actions (Karoly, 1993).College students with clear
future work self-salience are more likely to motivate themselves
to set goals for their future career development, exploring
and making attempts to their career goals and showing higher
career adaptability (Strobel et al., 2013). Second, college students
with future work self-salience will actively seek feedback and
proactively adjust their behaviors for career development to
accommodate work and job search behaviors (Zhang et al,
2014). Furthermore, college students who are clear about their
future job will be less bound by their environment, clarify
their career goals, identify opportunities, and adopt a range of
behaviors to accommodate their career development (Bateman
and Crant, 1993). Finally, college students who are clear about
their future jobs will actively engage in a variety of career
planning, obtain career support, work to overcome obstacles,
and demonstrate higher levels of career resilience (Seibert
et al., 1999; Guan et al,, 2014; Joanne Chan and Chan, 2021).
Therefore, hypothesis 1 is proposed:
work

Hypothesis 2: Future

influences career adaptability.

self-salience positively

The mediating role of career
exploration

In career, career exploration not only helps students move
from school to the workplace, but also contributes to future
job transitions (Flum and Blustein, 2000). Career exploration
is the act of individuals gathering and analyzing information
about their characteristics and job aspects (Stumpf et al,, 1983).
The act of career exploration positively affects short- and long-
term career outcomes, such as better career decisions (Feldman
and Bolino, 1996), more interview chances (Cheung and Jin,
2016), higher pay, and higher job satisfaction and happiness
(Maggiori etal., 2013). During the course of career development,
individuals will use career exploration to gain information
and make decision planning for their future career, which
influences their future career development (Werbel, 2000). An
individual who is clear about their future job will actively
gather information, engage in career exploration activities, and
make more proactive career adaptive behaviors (Kaminsky and
Behrend, 2015).

Career exploration is a self-regulatory process (Kanfer et al.,
2001). Self-regulation theory suggests that individuals will self-
regulate by dividing themselves into: self-observation, self-
judgment, and self-response (Bandura, 1991). Future work self-
salience represents an individual’s observation and judgment
of future jobs (Strobel et al.,, 2013). Based on the information
observed and judged, with clear career goals, the behavioral
response of career exploration will be carried out (Coté et al.,
2006). In addition, future work self-salience is a willingness of
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the individual and serves as an important prerequisite for goal
generation (Parker et al,, 2010). College students who are clear
about the goals they hope to achieve will drive how they look
for jobs, how they adapt to the future, and how they deal with
the various issues that arise in their careers. Therefore, college
students with future work self-salience can fully appreciate their
expectations and ambitions for their future jobs, thus forming
a clear job search goal and engaging in job search behavior by
conducting career exploration for this goal (Zhao et al., 2022).
At the same time, after completing career exploration with clear
goals, college students will be more adaptable to tasks, problems,
and changes in their future jobs to cope with career changes and
career development to accomplish their career goals. Therefore,
hypothesis 2 is put forward:
Hypothesis 2: Future work
influences career adaptability through career exploration.

self-salience indirectly

The moderating role of perceived
teacher support

Social cognitive career theory holds that individuals do
not live in a vacuum and that the choices they make are
influenced by factors in themselves and their surroundings (Lent
etal, 2000, 2002). In particular, when individuals feel positively
supported by their environment, they will act positively to
achieve their goals (Lent et al., 2001). School and teachers play
the most important influence on career development when
college students transition from a student status in school to a
professional status (Bronfenbrenner and Evans, 2000).Teacher
support contributes to students’ confidence, attitudes, and
behaviors (van der Ross et al., 2022). Perceived teacher support
refers to students’ perceived support from teachers for their
learning, attitudes, and abilities (Babad, 1990). Teacher support
serves as an external stimulus for college students as they
engage in career exploration, providing adequate support and
encouragement and reducing deviant behavior (Wang and
Eccles, 2012).

College students with future work self-salience are clear
about their job hunting goals and know when they are going
to look for a job of any type. Individuals who set goals for
their future jobs will be motivated to make efforts to achieve
their goals and engage in career exploration; At this time,
if teachers give college students competence affirmation and
career guidance support, college students will be motivated to
engage in specific exploration behaviors in order to achieve
their goals (Bandura, 1991). Next, according to social cognitive
career theory-individual career development is influenced by
both individual psychology and social environment (Lent et al.,
2000). Based on environmental support from teachers, and their
own unwavering job hunting goals and clear future jobs, college
students will actively submit resumes, participate in interviews
with an optimistic attitude, and engage in positive and effective
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career exploration behaviors (Lee et al., 2016). Moreover, good
support from teachers at school can effectively facilitate the
satisfaction of individual psychological needs, create a healthy
psychological state, and alleviate the anxiety of uncertainty
(Forster et al,, 2020), promoting college students to change from
the psychological level of clear future work to the behavioral
level of career exploration with positive teacher support.
Finally, in order to further expand the boundary conditions of
the influence effect of future job self-salience among college
students, efforts are made to explore the mechanism of the
influence of the contextual variable of teacher support on the
role of future work self-salience and career exploration, and
Hypothesis 3 is proposed:

Hypothesis 3: Teacher support positively moderates the
positive relationship between future work self-salience
and career exploration, and the stronger the perceived
teacher support is, the stronger the positive relationship
between future work self-clarity and career exploration is.
Conversely, the relationship is weaker.

The moderating role of effective
part-time job behavior

Individual differences, environmental factors, and one’s
own behavior affect individual career development through
interactions that positively influence career interests, career
values, perceptions of career success, and career resilience
according to social cognitive career theory (Lent and Brown,
1996). Part-time behavior among college students is an effective
approach to know about jobs, clarify future work, and improve
work adaptability before formally entering society (Helyer and
Lee, 2014; Brooks and Youngson, 2016). Effective part-time
behavior among college students is a value-conditioned resource
related to future job development and career success (Jacoby,
2006). Such effective part-time work behavior facilitates the
transition from career exploration to future job adaptability
under the premise of clear career goals, promotes career
identity, and enhances job search exploration, thus acquiring job
adaptability (YVizhong and Hailing, 2016).

Career exploration, as one of the most critical aspects of
career development, can effectively enhance college students’
1957).Through career
exploration, college students satisfy their self-efficacy for

future work adaptability (Super,

work (Werbel, 2000) and are more likely to show positive
psychological capital, identify with their future job, and
demonstrate high levels of resilience (Porfeli and Savickas,
2012). Still, according to the social cognitive career theory,
self-differentiated behaviors affect career development, and
effective part-time behaviors help optimize the positive job
resilience generated by career exploration. College students can
enhance their professionalism and teamwork through part-time
behavior, and the qualities generated by such part-time can
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help facilitate career exploration for future job adaptation.
Meanwhile, in order to explore the boundary role of effective
part-time behavior on career exploration and career adaptability
and to compensate for the differential contextual effects of their
own part-time behavior in the process of college students’ career
development, Hypothesis 4 is proposed:

Hpypothesis 4: College students’ effective part-time job
behavior positively moderates the positive relationship
between career exploration and career adaptation. The
stronger the degree of effective part-time job behavior
is, the stronger the positive relationship between career
exploration and career adaptation is. Conversely, the

relationship is weaker.

Mediation model with moderation

Integrating Hypothesis 2, Hypothesis 3 and Hypothesis
4, this study proposes a mediated model with moderation.
When college students perceive the support given by teachers:
individuals who have future work self-salience will fully
experience their hopes and imagination of their future work, and
thus set clear and explicit goals for career exploration according
to their actual situation; At the same time, when college students
have also engaged in part-time behavior related to their future
work, and such part-time work is effective and developmental,
college students will transfer the professional qualities and
resources acquired in part-time to the jobs they have explored
and show more adaptive behaviors. On the contrary, if college
students do not receive career guidance and support from
teachers during career exploration and career construction, and
do not participate in part-time behavior that are beneficial to
future job development, even if they have clear knowledge of
future jobs, it is difficult to implement career exploration and
adapt to future jobs, which affects career development. In view
of this, hypothesis 5 is proposed:

Hypothesis 5: Teacher support and college students’
effective part-time behavior positively moderate the
indirect effect of future work self-salience on career
adaptability through career exploration. The stronger the
degree of teacher support and effective part-time behavior
is, the stronger the indirect effect is. On the contrary, this

indirect effect is weaker.

Research methods

Research subjects and collection
procedures

This study selects college students who are in the career
selection period as the research object. According to the
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classification of career stages, it is generally accepted that young
people around the age of 20 are in the exploratory stage, during
which young people gradually develop career-related cognition
(Super, 1953). In addition, the school-to-workplace transition
process affects individuals’ future career development and career
outcomes, and such age group is a critical period for developing
clear career directions and setting career goals (Dietrich et al,,
2012).

The specific study sample was selected from college students
in Shanghai, Chongging, Guangdong Province, and Jiangsu
Province, which could meet the requirement of sample diversity
because the student was from all over the country. To reduce
the effect of common method bias (CMB), this study used a
multi-stage completion approach for questionnaire collection as
suggested by Podsakoff et al. (2003). Data were collected at the
first time point for future work self-salience, perceived teacher
support, and control variables with data collected at the second
time point about career exploration and effective part-time
behavior and at the third time point about career adaptability.
Each time interval was one month with entire survey lasting
three months (February to May 2022). Furthermore, the survey
was adopted anonymously in order to avoid concerns of the
respondents about the questionnaire items. The respondents
were also informed before the official survey that their personal
information and the content of the survey would be kept
confidential and used only for this academic study.

At the first time point, a total of 920 questionnaires were
distributed and 900 were collected with loss rate of 2.2%. At the
second time point, a total of 900 questionnaires were sent out
and 885 were recovered with loss rate of 1.7%. At the third time
point, 885 questionnaires were issued and 855 were received
with loss rate of 3.9%. At the end of the whole survey, a total
of 840 valid questionnaires were obtained by taking student
ID as the basis for three times matching and excluding the
missed and wrongly filled questionnaires. The effective rate of
this questionnaire was 91.3%. According to the survey results,
descriptive statistical analysis was conducted and the following
results were as follows: for the overall sample, there were
375 male students and 465 female students; 44 freshmen, 213
sophomores, 151 juniors and 432 seniors; The average age was
19.43 years old.

Measuring tools

This study draws on established scales to ensure the
reliability and validity of the questionnaire. Before investigation
and research, the English scales were accurately translated
into Chinese according to the standard translation and back-
translation procedure (Brislin, 1986) and was repeatedly
checked with the questionnaire distribution team. A 5-point
Likert scale (1 to 5 in the questionnaire indicates “strongly
disagree” to “strongly agree”) was used throughout the study.
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Future work self-salience: Future work self-salience
scale developed by Strauss et al. (2012) was adopted. The
questionnaire has a total of 5 questions. Examples of questions
are: “I can easily imagine my future job” and “I am clear about
who and what I want to be in my future job.” The scale has an
alpha coefficient of 0.912 in this study.

Teacher support: A questionnaire was applied to measure
college students’ perception of teacher support behavior, with
19 items in total according to the scale compiled by Ou (2005).
Examples of questions are “My teacher is always gentle with me”
and “My teacher often encourages me in my study and life.” This
scale was used in the study and the Conbrach’s alpha coefficient
is 0.939.

Career exploration: The Career Exploration Scale developed
by Stumpf et al. (1983) was employed to measure students’
career exploration activities with a total of 17 items in this
questionnaire. Examples of questions are: “I know a lot of
information about the career field I have focused on” and “T will
try different career activities.” The scale has a Conbrach’s alpha
coefficient of 0.913 in this study.

Effective part-time behavior: There are 4 questions with
reference to Minggian and Sanman (2021) part-time behavior
scale. Examples of questions are “Part-time jobs are a boon to
employment” and “In general, the part-time job I choose is more
related to my major.” This scale has an alpha coefficient of 0.901
in this study.

Career Adaptability: The Career Adaptability Scale, as
revised by Hou et al. (2012), was used to measure students’
adaptability to their future careers. The questionnaire has 24
questions, covering four dimensions of career concern, control,
curiosity, and self-confidence, and Examples of questions are: “I
can think about what my future will be like” and “I will make my
own decisions.” The scale has a Conbrach’s alpha coefficient of
0.948 in this study.

Control variables: Based on previous studies, gender,
age, and education have been found to influence individual
career adaptability (Guan et al, 2013; Cai et al, 2015). In
addition, students’ place of origin also has an impact on career
development and job resilience (Garriott, 2020; Kim and Smith,
2021).To more accurately validate the model, gender, age, grade,
and birthplace were measured as control variables in this study.

Data analysis methods

This study used SPSS 21.0 for Harman’s one-way test,

descriptive statistics, correlation analysis, and multiple
regression analysis, and Amos 21.0 for confirmatory factor
analysis. In testing for mediating effects, this study used the
three-step method of Baron and Kenny (1986) and combined
it with the Bootstrap technique (using the PROCESS program)
(Hayes, 2017) to estimate confidence intervals for mediating

effects. In testing for mediators with moderation, this study
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relied on Edwards and Lamberts (2007) study and integrated
with the bootstrap technique (Bootstrap) to test for the
significance of the values and differences of indirect effects
under high and low moderating variables.

Research results

Common method deviation test

In the research investigation, the multi-stage fill-in approach
suggested by Podsakoff et al. (2003) is followed to control
for possible common method bias in the study at the
methodological level (Podsakoff et al., 2003). At the data level,
Harman’s one-way test was performed on the data collected and
the percentage of explained variance by the first factor was found

to be 27.79%, a rate that is less than the 40% criterion (Podsakoff

et al,, 2003). Also, as can be seen in Table 1, the fitting results
of the confirmatory factor analysis of the one-factor model
were also poor (x2 = 18760.698, df = 2225, RMSEA = 0.094,
SRMR = 0.144, CFI = 0.705, TLI = 0.689), indicating that there
was no serious common method bias among the variables.

Confirmatory factor analysis

In this study, the following fitting indicators were selected
to judge the model fit, including the chi-square difference
must reach a significant level, the root mean squared error

TABLE 1 Results of confirmatory factor analysis (N = 840).

10.3389/fpsyg.2022.1011447

of approximation (RMSEA) must be less than 0.08, and the
comparative fitness index (CFI) and Tucker-Lewis index (TLI)
must be greater than 0.9. A series of competing models were
compared in this study, and the results of the analysis are shown
in Table 1. It can be seen from Table 1 that the model fit of the
five-factor model (x2 = 7322.779, df = 2215, RMSEA = 0.050,
SRMR = 0.047, CFI = 0.909, TLI = 0.904) was better than
the other competing models in this study. Furthermore, all
the fitness indicators of the five-factor model passed the test.
Accordingly, all the variables in this study were distinguishable.

Correlation analysis

The results of the correlation analysis between control
variables and variables are shown in Table 2. From Table 2, it can
be known that there is a significant positive correlation between
all variables, providing a preliminary basis for hypothesis testing
of the model. There is a significant positive relationship between
future work self-salience and career adaptability (r = 0.364,
p < 0.001), which can initially prove the validity of hypothesis 1.

Hypothesis testing results
1. Test results of main effect
As shown by Model 3 in Table 3, future work self-

salience presents a significant positive relationship with career
adaptability (B = 0.35, p < 0.001). Hypothesis 1 is supported.

Model X 2 df Ay 2 RMSEA SRMR CFI TLI
Five-factor model (hypothesis) 7322.779 2215 0.050 0.047 0.909 0.904
Four-factor model (A + B) 9187.303 2219 1864.524*** 0.061 0.062 0.876 0.869
Four-factor model (C + D) 9823.666 2219 2500.887*%* 0.064 0.094 0.865 0.857
Three-factor model (A + B + C) 13889.446 2222 6566.667*** 0.079 0.174 0.792 0.781
Three-factor model (B + C + D) 13070.504 2222 5747.725%** 0.076 0.189 0.807 0.796
Two-factor model (A + B+ C + D) 14857.165 2224 7534.386%** 0.082 0.187 0.775 0.763
One-factor model (A +B+C+ D +E) 18760.698 2225 11437.919*** 0.094 0.144 0.705 0.689
A: Future work self-salience; B: Perceived teacher support; C: Career exploration; D: Effective part-time behavior; E: Career adaptability; + indicating integration.

***p < 0.001, **p < 0.01, *p < 0.05.

TABLE 2 Mean values, standard deviations and correlation coefficients of variables (N = 840).

Variables Mean values Standard deviations 1 2 3 4 5 6 7 8

1 Gender 0.550 0.497

2 Age 19.433 1.342 0.012

3 Grade 15.156 0.977 -0.070*  -0.812%**

4 Place of origin 0.924 0.266 —0.177%%*  0.173%** -0.198***

5 Future work self-salience 3.545 0.662 -0.207*** 0.023 0.010 0.063

6 Perceived teacher support 3.706 0.569 -0.194** -0.020 0.020 0.113**  0.495***

7 Career exploration 3.654 0.531 -0.204*** 0.061 -0.051 0.103**  0.356%**  0.361%**

8 Effective part-time behavior 4.079 0.658 —-0.164** -0.027 0.011 0.1307**  0.375%%*  0.703***  0.281***

9 Career adaptability 4.133 0.513 -0.153*** 0.049 -0.035 0.103**  0.364***  0.356***  0.778***  0.259***

p < 0.001, **p < 0.01,* p < 0.05.
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1. Test results of mediating effect

According to Model 4 in Table 3, there is a significant
positive relationship between future work self-salience and
career adaptability (8 = 0.10, P < 0.001), and a significant
positive relationship between career exploration and career
adaptability (8 = 0.74, P < 0.001), verifying the indirect effect of
future work self-salience on career adaptability through career
exploration. To clarify this indirect effect again, this study uses
the Bootstrap method test (Hayes, 2017).The Bootstrap method
test for the mediating effect is shown in Table 4, where both
the direct and indirect effects of future work self-salience and
career adaptability do not include zero at the 95% confidence
interval. Thus, it can be confirmed that career exploration
plays a partially mediating role in the relationship between
future work self-salience and career adaptability. Hypothesis 2
is supported.

1. Test results of moderating effects

Confirming the moderating effect of perceived teacher
support. As displayed by Model 3 in Table 3, the interaction
item between future work self-salience and perceived teacher

TABLE 3 Hypothesis testing model.

10.3389/fpsyg.2022.1011447

support presents a prominent positive relationship with career
exploration (B = 0.10, p < 0.01). Simultaneously, Bootstrap
method test of moderating effect is shown in Table 5. At
95% confidence interval, with low level of teacher support, the
indirect effect of future work self-salience on career exploration
is low (with effect value of 0.09), while with high level of
teacher support, the indirect effect of future work self-salience
on career exploration is high (with effect value of 0.23). This
research is determined by using Aiken et al. (1991) to regulate
the high and low levels of the moderating variables in an
attempt to clarify such moderating effect. As seen in Figure 2,
the positive relationship between future work self-salience and
career exploration is stronger when the degree of teacher
support is higher. Hypothesis 3 is supported.

Confirming the moderating effect of effective part-time
behavior. As shown in Model 5 of Table 3, the interaction item
between career exploration and effective part-time behavior
takes on a remarkable positive relationship with career
adaptability ( = 0.08, p < 0.001). Meanwhile, the Bootstrap
method test for the moderating effect is presented in Table 6,
the indirect effect of career exploration on career adaptability is
weaker at low levels of effective part-time behavior (with effect
value of 0.66) and stronger at high levels of effective part-time

Variables Career exploration Career adaptability

Model 1 Model 2 Model 3 Model 4 Model 5 Model 6
Control variable
Gender —0.13*** -0.11** -0.07* 0.03 0.02 0.03
Age 0.01 0.02 0.02 0.01 0.03 0.02
Grade -0.05 -0.04 -0.02 0.02 0.03 0.02
Place of origin 0.05 0.03 0.06 0.03 0.03 0.03
Independent variable
Future work self-salience 0.337% 0.20%%* 0.35%00¢ 0.10%%% 0.07*
Mediating variable
Career exploration 0.744%% 0.76%** 0.07%%
Moderating variable
Perceived teacher support 0.220%% 0.07%
Effective part-time behavior 0.04 0.02
Interaction items
Future work self-salience *Perceived teacher support 0.10%% 0.02%
Career exploration*Effective part-time behavior 0.08%** 0.06*
R? 0.15 0.20 0.14 0.61 0.61 0.62
F 29.60*** 29.66%** 28.17%%* 222.910%* 189.39** 136.27%**
*p < 0.001, **p < 0.01,* p < 0.05.
TABLE 4 Bootstrap test for mediating effects.
Mediating effect Effect value Standard error 95% of confidence interval

Lower confidence limit Upper confidence limit

Indirect effect 0.19 0.02 0.04 0.11
Direct effect 0.08 0.02 0.15 0.23

Bootstrap sample size N = 5000.
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TABLE 5 Bootstrap test of the moderating effect with perceived teacher support.

Moderating effect Effect value Standard error 95% of confidence interval
Lower confidence limit Upper confidence limit
Low (~1SD) 0.09 0.04 0.01 0.17
Medium 0.16 0.03 0.10 022
High (+ 1SD) 023 0.03 0.16 029
Bootstrap sample size N = 5000.
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The moderating role of perceived teacher support between future work self-salience and career exploration.

TABLE 6 Bootstrap test of the moderating effect of effective part-time behavior.

Moderating effect Effect value Standard error 95% of confidence interval
Lower confidence limit Upper confidence limit
Low (~1SD) 0.66 0.03 0.60 0.72
Me-dium 0.73 0.02 0.69 0.78
High (+ 1SD) 0.81 0.03 0.76 0.87

Bootstrap sample size N = 5000.

behavior (with effect value of 0.81). This research is determined
by using Aiken et al. (1991) to regulate the high and low levels
of the moderating variables to clarify such moderating effect.
As seen in Figure 3, the positive relationship between career
exploration and career adaptability is stronger at higher levels
of effective part-time behavior. Hypothesis 4 is supported.

1. Test results of mediating effects with moderation

This study employs the effect values of indirect effects of
Bootstrap’s method test at high and low levels of moderating
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variables (Edwards and Lambert, 2007) in a bid to verify whether
perceived teacher support and effective part-time behavior
moderated the indirect effect of future work self-salience on
career adaptability through career exploration. As understood in
Table 7, under the condition of high degree of teacher support
and high level of effective part-time job behavior, the indirect
effect of future work self-salience on career adaptability through
career exploration is 0.18, whose value is [0.13,0.23] at 95%
confidence interval. With low levels of teacher support and
effective part-time behavior, the indirect effect of future work
self-salience through career exploration on career adaptability
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The moderating role of effective part-time behavior between career exploration and career adaptability.

TABLE 7 Bootstrap test for mediating effects with moderation.

Independent Moderating variable Moderating Indirect  Standard 95% of confidence interval
variable (perceived teacher variable(effective effect error

support) part-time behavior)

Lower confidence Upper confidence
limit limit
Perceived low(-SD) low(-SD) 0.06 0.03 0.01 0.11
teacher support
low(-SD) high(+ SD) 0.07 0.03 0.01 0.18
high(+ SD) low(-SD) 0.15 0.02 0.11 020
high(+ SD) high(+ SD) 0.18 0.03 0.13 0.23

Bootstrap sample size N = 5000.

is 0.06, with value of [0.01,0.11] at 95% confidence interval. At
the same time, given the inconsistency between high and low
levels of teacher support and effective part-time behavior, the
indirect effects of future work self-salience on career adaptability
through career exploration are 0.07 and 0.15, respectively, which
also remained significant at the 95% confidence interval. In
conclusion, the higher the degree of perceived teacher support
and effective part-time job behavior, the stronger the indirect
effect of future work self-salience on career adaptability through
career exploration. Hypothesis 5 is supported.

Conclusion

Career adaptability is significant for college graduates to
conduct career construction (Rudolph et al, 2017). Starting
from self-regulation theory and social cognitive career theory,
this study delves into the mechanism inherent in future work
self-salience through career exploration on career adaptability
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and discusses the moderating role of teacher support, effective
part-time behavior in this mechanism. It attempts to propose
theoretical and practical guidance for college students on this
issue of career construction.

Discussion

Theoretical contributions

First, this study systematically identifies the causes of career
adaptability. A moderated mediation model is proposed in
terms of individual psychology, environmental support and
individual’s own behavior. The theoretical basis of career
adaptability is extended by exploring how college students can
acquire career adaptability.

Second, this study proposes a positive relationship between
future work self-salience and career adaptability, enriching the
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exploration of career adaptability in terms of psychological
factors. Meanwhile, it is consistent with the predictions of
Career Construction Theory (CCT) and The Model of Proactive
Motivation (Guan et al., 2014).

Third, the mediating role of career exploration. College
students’ future work self-salience (psychological level) through
career exploration (behavioral level) affects future work
adaptability. The bridging role of career exploration is
systematically shown; At the same time, this finding not
only supports the self-regulation theory, but also makes some
supplementary studies on career adaptability.

Fourth, two moderating variables like individual perceived
teacher support and effective part-time behavior are introduced.
The indirect effect of future work self-salience on career
adaptability through career exploration is stronger when college
students feel more supported by teachers or engage in more
effective part-time jobs. This finding exactly supports social
cognitive career theory (Lent and Brown, 1996). It also provides
some reference for follow-up research on teachers’ occupation
and part-time behavior of college student.

Practical contributions

From the perspective of career construction of college
students and college career guidance, this study provides some
practical suggestions for the management of the topic of "how
college students can be more comfortable with their careers".

Improving career exploration behavior and
career adaptability

This study takes college students as the research object
and explores their career exploration behavior and career
adaptability from the psychological factors. Based on the
findings of the study, the following suggestions are made.
Primarily, college students need to increase their own clarity
about their future jobs to cope with employment problems. In
the next place, college students should clarify their career goals
as early as possible, which is conducive to more effective job
exploration and job adaptation. Thirdly, they should prepare for
their career by clarifying what kind of job they want to do, when
they want to do, and how to do.

Situation role of teacher support and part-time
behavior

This study considers the contextual role of teacher support
and individual part-time behavior based on the social cognitive
career theory. When providing career guidance to college
students, colleges should make students perceive support
from schools and teachers, which can guide them to actively
engage in career construction. Meanwhile, students should
actively realize that effective part-time jobs are beneficial
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to their future work growth and actively engage in part-
time jobs and internships. Premised on the above research
findings, the following suggestions are made. First, colleges
and universities should establish professional career guidance
teachers, offer professional career guidance courses and
strengthen the efforts to provide college students with career
guidance (Solberg et al,, 2002; Magee et al,, 2022). Second,
increase the proportion of social practice courses in the
curriculum design, and guide college students to participate
in practical activities that are beneficial to career development
(Hrivnak, 2019). Third, provide employment opportunities
appropriately (Yang et al, 2002). For example, carry out
school-enterprise cooperation activities and strengthen
the efforts of holding campus job fairs (Weiming et al,

2016).

Family support to help with career
construction

In addition to school support, family support is also very
crucial for college students’ careers, especially in Chinese society
where career choice and job search go hand in hand with family
(Hansen and Pang, 2008). As parents, friends and relatives, they
should not only give financial support to college students, but
also give more networking support. During the period of career
construction, more help should be given in time to successfully
solve the employment problem and start career.

Limitation and future research
directions

Firstly, the sample data of this study are all obtained
from self-reported questionnaires of college students, and it is
suggested that multiple sources will be used to obtain survey
data subsequently.

Secondly, the college students in this study are all
undergraduate students. Whether the career construction or
work adaptability of postgraduate and doctoral students is
universal is still worthy of follow-up research. Therefore,
it is suggested that future studies should take students at
different academic levels as research subjects to extend the
applicability of the study.

Thirdly, this study takes into account the influence of
college students’ psychological factors, college environment and
teachers’ support on career adaptability. However, the influence
of family atmosphere and parental support on the construction
of college students’ career is not considered. Therefore, it
is suggested that future research can be conducted from a
perspective of cross-level research of family, society and school.

Fourthly, the research method of this study adopts
questionnaire survey, which is a single research method. It is
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suggested that the quasi-experimental method can be applied to
invite college students to participate in relevant experiments to
do following research on career adaptability.
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This study aims to investigate the role of Chinese English as a foreign
language (EFL) teachers’ aggression and burnout in their professional success.
To accomplish this, 362 EFL teachers (i.e., 59 males, 303 females) were
invited to respond to three valid measures of the variables (i.e.,, Maslach
burnout inventory, teacher aggression scale, and teacher professional success
scale). Performing Spearman’s rho correlation tests, negative and significant
correlations were found between teacher burnout, teacher aggression, and
teacher professional success. Moreover, as the results of regression analyses
indicated, both teacher aggression and teacher burnout were found to be
the negative predictors of EFL teachers’ professional success. It implies that
the higher the amount of teacher aggression and teacher burnout, the less
professionally successful a teacher would be. The implications of the results
are finally discussed.

teacher aggression, teacher burnout, professional success, Chinese EFL teachers’,
regression analyses

Introduction

Without any doubt, the importance of psychological variables in teachers’
professional development could be of great importance. For example, a study conducted
by Zhang et al. (2021) showed that motivation is a crucial factor for teachers that
allows them to professionally develop. But what type of motivation is mentioned in
the study? Teachers’ motivation to take part in professional learning is an important
factor, considering their professional development. These factors were looked at from
two aspects: the teacher level and the school level. At the teacher level, teachers’ prior
experience with learning activities, teaching experience, self-efficacy, and conceptions
of learning could be regarded as important, and at the school level, work and
emotional pressure, colleague support, and principal leadership were associated with
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their motivation to take part in professional learning, leading
to their professional development (Yang, 2021). Hence, all
psychological variables have a paramount effect on teachers’
professional development.

Teachers are perceived as the main pillars of educational
systems in that many factors are affected by them (Coombe,
2014). Teacher success has attracted attention in the pedagogical
realm. Teacher professional success can be conceptualized as
the extent to which a teacher obtains a sense of achievement
(Hung et al., 2007). According to this definition, this sense of
achievement comprises boosting skills, increasing knowledge,
and modifying behavior. In addition, teachers’ success is
influenced by teachers’ attitudes, worries, and expectations
(Hung et al, 2007). According to Derakhshan et al. (2020b)
teachers’ success is impacted by two factors, teachers’ positive
attitudes and their constant professional development. Likewise,
teachers’ autonomy and their professional identity are great
predictors of teacher success (Derakhshan et al, 2020a).
Furthermore, three positive features including being satisfied
with life, optimistic explanatory style, and grit are believed to
affect teacher success, considering students’ academic success
(Duckworth et al., 2009).

Teacher aggression is said to play a vital role in students’
behavior. Due to teachers’ aggression, students feel distracted
from what they do (Montuoro and Lewis, 2018) and feel
embarrassed and shameful (Thomas and Montomery, 1998),
their self-perceptions can be damaged (Henricsson and Rydell,
2004), and their classmates may start resenting each other
(McAuliffe et al., 2009). Post-traumatic stress disorder (Hyman
and Snook, 1999) and academic difficulties (Brendgen et al,
2006) have also been associated with teacher aggression.
Likewise, students’ sense of responsibility has been reported
to reduce (Roache and Lewis, 2011) owing highly to teacher
aggression, resulting in misbehavior (Mitchell and Bradshaw,
2013). Moreover, owing to teacher aggression, students’
perception of teacher caring has been believed to diminish
(Teven, 2013), leading to lowering teacher effectiveness
(Mainhard et al., 2011).

Burnout is a psychological syndrome that causes a person
to be under work-related stress for a long time (Maslach,
2003; Wang and Guan, 2020; Derakhshan et al.,, 2022). It was
Freudenberger (1974) who developed this term in psychology
for the first time. It was described as a state of exhaustion that
occurs due to working too much without giving much attention
to one’s own needs (Byrne, 1999). Later, burnout was defined
as “a syndrome of emotional exhaustion, depersonalization,
and reduced personal accomplishment that can occur among
individuals who do people work of some kind” (Maslach and
Jackson, 1986, p. 1). Further, Pines and Aronson (1988) made
burnout relevant to emotional, mental, and physical exhaustion
that can be created due highly to the fact that one has been
exposed to emotionally demanding situations for a long time.
When one must cope with such prolonged stress which is
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relevant to work and he fails to be successful in doing it, it
can be called burnout (Jennett et al,, 2003). Considering teacher
burnout, emotional exhaustion is when teachers’ energy is really
sapped due to emotional exhaustion. Likewise, another subscale
of depersonalization refers to when teachers feel heartless and
they are uninterested in their students and their jobs. The third
subscale of burnout, low personal achievement is when teachers
cannot feel effective or competent to help their students in their
learning process (Maslach et al.,, 2001).

Studies revealed that both individual and environmental
factors can cause burnout. There was a thorough study
conducted by Skaalvik and Skaalvik (2010) which probed the
relationship among burnout, self-efficacy, job satisfaction, and
contextual factors. It was found that time pressure and relations
with parents are the first and most important predictors of
emotional exhaustion and depersonalization. Furthermore, a
weak, yet significant association between problems relevant to
the discipline regarding the students’ behavior and emotional
depletion and depersonalization was found. In another research
carried out by Vaezi and Fallah (2011), a negative correlation
between emotional intelligence and burnout was reported,
meaning that the more emotionally intelligent a person is, the
less burnout he experiences. Skaalvik and Skaalvik (2009) also
indicated that there is a negative association between all the
dimensions of burnout and teacher independence and support.
In other words, autonomous, supportive teachers are unlikely
to feel burnout. In another research, it was proposed that
institutional supervision could predict teacher burnout, which
means that they are highly likely to feel burnout (Ghanizadeh
and Ghonsooly, 2014) when teachers are supervised by the
institute authorities. Moreover, it was revealed by them that self-
regulation is negatively and significantly correlated with teacher
burnout. Lauerman and Konig (2016) also disclosed that self-
efficacy and pedagogical knowledge are negatively associated
with burnout, meaning that the more well-educated and self-
efficacious a teacher is, considering the pedagogical knowledge,
the less burnout experience they will have.

Grayson and Alvarez (2008) evaluated the impact of
school atmosphere (including the relationship between parents
and school, administrations, and student behavioral values)
on the dimensions of burnout. Some demographic factors
including years of experience, gender, age, job satisfaction,
and the relationship between students and teachers were also
regarded. The findings of the study showed that different
factors relevant to school ambiance were correlated with
each of the three burnout dimensions. In another study
conducted by Eghteasadi Rudi (2011), it was also indicated
that low levels of students’ proficiency, lack of advocacy
from administration, and second language itself were the
crucial reasons for teacher burnout. Moreover, autonomous,
self-efficacious, and extroverted teachers resisted burnout in
comparison to their counterparts with lower levels of the
personal traits mentioned. Furthermore, job satisfaction was
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found to play a paramount role in all three burnout subscales
2014).
and depersonalization were negatively correlated with job

(Etminan, In other words, emotional exhaustion
satisfaction, while personal accomplishments were positively
associated with job satisfaction. Nayernia (2021) believed
language proficiency is negatively in line with depersonalization
and emotional exhaustion as two subscales of burnout, and it is
positively correlated with the personal achievement dimension
of burnout. Based on Faskhodi and Siyyari (2018), a significant
and negative relationship was found between work engagement
and burnout. Furthermore, burnout level was reported to
lessen as the years of experience increase. In contrast, teachers’
experience is positively correlated with work engagement.

As a result, these teachers who do not have the capability
to channel their negative feelings, such as aggression and
burnout, are reported to be less resilient when facing difficulties
in the classroom. All in all, teachers with a great positive
psychological capital are perceived to manage their negative
feelings in a way that it cannot affect the amount of teachers’
success toward their jobs and they would be still motivated
enough to challenge their teaching methods every now and
then (Derakhshan et al, 2022; Wang et al, 2022¢). It has
been believed that factors leading to students’ demotivation are
self-related, teacher-related, and instruction-related, the lack of
positive psychological capital. A study conducted in Chinese
universities showed that freshmen and sophomores are more
likely to feel demotivated, out of whom freshmen ascribed
their demotivation to their teachers because of their teachers’
tedious teaching mood. As opposed to freshmen, sophomores
put the blame on the teaching materials, textbooks contents,
for example (Wang and Guan, 2020). Accordingly, it should be
taken into consideration that there is a link between students’
demotivation and English as a foreign language (EFL) teachers’
negative feelings. In a conceptual study conducted by Wang
et al. (2022b), the emphasis that was placed on love or a loving
learning atmosphere has been ignored. Therefore, it can be
said that both aggression and burnout do not allow a teacher
to provide students with love which seems necessary in a fair
educational system.

There are some advantages and disadvantages considering
the previous studies. Regarding the drawbacks, few studies, if
any, to the best of my knowledge thus far, have been done to find
the interplay between these three variables of this study. Thus,
teachers’ aggression and burnout which are perceived as one of
the contributory factors affecting the educational system were
to be dealt with positive psychological capital. It is important
since the more burned out teachers are, the more aggressive
they are. That is, they are less likely to encourage the students to
follow their academic goals, and in this way, the learning process
cannot be facilitated and, as a result of which, the educational
system will not be boosted. Secondly, when teachers feel anxious
and burned out, they are less likely to be actively engaged in what
they do, and accordingly, it causes them to be less satisfied with
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their job and feel agitated since they cannot be creative to come
up with new ideas for their teaching methods and encouraging
their students. Little by little, they may lose inspiration and they
fail to be professionally successful. Therefore, it can negatively
influence the educational system in which teachers play a pivotal
role. That is the reason why the effect of EFL teachers’ aggression
and burnout on their professional success has been studied in
the current research.

As the review of previous studies revealed, little, to my
best knowledge, has been written in EFL context to probe
into the association between teacher aggression, burnout,
and professional success. Moreover, cultural and geographical
factors play a significant role in the results of this study since
aggression is really associated with cultural factors (Hofstede,
1986; Wang et al, 2022a). Therefore, this study can be
conducted in other countries rather than China in which the
current research was carried out. To address this issue, this
research strives to discover the associations between teachers’
aggression, burnout, and professional success. In this regard, the
following research questions were posed:

1. Are there any significant relationships between Chinese
EFL teachers’ aggression, burnout, and their professional
success?

2. Do Chinese EFL teachers’ aggression and burnout
significantly predict their professional success?

Materials and methods
Participants
Of the 430 Chinese EFL teachers whom we approached,

59, 16.3%; female = 303,
83.7%), aged between 25 and 59 (average = 40), volunteered

a total of 362 teachers (male =

to participate in the present study. All the participants were
university EFL teachers, whose teaching experience ranged
from 1 to 26 years. Their majors mainly included English
literature studies and applied linguistics, with Ph.D. holders
(N =11, 3.04%), master’s degree in literature (N = 174, 48.07%),
and bachelor’s degree in English language teaching (N = 121,
33.43%), and others (N = 56, 15.47%).

Instruments

Teacher aggression scale

The teacher aggression scale was developed. This instrument
included 12 items developed to evaluate teachers’ tendencies to
react to learners’ misbehavior aggressively. Those participants
replied to each item utilizing a six-point Likert scale which
ranges from 1 (not at all descriptive of me) to 6 (very descriptive
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of me). Reactive, instrumental, and passive aggressions were
measured through this scale. To ensure the reliability of the
questionnaire administered in this study, the Cronbach’s alpha
test was run. It was indicated that the teacher aggression scale
(0.88) had satisfactory reliability indices.

Teacher burnout scale

To evaluate teachers’ burnout, the teacher version of the
Maslach burnout inventory (MBI-ES), designed and validated
by Maslach et al. (1996), was exploited. It comprises 22 items
evaluating three subscales of burnout, the reduced personal
achievement, depersonalization, and emotional exhaustion, a
seven-point Likert scale ranging from 0 (never) to 6 (every day).
To make sure of the reliability of the questionnaire administered
in this study, the Cronbach’s alpha test was run. It was indicated
that the teacher burnout scale (0.79) had satisfactory reliability
indices.

Teacher professional success questionnaire

the EFL teacher’s to be
measured, the Characteristics of Successful Language
Teachers Questionnaire (CSLTQ) developed and validated
by Sadeghi and Babai (2009) was utilized to evaluate teachers’

For professional success

perceptions of the features of a successful language teacher.
The CSLTQ consists of eight factors in the form of 46, five-
point Likert-type items ranging from 1 (strongly disagree)
to 5 (strongly agree). To guarantee the reliability of the
questionnaire administered in this study, the Cronbach’s
alpha test was run. It was indicated that the teacher
success questionnaire (0.97) had

satisfactory reliability

indices.

Data collection

Based on the EFL teachers’ language competence, the
questionnaires we adopted were distributed in the English
original through the researcher’s WeChat groups (note: WeChat
is a communication app that is popular with all the Chinese
people) to get trustworthy data. At the very beginning of the
questionnaire, all the participants were provided with their
consent to allow their data to be used as research data if
their identity information was kept confidential. The present
study was carried out in three provinces (Henan, Shanxi,
and Zhejiang) in China, beginning in December 2021 and
ending in February 2022. Then, we collected more than 400
questionnaires, but only 362 participants’ data were valid to be
further analyzed after we gleaned the original data.

Results

To decide upon the parametric or non-parametric analysis, a
test of normality was run. The results are shown in the following:
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Table 1 shows the indices of Kolmogorov-Smirnov and
shows that the distribution of data was not normal for any of
the variables since the p-value is lower than the significance level
(p =0.000). Consequently, the non-parametric analysis, namely,
Spearman’s rho test, was used.

The first research question

The first research question deals with the relationship
among three variables of this study (i.e., teacher aggression,
teacher burnout, and teacher success) which was
calculated through running a Spearman’s rho correlation
test.

Table 2 shows the relationship among the Chinese EFL
teachers’ aggression, burnout, and success. As seen in this
table, there are negative relationships, first, between TA and TS
(—0.231) and, second, between TB and TS (—0.122). Moreover,
the relationship is significant for both teachers’ aggression
(Sig = 0.000) and burnout (Sig = 0.000). It can be concluded that
if teachers’ indices of aggression and burnout increase, the index

of teachers’ success decreases.

The second research question

The second research question deals with measuring the
predictability power of teacher aggression and burnout for
teacher success. To this end, a linear multiple regression analysis
was performed in the following tables:

The model summary (in Table 3) shows how much of the
variance in the dependent variable scores can be explained by
the model. Expressed as a percentage, it implies that the model
explained 34 percent of the variance in scores from teachers’
success.

To evaluate the statistical importance of the findings, it was
significant to consider Table 4 labeled ANOVA. This scrutinizes
the hypothesis that multiple R in the population equals zero (0).
The model achieved statistical significance (Sig = 0.000, meaning
that p < 0.05).

In this investigation, the researcher was fond of making
a comparison among the contribution of each independent
variable. Hence, the beta values (in Table 5) were utilized.
Paying attention to the beta column, it was discovered that
the largest beta coefficient was.19 (sig = 0.000), that was
ascribed to teachers’ aggression, meaning that this variable
was greatly correlated with the dependent variable and it
can vividly clarify it when the variance clarified by all other
variables in the model was controlled. The beta value for
the other variable (i.e., teacher burnout) was also significant
(sig = 0.000). It implies that teachers’ burnout, similar to
teachers’ aggression, is a significant predictor of teachers’
success.
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TABLE 1 Test of normality.

Kolmogorov-Smirnov

10.3389/fpsyg.2022.1001252

Shapiro-Wilk

Statistic Df Sig. Statistic df Sig.
TA 0.100 362 0.000 0.908 362 0.000
TB 0.101 362 0.000 0.925 362 0.000
TS 0.073 362 0.000 0.948 362 0.000
a. Lilliefors Significance Correction.
TABLE 2 Correlations among Chinese EFL teachers’ aggression, burnout, and success.
TA! TB? TS?
Spearman’s rho TA Correlation coefficient 1.000 0.327 —0.231
Sig. (2-tailed) 0.000 0.000
N 362 362 362
TB Correlation coefficient 0.327 1.000 —0.122
Sig. (2-tailed) 0.000 0.000
N 362 362 362
TS Correlation coefficient —0.231 —0.122 1.000
Sig. (2-tailed) 0.000 0.000
N 362 362 362
**. Correlation is significant at the 0.01 level (2-tailed).
L. Teacher aggression.
2. Teacher burnout.
3: Teacher success.
TABLE 3 Model summary for Chinese EFL teachers’ aggression, burnout, and success.
Model R R-square Adjusted R-square Std. error of the estimate
1 0.18 0.34 0.029 22.23
a. Predictors: TA, TB.
TABLE 4 ANOVA for Chinese EFL teachers’ aggression, burnout, and success.
Model Sum of squares Df Mean square F Sig.
1 Regression 6336.12 2 3168.06 6.40 0.000
Residual 177448.91 359 494.28
Total 183785.03 361
a. Dependent variable: TS.
b. Predictors: TA, TB.
TABLE 5 Coefficients for Chinese EFL teachers’ aggression, burnout, and success.
Model Unstandardized coefficients Standardized coefficients T Sig.
B Std. error Beta
1 (Constant) 201.16 7.09 28.33 0.000
TA —0.50 0.14 —0.19 —3.53 0.000
TB —0.31 0.09 —-0.13 —1.67 0.000

a. Dependent variable: TS.
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Discussion

This study scrutinized the relationship between three
important variables, Chinese EFL teachers’ aggression, burnout,
and their professional success. This is of utmost importance
because hardly ever has such a study been conducted
before, especially in the context of China. If teachers’ well-
being is threatened and their values are violated, they
no longer can pursue their jobs. That is the reason why
conducting such studies would be of great benefit for
both teachers and educational administrators. According
to the current investigation, both teachers’ aggression and
burnout are negatively and significantly correlated with
teachers’ professional success. Teachers with higher levels of
aggression and burnout, therefore, have been thought of as
less professionally successful because they feel aggressive and
burnout, all energy would be sapped, and they are not inclined
to support and help their students and allow them to experience
a friendly atmosphere in class in which the process of learning is
facilitated. The teacher—student relationship is reciprocal; thus,
when one feels aggressive, it adversely affects the other and an
interactive class would turn into a place with less motivation.
Given that, aggression can be encouraged by many factors,
including personal problems, not feeling competent enough in
the teaching context, and not being up-to-date with the latest
facilities or teaching methods that can be utilized, to name a few.
Whatever the root cause of the problem is, the ramification of
teachers’ feeling aggressive is that they may feel burnout over
time, and it directly influences their success.

The results of this study are somewhat in line with
some reviewed articles which were mentioned previously
in the introduction part. The consequences in the present
study showed that there is a negative correlation between
both teachers’ aggression and burnout and their professional
success. These results support those of other conducted studies
(Duckworth et al., 2009; Etminan, 2014; Lauerman and Konig,
2016; Faskhodi and Siyyari, 2018; Nayernia, 2021). It was
reported in Etminan’s (2014) study that varied dimensions
of burnout and job satisfaction are negatively associated with
each other. It is in congruence with the results found in this
study because both teachers’ burnout and teachers’ aggression
are regarded as negative feelings, so they are both adversely
correlated with teachers’ professional success and their job
satisfaction, respectively. According to Lauerman and Konig
(2016), self-efficacy and educational knowledge are negatively
aligned with burnout. In this regard, it can be inferred that
positive attributes such as self-efficacy in the study mentioned
above and professional success which has been proposed in this
study can be in a negative relationship with burnout. Likewise,
aggression and burnout are adversely consistent with positive
features such as professional success in this research. Based
on Duckworth et al. (2009), three positive features including
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being satisfied with life, optimistic explanatory style, and grit are
thought to affect teacher success, considering students’ academic
success. Therefore, the mentioned study would be in line with
the current study in that if the health span of teachers is lowered
by some negative factors including aggression and burnout,
other aspects of a teacher’s life can be exacerbated, namely, their
personal and professional success.

In accordance with what has been proposed by Nayernia
(2021) language proficiency is negatively in line with
depersonalization and emotional exhaustion as two subscales
of burnout, and it is positively correlated with the personal
achievement dimension of burnout, another component of
burnout. Likewise, it can be proposed that based on the findings
of this study, professional success is negatively associated
with
on Faskhodi and Siyyari (2018), a significant and negative

all dimensions of burnout mentioned above. Based

relationship was found between work engagement and burnout.
Furthermore, burnout level was reported to lessen as the years
of experiences increased. In contrast, teachers experience is
positively correlated with work engagement. It is, therefore,
clear that professional success may increase when a teacher is
highly experienced and their feeling of burnout reduces which
has been proved in the present study.

As mentioned by Wang et al. (2022a), it was indicated
that Asian EFL teachers’ psychological well-being and work
engagement had a positive impact on their immunity. Moreover,
psychological well-being better predicted the teacher immunity
than work engagement in Asia. That study discussed in the
key role of positive psychology (PP) and emphasized the
language teachers’ need for working in a psychologically healthy
atmosphere to stay committed to their job and immune to its
difficulties. The mentioned study is aligned with the current
one because when teachers have a psychologically healthy
environment in which they can work, they can be immune to
troubles and it may decrease their risk of aggression and burnout
in order to feel professionally successful. It was also mentioned
by Gregersen et al. (2020) that the most important stressors for
teachers by far were time pressure and the juggling of roles,
and the greatest uplifts were felt while socialization followed by
the stress-reducing activity of “resting”. It is in line with the
current study because aggression may increase when teachers
are pressed for time, and in the long run, feeling burned out may
raise as well. Socializing may decrease the risk of feeling burned
out and heighten teachers’ success.

Conclusion, pedagogical

implications, and limitations

The conclusion that can be drawn from this study is that
the role of Chinese EFL teacher aggression in their burnout
and professional success has been found to be significantly
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important. It should be highlighted that teacher aggression
and burnout are both good predictors of teachers’ professional
success. The results of this study can be of high interest
for teachers themselves and educational authorities. It can be
taken into consideration for the administrations that many
contributory factors, such as "job satisfaction, supporting
teachers and allowing them to feel autonomous in the way
they teach and manage the class, providing them with the
cutting-edge facilities through which both teachers’ motivation
and creativity, can be enhanced, and providing them with in-
service training from time to time" can cause teachers to feel
less aggressive and burned out even if the underlying cause of
these feelings may be rooted in some personal problems. On the
other hand, owing to the stressful, demanding job that a teacher
has, they may experience such prolonged feelings, and they had
better be aware of the point that if care is given, they will not
last for a long time which is worrisome for many teachers.
Furthermore, they could be cognizant of different symptoms of
these feelings, and when they know the exact underlying cause
of the problem, solutions wisely can be put forward to address
the problem. It is highly crucial for a teacher to be professionally
successful and acclaimed by his students because in this respect
they would be more motivated to increase their pedagogical
knowledge and modify their problematic behavior that may
mostly affect students’ performance and their academic success.

From another point of view, it is extremely important to
shift attention to the point that these three variables help the
educational system to grow. When it comes to the educational
system, it can be divided into three categories: students, teachers,
and teacher educators. Without a shadow of a doubt, all the
factors including the educational ambiance and the facilities
can fall under these categories as well. It is vividly clear
that teachers’ professional success plays a paramount role in
enhancing students’ knowledge; when teachers are optimistic
and hopeful both about what has been done and taught by them
and about their students’ achievements, students can find the
motivation to learn more and more in a friendly atmosphere
where the learning process is facilitated, for example. Similarly,
if teachers are satisfied with greater success, they are more
likely to feel committed to what they teach and the materials
and teaching methods they use to convey their message while
teaching. Since problems are perceived as something soluble by
them, not the barriers by which they can be stopped from what
they are focusing on. So it definitely ameliorates the educational
system. From another point of view, teachers’ professional
success can highly improve the educational system because the
more engaged a teacher is in their work, the better atmosphere
can be built both for teaching and learning process where both
teachers and students can get benefit. Teachers, who are less
aggressive and feel less burned out, are professionally successful,
and they can urge students more to reach their apex of learning
and achieve their goals which have been planned. Considering
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the opposite, students are not motivated enough to find the
learning process productive and follow their goals. They may
feel demotivated and find no meaning in this process which
otherwise could be vibrant. Thus, this study can enhance the
educational infrastructures.

One of the practical implications of this study would
be the fact that how aggression can be reduced and how
burnout would be prevented for teachers to be professionally
successful. Aggression would be lessened if teachers’ confidence
and buoyancy are raised. Likewise, feeling burned out can also
be prevented when they are motivated enough and enthusiastic
to be actively engaged in the teaching process which causes
students to feel involved as well.

Finally, this study is limited in some ways. First, China
was the only context where this research was conducted;
consequently, the same study can be carried out by avid teachers
in any other country since different cultures can tremendously
affect the consequences reported. Secondly, the reasons behind
aggression were not dealt with in the current study; therefore,
they can be probed with their relations to professional success in
the future studies. Thirdly, even though quantitative studies are
believed to be more reliable in that they are objective, qualitative
investigations can be conducted to find some deeper results
since teachers can report everything precisely by keeping a diary
and journal over time, and with the passage of time, more precise
details can be revealed about teachers’ feelings. All in all, every
study has its own limitations even though it paves the way for
further studies.
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The triarchy of L2 learners’
emotion, cognition, and
language performance: Anxiety,
self-efficacy, and speaking skill
in lights of the emerging
theories in SLA

Yuxia Ma*

College of Foreign Languages and Cultures, Chengdu University, Chengdu, China

Given the bond between emotion and cognition underlying the broaden-
and-build theory of positive emotions, positive and negative emotions have
critical roles in cognitive skills. The aim of this review was to probe into the
triarchic relationship between L2 learners’ cognition, emotion, and language
performance, reflected in the bond between self-efficacy, foreign language
anxiety, and speaking skill, in light of the main emerging theories in the field
of SLA underpinning this relationship. Moreover, the theoretical foundations,
such as learners’ cognitive performances, Bandura's self-efficacy theory,
control-value theory, and positive psychology theory, were explicated in
order to justify the relationship between self-efficacy and oral communication
skill. Furthermore, the underlying theories such as attentional control theory,
complex dynamic system theory, affective filter theory, and cultural schema
theory, which relate foreign language anxiety to speaking skill were scrutinized
in this review. The review also expounded on the implications and future
directions for EFL teachers, material designers, teacher educators, educational
policy-makers, and advisors. The ideas can improve their awareness of
learner self-efficacy, foreign language anxiety, and oral communication skill
in educational contexts.

foreign language anxiety, self-efficacy, speaking skill, oral communication, emotion,
cognition

Introduction

Mastery of speaking skill in English is a priority for many second-language and
foreign-language learners. The reason lies in the fact that speaking, as a significant skill,
is the prime means of communication (Sadullacvna and Safarovna, 2020). Likewise,
speaking in a foreign language will boost practical communication skills in a way
that reading or listening alone will never do, which is why speaking is stressed so
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much among L2 language learners (Al Zoubi, 2018). Many
language learners find it difficult to express themselves in spoken
language. They often have difficulty expressing their thoughts
effectively. They stop talking because they face psychological
barriers or can’t find the right words and phrases. If teachers
want to help learners dominate problems in learning the
speaking skill, they need to identify some factors that affect
their speaking performance. Speaking performance of learners
is influenced by factors such as environments, affective factors,
listening skill, and feedback during speaking tasks (Tuan and
Mai, 2015). Learners of English as a second language (ESL)
often encounter discouraging situations, in and out of the
classroom, that make it difficult for them to maintain the
positive cognitive state needed to achieve their desired learning
objectives. In order for students to successfully face such
challenges, cognitive interventions may be needed to counteract
the negative cognitive state that students might experience
(Bandura, 2006). One such state is a lack of self-efficacy.
Self-efficacy refers to an individual’s belief about his or her
capabilities to perform the specific tasks required to produce
certain outcomes (Bandura, 2012).

According to Bandura (2001 p. 10), “unless people believe
[that] they. .. by their actions. .. can produce desired results. . .
they have little incentive to act or to preserve in the face of
difficulties”. There is a growing body of self-efficacy research in
educational contexts among teachers (Seifalain and Derakhshan,
2018; Fathi and Derakhshan, 2019; Fathi et al., 2020a, 2021),
and learners (Ghonsooly et al.,, 2012; Elahi Shirvan et al., 2018;
Fathi and Derakhshan, 2018; Fathi et al,, 2020b). Moving on
to the important individual-difference variable of this review,
anxiety is another most influential factor in the domain of L2
learning (Kasbi and Elahi Shirvan, 2017; Elahi Shirvan and
Taherian, 2018; Elahi Shirvan et al., 2018; Fathi et al., 2020b;
Saghafi and Elahi Shirvan, 2020). In the presence of anxiety,
L2 knowledge often gets affected and deteriorates (Dornyei,
2005). According to Arnold and Brown (1999), “anxiety is quite
possibly the affective factor that most pervasively obstructs the
learning process” (p. 8). Based on Dornyei and Stephen (2015),
anxiety is not a monolithic factor, but rather a complex construct
that is made up of different components.

Yashima et al. (2004) strongly suggested that future research
on oral communication in English should focus on contextual
or situational positive and negative variables that make a person
enhance oral communication in English classroom settings,
and outside classes. In other words, it is necessary to look
into how negative and positive emotional constructs influence
communication behavior. Accordingly, this review examines
the theoretical underpinnings of the relationship between self-
efficacy, foreign language anxiety and speaking skill. The results
of this study will also influence language teachers, teacher
trainers, and course/program material designers. This research
can enable English teachers to understand what variables
determine oral communication in English among EFL learners
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and allow them to design effective teaching pedagogy and
activities to improve oral skill.

Given the advent of the positive psychology movement in
the field of SLA in recent years (Wang et al.,, 2021), attention
has been drawn to the integration of both affective and cognitive
variables and its association with language-related outcomes
such as oral communication. The broaden-and-build theory of
positive emotions (Fredrickson, 2001) puts emphasis on the
tight link between language learners’ affective and cognitive
traits. Thus, language learners’ belief systems and appraisal of
their linguistic competencies are supposed to be susceptible to
their positive emotions. Despite the salience of this theoretical
framework of positive emotions, the link between cognitive and
emotional variables and their ties with L2 outcomes have hardly
been addressed yet.

Review of literature

From a theoretical perspective, it should be noted that the
link between L2 learners’ emotion and cognition, as reflected
in anxiety and self-efficacy, can be supported by Fredrickson’s
broaden-and-build theory of positive emotions (Fredrickson,
2001). Based on this theory, individual cognitive capacity and
belief systems can be built and broadened by their positive
emotional experience. In what follows, since speaking skill (oral
communication) has been mainly investigated as an outcome
of anxiety and self-efficacy in the field of SLA, and also due to
the word limits of the journal, it has been incorporated in the
sections on its association with self-efficacy and anxiety.

The concept of learner self-efficacy

The notion of self-efficacy is summarized by Oxford and
Shearin (1994), as a “broadened view of expectancy which
is drawn from social cognition theory” (p. 21). According to
Bandura (1986), self-efficacy refers to “people’s judgments of
their capabilities to organize and execute courses of action
required to attain designated types of performances” (p. 391).
He asserted that self-efficacious individuals rely on their own
competence to deal with demanding activities, and carry out
the required strategies to be effective in forthcoming situations.
Jeong et al. (2021) stated that self-efficacy specifies students’
confidence in arranging their learning process and influences
their apprehension of cognitive growth. Schunk and Pajares
(2010) also indicated that individuals with higher levels of
self-efficacy are inclined to have higher intrinsic interest, set
themselves thought-provoking objectives, and keep a strong
commitment to activities.

Bandura (1997) listed four primary sources of self-efficacy
beliefs as (1) enactive mastery experiences, (2) vicarious
experiences, (3) verbal persuasion, and (4) the physiological
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and affective state of an individual. Zhang and Ardasheva
(2019) stated that enactive mastery experiences, are the most
significant cause of self-efficacy. They mentioned that enactive
mastery experiences are related to an individual’s insight over
his/her own capability to positively undertake a specific task
informed by earlier accomplishments. They mentioned that
enactive mastery experiences are related not only to individuals’
perception of their capability, but also to the task’s difficulty,
and the amount of effort they will exert to accomplish the
task. According to Wilde and Hsu (2019), vicarious experiences,
as the second source of self-efficacy, are concerned with the
social comparison of a person’s performance to that of others
with similar abilities. FI-Abd and Chaaban (2021) asserted that
observing others’ comparable capabilities can improve one’s self-
efficacy by approving the sufficiency of his/her own knowledge,
abilities, and approaches. Verbal persuasion, the third source of
self-efficacy, refers to “socially persuasive feedback, comments
by significant others regarding one’s performance” (Bandura,
1997, p. 20). Wangwongwiroj and Yasri (2021) mentioned that
constructive comments emphasizing an individual’s aptitudes
or achievements would improve self-efficacy. The physiological
and affective state of an individual, the fourth source of self-
efficacy, is related to individuals’ capability to control bodily and
emotional stress reactions (e.g., breathing and anxiety) over task
performance (Webb-Williams, 2018).

Underpinning theories in the
relationship between learners’
self-efficacy and oral communication

Bandura’s self-efficacy theory is considered a theoretical
construct in the relationship between self-efficacy and oral
communication. According to the theory of self-efficacy
(Bandura, 1997), individual behavior is subject to awareness of
and congruence with the anticipated results, which inevitably
affect a person’s learning outcomes. Nur and Butarbutar (2022)
stated that Bandura’s self-efficacy theory stems from motivation.
In simple terms, motivation is about the students’ self-view
of their ability to complete tasks. When operating at that
own rate, it could be suggested that the improvement in self-
awareness could improve self-efficacy as well. Based on this
theory, self-efficacy has an impact on people’s feelings, beliefs,
and behaviors. In terms of emotions, a low sense of self-
efficacy is associated with despair, anxiety, and helplessness.
Individuals with low self-esteem and pessimistic perceptions
of their accomplishments and personal growth are equally
vulnerable. In terms of thinking, a high sense of competence
aids cognitive processes and scholastic accomplishment (Nur
and Butarbutar, 2022). People with strong self-efficacy put in
more effort and remain with it long after taking action than
those with low self-efficacy. When they experience impediments,
they improve faster and remain committed to their purposes
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(Habibi and Yazdani, 2016). Using Bandura’s self-efficacy theory,
Zhang et al. (2020) studied English for academic purposes (EAP)
and English-as-a-foreign-language (EFL) literature, found a
significant relationship between self-efficacy and speaking
performance. Zhang and Ardasheva (2019) examined the
relationship between four sources of Chinese English learners’
self-efficacy, including enactive mastery experience, vicarious
experience, verbal persuasion, physiological, affective states,
and their oral communication. Their findings largely support
Bandura’s hypothesized sources of self-efficacy, with enactive
mastery experience, vicarious experience, verbal persuasion,
but not physiological affective states, significantly predicting
learners” oral communication skill.

Self-efficacy, as a positive emotional state, can influence
foreign language performance. Based on Pekrun’s (2006)
control-value theory, emotional states influence learners’
motivation to learn, their learning strategies, and self-regulated
learning, thereby influencing their learning achievement.
Pelkrun et al. (2002) stated that the control-value theory
postulates that the subjective control and subjective value, as
the types of cognitive appraisals, are central components of
achievement emotions.

«

Luo et al. (2016) defined subjective control as “an
individual’s perceived causal influence of the self over
achievement activities and outcomes” (p. 2). They mentioned
that subjective control can take the forms of retrospective causal
attribution and prospective expectancy of success or failure,
often operationalized as self-efficacy, academic self-concept,
or academic control. There are two types of subjective value.
Intrinsic values stem from academic studying, including a
feeling of pleasure or satisfaction from doing academic tasks or
achieving academic success. Extrinsic values are also described
as individual’s supposed instrumental usefulness of academic
actions or outcomes for achieving other goals. These two
types of appraisals combine to evoke various achievement
emotions. Pekrun (2017) stated that control-value theory is
considered an inclusive framework for examining antecedents
and consequences of student emotions. Roick and Ringeisen
(2017) argued that the control-value theory offers a sequence of
cognitive predictors assumed to trigger anxiety in performance-
related test situations. They mentioned that high dispositional
control beliefs like self-efficacy improve mastery perceptions
in achievement situations, thus reducing the anticipated
risk of failure.

Positive psychology is regarded as another theory that
can relate learner self-efficacy to linguistic skills. Traditionally,
psychologists have highlighted the deficiencies and negative
emotions among learners and teachers, and they have made
an effort to decrease them (Deweale and Alfawzan, 2018;
Derakhshan et al,, 2021). Positive psychology, as a modern
approach to learning of foreign language, has been expanded in
recent years (Wang et al., 2021). It tries to illuminate the optimal
educational situations and processes for the achievement of
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learners and teachers (Jiang, 2020). Fredrickson and Cohn
(2008) stated that positive affect is the major trigger of active
engagement with the learners’ environment and his/her will to
participate in classroom activities. Fathi et al. (2021) categorized
the constructs of positive psychology into empathy, enjoyment,
happiness, contentment, optimism, tolerance, flow, love, and
mindfulness, which can result in a person’s satisfaction, self-
efficacy, and success. Through applying principles of positive
psychology, higher education practitioners can help improve
self- esteem, self-concept, and self-efficacy among college
learners (Costello and Stone, 2012). On the other hand,
Abdolrezapour (2018) stated that positive emotions tend to
widen learners’ viewpoint and open their viewpoint to absorb
the language. Also, MacIntyre et al. (2019) asserted that positive
psychological interventional studies used numerous approaches
in order to enhance EFL learners’ skills.

The concept of foreign language
anxiety

Anxiety, as a negative emotion, is described anxiety as a
state of sensitive awareness correlated with an augmentation
in stress as a result of ambiguity (Wells and Matthews, 1996).
Many researchers (e.g., Aydin, 2018; Ulupinar, 2018; Russell,
2020; Hu et al, 2021; Toyama and Yamazaki, 2021) have
highlighted foreign language anxiety in the field of education.
In an educational context, Horwitz et al. (1986) defined foreign
language anxiety as “a distinct complex of self-perceptions,
feelings and behaviors related to classroom language learning
arising from the uniqueness of the language learning process”
(p. 127). Gardner and Maclntyre (1993) pointed out that
“foreign language anxiety is fear or apprehension occurring
when a learner is expected to perform in the second or foreign
language” (p. 59). They linked it to the stimulation of the
autonomic nervous system.

Horwitz et al. (1986) categorized foreign language anxiety
construct into (a) test anxiety, (b) fear of negative evaluation,
and (¢) communication apprehension. Cakici (2016) mentioned
that test anxiety is regarded as learners’ fear of experiencing
failure in academic evaluation in testing contexts. He also
stated that negative evaluation is concerned with worrying about
individuals’ negative judgments. Communication apprehension,
based on Horwitz et al’s (1986) definition, refers to “a
distinct complex of self-perceptions, beliefs, feelings, and
behavior related to classroom language learning arising from
the uniqueness of the language-learning process” (p. 28).
Communication apprehension is a critical element in limiting
the received comprehensible input, and it plays a vital
role in determining accomplishment in educational contexts
(Darmawangsa et al., 2020).

Studies
language anxiety, such as minor levels of self-confidence

have shown several sources of foreign
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(Tridinanti, 2018), lower levels of self-efficacy (Bensalem,
2018), low levels of grit (Liu and Wang, 2021), lack
2018),
proficiency (Teimouri et al, 2019), low levels of emotional

of practice (Bérkdnyi, low levels of language
intelligence (Chen et al, 2021), fear of making mistakes
(Suparlan, 2021), insufficient input flooding, first language
overuse, cultural background factors (Shan et al, 2020),
2021),
negative impression about learners’ academic performance

(Liu and Wu, 2021).

socio-economic status (Ali et al, and teachers’

Underpinning theories in the
relationship between learners’ foreign
language anxiety and oral
communication

To increase students’ desire to communicate and use
the language, affective factors should be carefully considered
(Lee and Lee, 2020). Learners cognitive performances have
been affected by their foreign language anxiety. Mede and
Karairmak (2017) pointed out that “foreign language anxiety
significantly affects the domains of language achievement,
learners’ actual proficiency and performance, gender, prior
foreign language experience, negative evaluation, and self-
evaluation” (p. 119). Foreign language anxiety has been widely
considered a leading factor in academic achievement and
language proficiency (Maclntyre, 2017). Studies have testified
that higher levels of anxiety are negatively correlated with
foreign language proficiency, and with positive orientation, and
peer emotional support (Zheng and Cheng, 2018). Regarding
the relationship between foreign language anxiety as a negative
type of emotion and cognitive skills, Fallah and Movahed
(2014) indicated that there was a negative correlation between
foreign language anxiety, and listening, reading, speaking,
and writing skills, and learners’ academic achievements were
negatively influenced by anxiety. Hu et al. (2021) also found
that learners’ foreign language anxiety was negatively associated
with their foreign language skills. Aghajani and Amanzadeh
(2017) investigated the relationship between foreign language
anxiety and oral communication performance, and they tried
to determine to what extent foreign language anxiety affects the
oral communication performance among adult EFL learners.
They concluded that there is a strong negative correlation
between the two variables which acknowledged the negative role
of high anxiety in oral communicative performance of students.

The negative relationship between foreign language anxiety
and oral performance can be attributed to Eysenck et al’s
(2007) attentional control theory. Muris et al. (2007) stated
that attentional control theory explains the regulation of
different attentional processes within the attentional system.
They mentioned that attentional control refers to the individuals
‘capability to flexibly concentrate and change their attention
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based on existing objectives. Wells and Matthews (1996)
mentioned that anxiety can be characterized by inadequate
control over disturbing opinions and attentional and cognitive
predispositions, leading to an excessive concentration on
undesirable incentives. It is worth noting that anxiety is
negatively affected by input, processing and output as the phases
of cognitive processing (MacIntyre and Gardner, 1994). Eysenck
et al. (2007) argued that “attentional control theory proposes
that increased anxiety results in reduced attentional control such
that the effect of the goal-directed system is reduced and the
influence of the stimulus-driven system is increased through
preferential processing of task-irrelevant threat related stimuli”
(p. 30). Eysenck and Derakshan (2011) asserted that attentional
control theory also suggests that poor attentional control can
be a risk factor for the development of high trait anxiety. They
mentioned that threatening stimuli would capture attention,
and the more state or trait anxiety individual experiences, the
more likely ambiguous information would be interpreted in a
threatening way and hence capture attention. Zhou et al. (2020)
mentioned that Eysenck et al.’s (2007) attentional control theory
can justify the reason behind the negative correlation between
foreign language anxiety and cognitive processing performance.
They maintained that foreign language anxiety limits the
attentional control of learners in adverse situations, so that
learners are more prone to threat-related stimuli or distractors.

The complex dynamic system theory is also used to justify
the relationship between anxiety and oral communication.
On the issue of second language speaking and anxiety from
an ecological perspective, Kasbi and Elahi Shirvan (2017)
conducted a case study on four intermediate level female
students with an average age of 15 at five sessions of 90 min,
to investigate EFL learners’ anxiety in oral performance from
an ecological perspective based on nested ecosystems model
and complex dynamic system theory. Their findings indicated
that the events within the dynamics of classroom ecology
can influence EFL learners’ anxiety in speaking performance
differently. Highly anxious students can be very relaxed even
in situations where others with low anxiety are highly anxious.
They concluded that in some situations, context was important
and unexpected anxiety increased in some students. On the
other hand, in some cases “powerful forces like oral informal
class assessments, teachers’ questions, did not have any impact
on all the participants in a similar way, which was in line with
the complex dynamic system theory principles of non-linearity
in system behavior” (p. 18).

Another theory that can justify the relationship between
foreign language anxiety and oral communication is affective
filter theory. Wang and Wu (2020) indicated that when learners’
affective filters are high, the mental block created makes it
impossible for them to acquire or be comfortable with the
input. Thus, that filter level will create a hostile environment
in which the students feel insecure about themselves and
their capacities to use the language to communicate. Garcia
Uquillas (2021), using affective filter theory, found out that
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anxious learners underperform in foreign language production
he argued that affective filter, including emotional constructs
of anxiety, motivation, and self-efficacy, influences foreign
language learning. He mentioned that instructors should lower
the affective filter because all of the factors involved in it,
such as higher anxiety, lower motivation, and lower self-efficacy
may bring a negative influence on language production. That
is, the affective filter plays an important role in the foreign
language learning process. All the aspects involved in it do
affect the way in which learners acquire the language. Therefore,
educators should have the capability to preserve the filter
on the right levels. Ferndndez Silva (2019) investigated the
effect of using audio-visuals on EFL learners’ affective filter
to enhance their oral communication. His study demonstrated
that audio-visual materials can lower learners affective filter,
which reduces their foreign language anxiety and their speaking
fluency increases. His study revealed that some different
language activities can facilitate the reduction of negative
emotions like foreign language anxiety, which, in turn, boosts
learners’ communicative skills. He concluded that as students
are motivated, with low levels of anxiety and with confidence,
they can make use of more vocabulary, grammar, etc., to
finally become more fluent when they speak. Nath et al.
(2017) asserted that some learners had a high filter which
had negative consequences on their oral production of the
target language, whereas other learners had a low filter that
encouraged the appropriate oral production of the language
and use of the metacognitive strategies for their own sake. In
a few words, the affective filter has an incidence on how much
students can make use of strategies to overcome difficulties when
learning a language.

Another theory for justifying the relationship between
foreign language anxiety and speaking skill is Anderson’s
(1977) cultural schema theory. Turkan and Celik (2007) argued
that the consideration of cultural issues is very significant in
foreign language learning. They asserted that familiarizing with
cultural issues can reduce anxiety, and it can be effective in
foreign language communication. Using Anderson’s cultural
schema theory, Diep et al. (2022) found a significant correlation
between Indonesian EFL learners’ foreign language anxiety
and oral communicative skill. They found out that cultural-
based instruction can be a mediating factor in developing
oral performance and reducing foreign language anxiety.
Based on learners’ cultural schema theory, they argued that
cultural familiarity can help learners outperform in foreign
language learning. They also mentioned that triggering learners’
cultural schema can develop speaking skill. Bilokcuoglu (2014)
stated that triggering background knowledge can result in
language learning achievement. He asserted that learners
anxiety in foreign language learning can be reduced by schemata
activation. This type of theory is based on preceding knowledge
about the educational context, which can contribute learners to
link new information to that earlier knowledge. This association
helps them in language learning education (Bilokcuoglu, 2014).
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Implications and suggestions for
further research

This review examined the theoretical underpinnings of
the relationship between EFL learners’ self-efficacy and oral
communication. Some theories, such as Banduras self-efficacy,
Pekrun’s (2006) control-value, and positive psychology have
been presented to elucidate the relationship between EFL
learners’ self-efficacy and oral communication. Also, this
review considered the theoretical foundations of foreign
language anxiety and oral communication. The theories, such as
attentional control theory, complex dynamic system, affective
filter, and cultural schema can be the basis for the relationship
between foreign language anxiety and oral communication.
Revisiting the associations among the affective, cognitive,
and performance-related variables within the L2 context
contributes to our achievement of a deeper understanding
of the credibility of the broaden-and-build theory of positive
emotions in this context. This means that language learners’
main sources of self-efficacy such as mastery and vicarious
experiences as well as the psychological feedback and states
should be viewed from the perspective of the emotions they
experience. Any mastery or vicarious experiences per se might
not lead to high levels of L2 skills such as oral skills unless
learners go through positive emotions such as enjoyment. This
review includes some pedagogical implications for teachers,
learners, syllabus designers, teacher educators, educational
policy-makers, and advisors. Also, different associations
and related authorities can benefit from this review. For
instance, a better understanding of emotional and cognitive
factors in oral communication in the target language may
help language teachers improve the communicative language
teaching approach and curriculum design to provide more
communication opportunities for language learners, more
importantly, encourage actual engagement in communication
behaviors, and finally, facilitate second/foreign language
learning and acquisition. More specifically, language instructors
can enhance the level of oral production through the following
ways: raising students’ opportunity to talk by reducing the
amount of teacher talk and allowing adequate wait-time; letting
students produce language without restrictions, uncontrolled
use of language; take responsibility to engage all students evenly
and equally in classroom activities; videotaping themselves in
the classroom, reflect on their interactional behavior to see if it
has extended or limited the opportunity for the students to enter
dialogs; increasing their own awareness of what interaction
strategies work or do not work with specific students, and giving
the instruction that lends itself to more giving and receiving of
unpredictable information.

Another implication of this review is to develop learners’
self-efficacy to enhance their oral communication. Teachers
may also benefit from this review in that they must be aware
of the positive correlation between the learners’ self-efficacy
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and their proficiency. They have to take care of and help
the learners who suffer from poor self-efficacy and help them
improve in terms of self-regulation, self-esteem, and self-
concept as these traits form the bases of self-efficacy (Ghonsooly
and Elahi, 2010). It is believed that instructing learners on
techniques to improve their self-efficacy should be given the
same priority as other language skills in the EFL context. Self-
efficacy could have an important role in the application and
use of the approaches and methodologies in the EFL context.
Instructors can use moderately-difficult activities which can
empower learners with low levels of self-efficacy. The activities
should not be too difficult to curb learner self-confidence in
doing tasks. Teacher support, including, scaffolding, assigning
sufficient time, decomposing complex tasks into simple phases,
and explicating the task in technology-supported education is
influential for the enhancement of learner self-efficacy. This can
produce insight into the reasonable challenge and equalizes the
complexity of technology-supported tasks. Praising and giving
feedback to learners are also important for the improvement of
learner self-efficacy. Moreover, teachers should not compare the
performances of learners with each other. Teachers can provide
learners with some strategies such as self-verbalization. For
example, they can motivate learners to express the procedure
of learning grammatical points or vocabulary aloud and give
feedback on their effort. Moreover, teachers can set a cooperative
context, rather than a competitive one, to increase learner
interaction and scaffolding, improving learner self-efficacy.
They can also ask learners to write comments about their
feelings and progressions in technology-supported contexts (see
Brown, 1994; Aghaei et al., 2020).

The review revealed that anxiety has a detrimental effect
on learners’ speaking performance. Thus, in order to encourage
students’ oral communication and enhance their involvement
in the class activities, teachers need to reduce students FL
anxiety in the class by making the class atmosphere more
friendly and comfortable. In a less threatening atmosphere,
learners’ anxiety may reduce while their level of perceived
competence increase. Therefore, teachers need to make a relaxed
and intimate atmosphere to increase oral communication skill
among students and as a result, enhance language learning
in the class. Using activities like role play, small group
work, pair work, small group discussion, and presenting the
lecture may make the class atmosphere less threatening for
students. Moreover, teachers should not directly suppose that
poor performance by unresponsive and unwilling students
is absolutely due to their lack of motivation, aptitude or
ability; they should instead identify the possibility that some
students might be suffering from anxiety. Hence, rather than
disregarding students’ speaking anxiety or leaving them to cope
with it on their own, EFL teachers should consider it as a reality
in EFL classrooms and attempt to prepare learners with useful
strategies to help them cope with multiple anxiety-producing
situations. Similarly, it is suggested that EFL teachers hold
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seminars and workshops to inform students about the nature
of speaking anxiety and how it can be effectively handled. It is
proposed that EFL teachers provide English classes with useful
strategies such as communication games. Teachers, via applying
such games, may keep students from emotional stress through
effective communication, help them build habits of interaction
and participation, assist them in constructing their sense of
enjoyment, enthusiasm, and feeling of satisfaction, enhance
their predisposition and motivation toward language learning,
work together in a friendly relationship, confidential, relaxed,
supportive and sociable atmosphere, and consequently to foster
their self-confidence to be able to overcome their own anxiety. It
is also recommended that teachers while communicating with
their classes, comprehend learners’ concerns in their learning
process, and try to open the classroom climate.

To support EFL learners to become better communicators,
it seems to be important to handle communication challenges,
specifically in speaking area. To this end, it is suggested
that textbook compilers, before designing a specific textbook,
firstly, attempt to recognize the extensive area of sources of
speaking anxiety in EFL classrooms, to obtain a comprehensive
and realistic view from students’ speaking difficulties, then
include effective and useful activities in English textbooks to
help teachers reduce learners’ communication apprehension
and assist students to cope with multiple speaking anxiety-
generating situations. To this aim, textbook compilers are
recommended to design or compile applicative communication
games and integrate them precisely into lessons. These games-
oriented lessons may help teachers be able to construct a friendly
relationships amongst students, establish a supportive and
stress-free classroom atmosphere, promote learners’ motivation
toward language learning, and accordingly reduce the level of
speaking anxiety in EFL learners.

Moreover, teacher training courses can reach their ideal
goals by considering the importance of self-efficacy, anxiety, and
willingness to communicate. In order to increase learner self-
efficacy, they can implement some instructional changes in a
large population of teachers by holding academic workshops.
Educational policy-makers should hire experienced teachers,
as the instructive experience can be an important issue for
increasing self-efficacy and lowering anxiety among learners.
They can ask teachers to do their best within varied educational
contexts. They must build up teaching effectiveness through
providing contexts for observations of other teachers™ activities
and mastery experiences to decrease foreign language anxiety in
particular ranges of the instruction. They should also provide
critical thinking, creativeness, and motivation to the education
in classrooms, which encourages self-efficacy (see Aghaei
and Rad, 2018). The importance of self-efficacy, anxiety and
speaking skill can motivate advisors to expand their horizons
to identify learners’ sources of foreign language anxiety, and
self-efficacy, and to probe the reasons for increasing oral
communication skill.
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Many cross-sectional studies have been done on the role
of emotional constructs in learners’ oral communication.
A longitudinal qualitative study is necessary to examine the
effect of emotional constructs on learners’ oral communication
in English in various situations both inside and outside class.
It would also prove fruitful to examine instructor’s perceptions
of the communication behaviors of their learners. In order
to increase learners’ speaking skill, teachers need to monitor
various aspects of teaching styles and classroom management.
Moreover, the relationship between oral communication skill
and other positive psychological constructs, such as academic
engagement, well-being, enjoyment, and resilience can be
investigated in the future (Rajabi and Ghezelsefloo, 2020).
Factors that could be more closely examined include the
relationship between age, gender, background, personality,
intercultural communication experiences, and learners’ oral
communication skill. Finally, the relationship between positive
emotional constructs and writing, reading, and listening skills
should be studied in the future.
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Teaching in higher education is critical and fraught with potential vicissitudes,
which necessitates the presence of efficient professors armed with positive
attributes to perform effectively. Although it is generally accepted that
emotion regulation (ER) has numerous benefits for language teachers, in
particular university professors, little is known about how it interacts with
two other important constructs, i.e., self-efficacy and L2 grit. Furthermore,
the effect of ER on L2 teacher grit has not been sufficiently investigated. To
fill this gap, the current study was to test a structural model of English as a
Foreign Language (EFL) university professors’ ER, self-efficacy, and L2 grit. The
participants were 356 Iranian EFL university professors who completed the
Language Teacher Emotion Regulation Inventory (LTERI), the Teacher Sense
of Efficacy Scale (TSES), and the L2-Teacher Grit Scale (L2TGS). The results of
Structural Equation Modeling (SEM) revealed that ER and self-efficacy were
strong predictors of L2 grit. Moreover, the significant role of self-efficacy
on ER was discovered. The implications of this study may foster effective
teaching in higher education, particularly during the COVID-19 pandemic and
its impacts on education.

higher education, EFL university professors, ER, self-efficacy, L2 grit

Introduction

Teaching at university is very demanding, and university professors should use
a wide range of skills to teach and act effectively. It is necessary that teachers, in
particular university professors be aware of what qualities and skills enhance an
efficient instruction. Considering the indisputable relevance of teacher emotion and
cognition to their effectiveness, it is prominent that teachers utilize useful methods
in order to manage experienced emotions and boost cognitive affairs. In the domain
of effective teaching, in particular language teaching, it seems plausible to presume
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that a higher level of emotional competencies helps teachers
to manage and modify their performance. As Wubbels and
Levy (1991) put it, emotional competencies affect not only the
effectiveness of instructors but also the cognitive and emotional
development of students, leading to successful and effective
teaching. ER as a complex process refers to different strategies
used for initiating, hampering, or modifying individuals’
position or behavior in a specific circumstance (Gross, 1998a).
Teacher emotion regulation (TER) refers to “their capability to
manage emotional experiences and expressions” (Buric¢ et al,
2017, p. 2). Through the lens of emotion regulation (ER),
teachers are able to evaluate and modify the intensity and
duration of the emotional experiences at the workplace (Chang
and Taxer, 2020). In ever-changing and challenging teaching
contexts, TER acts as a shield to protect and immune teachers
in the face of plights. The role of TER is more significant in
language teaching because it is an emotionally charged endeavor
(Tsang and Jiang, 2018; Richards, 2020).

Another key construct on the road to university professors’
professional growth is self-efficacy. According to Bandura
(1997, 1986), self-efficacy may be described as an individual’s
perception of their own capacity to successfully complete or
display an activity or sequence of behaviors in a certain
setting. From another view point, self-efficacy is defined
as a cognitive, motivational, emotional, and selection-based
regulator of performance (Bandura, 1994). Self-efficacious
people set more challenging goals and envisage success. Based
on Bandura (1997), self-efficacy beliefs play a significant role in
the regulation of motivation and boost individuals’ confidence
in their abilities, which may also decrease the stress and
depression that self-efficacious people experience in threatening
or demanding conditions.

More specifically, self-efficacy beliefs influence the kind
of activities and environments that individuals select. Self-
efficacy beliefs affect individuals’ thinking, their future actions,
their coping strategies while facing emotional demands, and
the attempts they put forth in a given endeavor (Bong and
Clark, 1999; Bandura, 2012). Self-efficacy is both a personal
and social construct because each person functions individually
and collectively. Individuals’ worries about the effectiveness of
the group as a whole have an impact on the activities they
choose to pursue together, how much attempt they make to
perform it, their persistence and tolerance, and their probability
of success (Bandura, 1994). Collective efficacy refers to a group’s
common beliefs in its ability to achieve goals and desired tasks
(Schunk and Pajares, 2002). Teacher self-efficacy is defined
as to the extend they have conviction to successfully execute
behaviors to achieve educational objectives (Gibson and Dembo,
1984). Efficacious teachers tend to support, persevere during
challenges, open to new ideas, and implement helpful teaching
strategies (Gordon et al,, 2022; Ma, 2022). Teachers with higher
perceived self-efficacy are more engaged in their work activities
(Buri¢ and Macuka, 2017; Li et al, 2019) and willing to
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implement curriculum reform (Cerit, 2019). Efficacious teachers
also deal with Students’ misbehavior and demotivation more
efficiently (Buri¢ and Kim, 2020).

The metaphor of teacher L2 grit is a personality trait
resulting from an amalgamation of perseverance of attempt
and teaching passion for long-term objectives (Sudina et al,
2021). Teacher L2 grit is quite uncharted territory, which
awaits further research, and its relationships with other teacher-
related construct is still under a shadow, in particular in higher
education. Teacher L2 grit might be of immediate relevance to
TER and self-efficacy. Despite its dominant role, and perhaps
because of the novelty of teacher L2 grit, research has not
focused on the relationship between TER, self-efficacy views,
and L2 grit. Especially within the realm of higher education. To
this end, the present study set out to model the relationships
between ER, efficacy beliefs, and L2 grit among EFL university
professors. Exploring the relationship between these constructs,
which are conductive to effectiveness may envision a picture of
EFL of university professors’ ER, self-efficacy, and L2 grit and
accordingly their effectiveness.

Literature review

In the following sections, the relevant literature on teacher
emotion regulation, teacher self-efficacy, and teacher L2 grit is
briefly reviewed.

Teacher emotion regulation

ER is “a heterogeneous set of physiological, behavioral,
and cognitive processes” (Gross and John, 2003, p. 348) that
individuals apply to manage their emotional experiences. As
Gross (1998a) stipulated, emotions are processes that unfold
over time, and ER is a dynamic process that extends beyond
a single episode. That is, a specific situation is attended to,
appraised, adjusted, and generates emotional responses (Gross,
2014). According to Gross and Barrett (2011), the activation of a
regulatory objective, the engagement of regulatory mechanisms,
and the alteration of the emotion trajectory are the three
components that combine to produce ER. The activation of a
goal is the first constituent of ER (Gross and Barrett, 2011). The
activation of a goal might take place either inside oneself (via
intrinsic ER) or within another individual (extrinsic ER) (Gross
and Barrett, 2011). Intrinsic ER describes instances in which
people modulate their own emotions (ER in self), while extrinsic
ER is when one person regulates another person’s emotions
(ER in another). Specialists consider intrinsic ER for studies
relevant to adults (Gross, 1998b), while in working with infants
and children, extrinsic ER is highlighted (Cole et al,, 2004). On
some occasions, both intrinsic and extrinsic ER are applied;
for instance, in one situation, a person may regulate another
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person’s emotions (extrinsic regulation) to calm himself/herself
down (intrinsic regulation) (Gross, 2014).

The second constituent of ER refers to the engagement of
the processes involved in changing emotion trajectory. Different
processes are involved in ER that may be explicit or implicit
(Gross, 2014). If ER happens with conscious awareness, it
is considered as explicit ER. For instance, when a person
tries to consider the bright side of a bad happening to cheer
themselves up, they are employing explicit ER (Gross, 2014).
ER activities may also happen unconsciously and implicitly
(Gross, 2014). For example, when individuals quickly turn their
attention away from potentially annoying materials (Gross,
2014). In previous studies, explicit and implicit processes in
ER are considered separately (Masters, 1991). However, it is
recommended to consider ER processes as a spectrum that
extends from overt, intentional, and deliberate control to covert,
unconscious, seamless, and automatic regulation (Gyurak et al,,
2011; Vadivel and Beena, 2019). The effect of ER on emotion
dynamics is the third core feature of ER (Thomas, 1990). In
this regard, Gross (1998b) pointed out that the ER can have
an increased or decreased latency, rising time, size, length, or
offset depending on the individual’s objectives (Gross, 1998b).
Moreover, as the emotion develops, ER may alter the degree to
which the various components of the emotional reaction cohere
(Dan-Glauser and Gross, 2013; Vadivel et al., 2021).

Over the years, different ER models were developed to
describe the involved procedures. The Hot/Cool System of
ER, for example stimulates the processes involved in ER into
willpower (Mischel and Ayduk, 2004). It is imagined that the
cool system generated in adulthood helps individuals to keep
calm in intensive emotional disturbances. Hot system developed
in childhood working as quick emotional processing (Sutton
and Harper, 2009; Liu et al.,, 2021). Another suggested model
for ER is the Resources or Strength Model, which is supported
by self-regulation theory (Schmeichel and Baumeister, 2004).
A more comprehensive model is the process model of ER
(Gross, 1998a,b, 2014; Gross and Thompson, 2007), which
stipulated five temporal points in the process of emotion
generation as follows: situation choice, situation adjustment,
attentional deployment, cognitive transformation, and reaction
modulation. According to the definitions provided by (Gross,
1998a,b), these five points illustrate five different families of ER
processes.

The first four families of strategies (i.e., situation choice,
situation attentional

adjustment, deployment,

transformation) are grouped as antecedent-focused. But, the

cognitive

fifth set (i.e., reaction modulation) modulates the aspects of
the fully developed emotional response (Gross and Thompson,
2007). Situation selection, as the first step in ER, refers to
employed strategies to decrease the likelihood of any happening
that may trigger an undesirable emotion. Situation modification
processes enhance changing the features of an occasion that
evoke a specific emotion. Attentional deployment refers to
individuals’ attempts to redirect their attention to regulate their
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emotion. Cognitive change mainly alters the cognitive appraisal
of a situation that triggers emotional experience by reforming
an individual’ thinking either by changing the situation or an
individual” capacity to modify it. Response modulation, as the
last process, refers to various strategies to intensify, reduce, or
extend the physiological, experiential, or behavioral responding
components of emotional responses (Gross, 2014).

Regarding Language TER, recently a model was proposed
by Heydarnejad et al. (2021b). This model was generated
based on the existing literature on TER (e.g., Buri¢ et al,
2017; Chang, 2020; Chang and Taxer, 2020; Richards, 2020;
Alipour et al.,, 2021; Chen and Cheng, 2021), ER (Gross and
Thompson, 2007; Taxer and Gross, 2018) in particular, Gross’
process model of ER (1998a,b, 2014). This suggested model for
language TER involves six dimensions as following: situation
selection, situation modification, attention deployment,
reappraisal, suppression, and seeking social support. Situation
selection, situation modification, and attention deployment
were formulated based on Gross” process model of ER (1998a,b,
2014). The two dimensions of reappraisal and suppression
were generated based on Gross and John’s findings (2003).
Seeking social support, as the last dimension originated from
Jennings and Greenberg (2009) as well as Taxer and Gross
(2018).

As reviewing the existing literature on TER, in particular
university professors reflected, this important concept is still
in its infancy and calls for more research to fill this gap.
The existing literature confirmed the contributions of ER to
other teacher related constructs. For example, Morris and
King (2018) investigated the influence of ER in controlling
the frustration experienced by university professors in their
classes. They found that using contextually dependent ER
behaviors assist language university professors in improving
their confidence levels and manage their stress. In another study
by Chang and Taxer (2020), TER strategies regarding classroom
misbehavior were examined. According to their outcomes, those
teachers who reappraised were less touched by their learners’
misbehavior; they also experienced less suppression. Taking
a similar path, Morris and King (2018) found that emotion
regulatory strategies were the best mechanism for managing
frustrations among EFL university professors. In a mixed
method study, the learners’ attitudes toward their teachers’
emotions and ER in the teaching processes were investigated by
Jiang et al. (2016). Based on their findings, antecedent-focused
emotion regulatory strategies were preferable to response-
focused ones. Furthermore, they concluded that teachers
reappraisals increased positive-emotion expressions. Recently,
Fathi et al.
teacher reflection, self-efficacy, burnout, and ER. Their findings

(2021) investigated the relationship between

suggested that teacher self-efficacy and reflection predicted ER.
The negative relationship between ER and burnout was also
confirmed by this study. Parallel with this line of inquiry, the
mediator roles of teacher self-efficacy and ER on psychological
wellbeing in an EFL context was concluded (Xiyun et al,, 2022).
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Teacher self-efficacy

Self-efficacy refers to individuals’ impressions about their
abilities to execute behaviors, leading to specific achievements
(Bandura, 1982). Self-efficacy does not necessarily involve
affective reactions toward the self, but it is mainly a
cognitive judgment of one’s ability that attach diverse weights
to different sources of information when arriving at such
perception (Bong and Clark, 1999). Teacher self-efficacy is
defined as “the teacher’s conviction in his or her capacity
to plan and carry out a course of action necessary to
effectively complete a given task in a specific situation”
(Tschannen-Moran et al.,, 1998, p. 22). Self-efficacy enhances
teachers inter and intra-relationships (Martin and Mulvihill,
2019) and increases their passion for instructional practices
(Moe, 2016). Furthermore, teachers’ efficacy beliefs influence
Students’ motivation, achievement, and efficacy (Tschannen-
Moran et al, 1998). From another perspective, it is evident
that teachers’ self-efficacy predicts their attitude, teaching style,
self-regulation, commitment, motivation, and -effectiveness
(Barni et al,, 2019; Fathi and Saeedian, 2020; Fathi et al.,
2021; Heydarnejad et al., 202la; Amirian et al, 2022)
and supports Students’ academic achievement (Martin and
Mulvihill, 2019).

In the current study, the Teachers’ Sense of Efficacy Scale
was utilized (Tschannen-Moran and Hoy, 2001), which includes
three subscales (efficacy in student engagement, efficacy in
instructional strategies, and efficacy in classroom management).
The efficacy in student engagement focuses on the teachers’
efficacy beliefs, which in turn fosters support for Students’
learning and motivation. The instructional strategies consider
the instructor’ s capability to modify teaching to achieve learner
needs. The classroom management evaluates the instructor’s
efficacy in managing learner behavior (Tschannen-Moran and
Hoy, 2001; Azari Noughabi et al., 2022; Shirvan and Alamer,
2022).

Teacher self-efficacy is generated from Banduras self-
efficacy theory, which concentrates on the teacher’s beliefs
of their abilities to involve their students in the learning
processes effectively with the aim of realizing teaching and
learning objectives efficiently (Tschannen-Moran et al., 1998;
Sudina et al, 2020; Heydarnejad et al, 2021a). Bandura
(1997) stipulated sources of efficacy beliefs as mastery
experience, vicarious experience, social or verbal persuasion,
and physiological or affective states. Mastery experience has
the most influential role in self-efficacy beliefs, suggesting
that successful performance increases self-efficacy (Bandura,
1997; Zarrinabadi et al., 2022). In other words, the perception
of successful performance facilitates perceived self-efficacy
and ensures future proficiency and success. In contrast, the
perception of unsuccessful performance weakens efficacy beliefs
and leads to the expectation that future performance will also be
inefficient.

Frontiers in Psychology

63

10.3389/fpsyg.2022.1013370

As Helsin (1997) stated, self-mastery may be accomplished
by disassembling a difficult challenge into its component parts,
which will increase the likelihood of one’s first achievement.
The second significant influence is rooted in observing other
similar people to perform a behavior successfully. It can provide
individuals with ideas about successful performance (Tompson
and Dass, 2000). The third source is social or verbal persuasion
which is originated from other people. Successful persuasion
enhances individuals’ beliefs in their abilities and ensures
that future achievement is achievable (Wolfe, 1997). Whereas,
negative persuasion may decrease self-beliefs. According to
Schunk and Pajares (2002), the most contributing influence of
social persuasion revolves around initiating a task, trying new
strategies, and attempting hard to succeed. The fourth source,
psychological and affective states such as engagement, anger,
and anxiety provide information about efficacy perception and
enhance the sense of proficiency. Therefore, attempting to
reduce negative experiences and modifying negative debilitative
states to positive facilitator states may help amend the perceived
self-efficacy beliefs. The influence of these sources on self-
efficacy is not automatic, but cognitively weighted and assessed
(Bandura, 1997).

The of
psychologists, educationalists, and social scientists has fueled

importance teacher self-efficacy among
intensive research over the last decades. For instance, Buri¢
and Kim (2020) found that teacher self-efficacy predicts
classroom management, cognitive activation, and supportive
climate. Similarly, Buri¢ and Frenzel (2019) concluded that
teacher self-efficacy is associated with anger in a negative
direction. In the same vein, Li et al. (2019) affirmed that
teachers’ work engagement and self-efficacy were positively
related. The beneficial effect of teachers’ motivations on their
self-efficacy, openness to change, and self-transcendence was
confirmed by Barni et al. (2019). To picture the possible
impact of teachers’ self-efficacy and collective teacher efficacy
on their psychological wellbeing, a study was conducted by
Fathi et al. (2020) in the Iranian EFL context. Their data
analysis indicated that teacher self-efficacy was a stronger
predictor of psychological wellbeing than collective teacher
efficacy. In a recent study, the contribution of critical thinking
and self-efficacy beliefs to teaching style preferences among
university professors was concluded (Amirian et al., 2022). In
the same vein, the contributions of EFL teachers’ self-efficacy
and creativity on their Students’ academic achievement was
confirmed by Ma (2022).

Teacher L2 grit

The Grit theory was introduced by Duckworth (2016),
that the of
enthusiasm and persistence affected individuals’ potential

which emphasized reciprocal relationships

to achieve their goals effectively. As Duckworth et al. (2007)
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defined grit refers to “working strenuously toward challenges,
maintaining effort and interest over the years despite failure,
adversity, and plateaus in progress” (pp. 1,087-1,088). Thus,
enthusiasm and persistence are the key constructs in grit
formation (Duckworth, 2016). Enthusiasm is a feeling of eager
interest in or desire for a special subject or activity. Persistence
is an element of the trait-level grit that provoke individuals to
dedicate themselves to competence activities with long-term
success (Duckworth, 2016). According to Dale et al. (2018),
Grittier people have positive attitudes toward life and show high
job dedication. Grit is enhanced when individuals understand
the difference between high-priority and low-priority objectives
and learn how to manage their energies (Hejazi and Sadoughi,
2022; Lan, 2022).

Teacher grit is defined as the perseverance of effort and
consistency of interest (Duckworth et al,, 2007; Pawlak et al,
2022). Teacher grit attributes teachers in handling their stress
which leads to effective teaching (Alamer, 2021; Sudina et al,
2021) and work engagement (Maiers and Sandvold, 2017;
Namaziandost and Cakmal, 2020). As it was evidenced, gritty
teachers devote their energy to their teaching for a long time and
enjoy their teaching procedures even if they encounter problems
at the workplace (Sudina et al., 2021). Although studies in the
realm of language learners’ grit were quite rosy in recent years
(e.g., Khajavy et al., 2020; Wei et al., 2020; Cheng, 2021; Khajavy,
2021; Yang et al, 2022), language teachers’ L2 grit and its
correlates are quite untouched (Sudina et al., 2021; Li, 2022). As
Teimouri et al. (2020) discussed, this shortage can be attributed
to a lack of domain-specific scales to measure grit in Second
Language Acquisition (SLA). As it was concluded by Cormier
et al. (2019) and Yang et al. (2022), grit is a domain-specific
construct. This idea encouraged Sudina et al. (2021) to propose
the model of L2 grit among language teachers. Teacher L2 grit is
considered a personality trait that involves perseverance of effort
and consistency of interest (Sudina et al,, 2021). In this regard,
Sudina et al. (2021) developed and validated L2-Teacher Grit
Scale (L2TGS) to evaluate the L2 grit among language teachers.

Due to the recent introduction of language teachers’ L2
grit in 2021, the existing gaps in empirical studies echo a clear
need to investigate the correlates of language teachers’ L2 with
other teacher-related constructs. Recently, Ashkani et al. (2021)
conducted a study to inspect teachers” cognitive and behavioral
manifestations of pedagogical beliefs and how teacher grit
influences these two constructs in EFL contexts. Based on their
findings, the grittier teachers presented strong associations
between their beliefs and actual instructional practices.
Moreover, they concluded that teacher grit predicted the
relationships between EFL teachers™ self-reported pedagogical
beliefs and their actual practices. Confirming the scant attention
to L2 teacher grit, a theoretical analysis was completed by Xu
(2022), in which the theoretical and empirical literature related
to teachers’ hope, trust, and grit were reviewed. Shabani et al.
(2022) examined to what extend pedagogical thoughts vary as a
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function of EFL teachers’ levels of grit. Their findings revealed
that there were significant differences between low grit and
high grit teachers considering the subscales of pedagogical
thoughts. In the same line of inquiry, Liu (2022) concluded that
gritty teachers are more motivated and enjoy the experience
of language Instruction. In the realm of university students,
Baierschmidt (2022) highlighted the significant role of grit as a
predictor of foreign language proficiency.

Objectives of the present study

In ever-changing and challenging teaching contexts,
teachers in general and university professors, in particular, are
exposed to various emotional experiences at the workplace.
On such occasions, they need to be equipped with self-aid
constructs to help them decide and act effectively. Through the
lens of ER and self-efficacy, university teachers are expected to
sustain their interest and make more effort to accomplish the
established goals (L2 grit). Despite this, it appears that university
TER and L2 grit are uncharted territories that await further
research. Only within the last decades, TER has generated
considerable attention from educators and researchers (Jiang
et al., 2016; Taxer and Gross, 2018; Chang, 2020; Chen and
Cheng, 2021), although it is virtually unexplored in the L2
domain (Richards, 2020; Alipour et al., 2021; Heydarnejad et al.,
2021b). The same is true for L2 grit with emphasis that this
concept was generated in 2021 and echoes urgent needs for
further research.

Moreover, TER and L2 grit as well as their influences on
other factors and constructs conductive to effective teaching
remained relatively unexplored in the field of second/foreign
language education. Having attributed this gap, this study
sought to propose a model to portray the relationships between
ER, self-efficacy beliefs, and L2 grit with the prospect of
shedding light on these issues and initiating further research (see
Figure 1). The findings of this research may be both theoretically
and practically significant. Such a study provides information to
be taken into consideration by policymakers, language planners,
curriculum designers, language teachers, university professors,
as well as learners and their parents. Furthermore, the result of
this study could provide Iranian EFL teachers and researchers
with an awareness that can help them advance the more
meaningful and effective teaching and learning strategies. To
this end, the following research questions were posited:

RQI: To what extent does EFL university professors ER

predict their L2 grit?

RQ2: To what extent does EFL university professors’ self-
efficacy predict their L2 grit?
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FIGURE 1
Theoretical structural equation model

The following null hypotheses were formulated based on the
above-mentioned research questions:

HO1. EFL
predict their L2 grit.

university ~ professors ER does not

HO02. EFL university professors self-efficacy does not

predict their L2 grit.

Materials and methods

In the following, the methodological steps that were taken in
conducting this study were demonstrated:

Participants

The study participants consisted of 356 Iranian EFL
university professors teaching at different universities in Iran.
The target population were chosen based on convenience or
opportunity sampling procedures. To achieve generalizability,
variation in years of teaching experience, age groups, genders,
and universities/cities where university professors teach were
considered during the data collection processes. Among 356
participants, there were 195 male and 161 females. Their
age range between 29 and 52, and 1-28 years of teaching
experience. All of the university professors were Ph.D. holders
or Ph.D. candidates, and they majored in different branches of
English: English Teaching (143), English Literature (93), English
Translation (74), and also linguistics (46).
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Instruments

The following instruments were employed in the current
research:

The language teacher emotion regulation
inventory

To explore university professors’ ER strategies, LTERI was
utilized. This instrument was developed and validated by
Heydarnejad et al. (2021b), and the validity and reliability for
all sub-scales of the LTERI were examined in two educational
contexts (school and university), and the results of Cronbach’s
alpha were acceptable (ranging from 0.718 to 0.814). To
complete this instrument, the university professors are required
to consider similar situations from their teaching experiences
and choose their preferred ER strategies. This instrument
involves 27 items on a five-point Likert scale anchored by 1
(“never”) and 5 (“always”) with six components, i.e., situation
selection (e.g., I avoid conflicting or emotionally disturbing
situations in the staff room.), situation modification (e.g., When
an unpleasant discussion is raised in my classes, I try to change
the topic.), attention deployment (e.g., If I feel frustrated in
language classes, I try to engage myself in different class activities
to forget it.), reappraisal (e.g., If for some reasons, I feel upset at
work, I remind myself of my goals in my life.), suppression (e.g.,
If T feel helpless in my language classes, I disregard that.), and
seeking social support (e.g., When I feel hopeless in my language
classes, I seek advice from experts such as psychologists and
school counselors.). In this study, the reliability of the LTERI
estimated through Cronbach’s alpha was acceptable (ranging
from 0.743 to 0.911).

The teacher sense of efficacy scale

The TSES (long form), developed and validated by
Tschannen-Moran et al. (1998), was employed to gauge
university professors’ self-efficacy beliefs. This instrument
includes 24 items on a 9-point Likert scale with three subscales:
(1) efficacy in student engagement (e.g., How much can you
do to help your students think critically?), (2) efficacy in
instructional strategies (e.g., How much can you do to foster
student creativity?), and (3) efficacy in classroom management
(e.g., How well can you implement alternative strategies in your
classroom?). The reliability of the instrument was supported
by the findings of Amirian et al. (2022). Based on the report
of Cronbach’s alpha, the reliability of the TSES was acceptable
(ranging from 0.756 to 0.891) in the current research.

The L2-teacher grit scale

The L2TGS, designed and validated by Sudina et al. (2021),
was applied to inspect the university professors’ L2 grit. This
instrument includes 14 items on a 5-point Likert scale with two
subscales: perseverance in teaching (e.g., I am determined to
withstand the work demands of the teaching profession) as well
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as passion and purpose in teaching (e.g., I manifest excitement
in my teaching profession for a long time). This instrument is
domain-specific and developed for evaluating EFL/ESL teachers’
grit. The report of Cronbach’s alpha for L2TGS was 0.944, which
indicated acceptable reliability.

Procedures

The data collection of this phase was started in February
and ended in April, 2022 through a web-based platform.
That is, the participants received an electronic survey form
including the LTERI, the TSES, and the L2TGS through Google
Forms. Conducting the electronic survey enables researchers to
collect data from different regions with varying age groups and
teaching experiences. The return rate was 89.2% and 356 forms
were received. Each section in the electronic survey form was
designed to be necessarily linked, thus no data were missed.

Data analysis

The normality of the data was explored via Kolmogorov-
Smirnov Test. As the data were normally distributed, CFA
and SEM using LISREL 8.80 were conducted. SEM is a
robust multivariate procedure used to take a confirmatory
hypothesis-testing approach for the proposed structural theory
(Schreiber et al., 2006). An SEM model involves two parts, the
measurement model and the structural model (Kunnan, 1998).
The measurement model is used to examine the relationships
The
structural model is used to gauge the relationships between the

between the observed variables and latent variables.
latent variables. Before testing a structural model, all the latent
variables should be validated using CFA (Hair et al., 1998).
Results

The results of the statistical analysis computed by the
collected data are reported in this section. The descriptive

TABLE 1 Descriptive statistics.

10.3389/fpsyg.2022.1013370

statistics of EFL university professors’ ER, self-efficacy beliefs,
and L2 grit are displayed in the following table.

Based on Table 1, among language TER strategies,
reappraisal (M = 4.278, SD = 0.593) and attention deployment
(M =3.939, 8D = 0.636) got the highest mean scores, whereas the
mean score of suppression was the least (M = 3.503, SD = 0.767).
Furthermore, among the components of self-efficacy beliefs,
instructional strategies (M = 7.229, SD = 1.050) presented the
highest mean scores. Efficacy in student engagement (M = 6.816,
SD = 0.777) and efficacy in classroom management (M = 6.234,
SD =1.003) were the subsequent subscales of self-efficacy beliefs.
Considering teacher L2 grit, the mean scores of subscales were
as following: perseverance in teaching (M = 6.748, SD = 0.780)
and Passion and Purpose in Teaching (M = 6.186, SD = 1.076),
respectively. Then, to gauge the normality distributions of
the data and consequently decide on employing a suitable
statistical method for the current study, the Kolmogorov-
Smirnov Test was utilized. In the following table, the result of
the Kolmogorov-Smirnov Test is provided.

As Table 2 displays, the data were normally distributed
because the sig value for all the instruments and their subscales
were higher than 0.05. Therefore, parametric methods could
be used to examine the related research hypotheses. In this
regard, the LISREL 8.80 statistical package was utilized to inspect
the structural relations between ER, self-efficacy, and L2 grit.
The chi-square magnitude, the Root Mean Squared Error of
Approximation (RMSEA), the comparative fit index (CFI), and
the normed fit index (NFI) were used to evaluate the model fit.

Based on Joreskog (1990), the chi-square is suggested to
be non-significant and the chi-square/df ratio should be lower
than 3. Moreover, the root mean square error of approximation
(RMSEA) should be to be lower than 0.1 (Joreskog, 1990). The
NFI with the cut value greater than 0.90, GFI with the cut value
greater than 0.90, and CFI with the cut value greater than 0.90
indicates a good fit (Joreskog, 1990). According to Table 3, the
chi-square/df ratio (2.801) and the RMSEA (0.071) were also
acceptable. The other three fit indices, GFI (0.923), NFI (0.951),
and CFI (0.914), reached the acceptable fit thresholds.

To check the strengths of the causal relationships among
the variables, the t-values and standardized estimates were

Instrument Subscales N Minimum Maximum Mean SD
ER Situation selection 356 1.00 5.00 3.627 0.722
Situation modification 356 1.00 5.00 3.703 0.527

Attention deployment 356 1.00 5.00 3.939 0.636

Reappraisal 356 1.00 5.00 4.278 0.593

Suppression 356 1.00 5.00 3.503 0.767

Seeking social support 356 1.00 5.00 3.546 0.606

Self-efficacy Efficacy in student engagement 356 1.00 9.00 6.816 0.777
Efficacy in instructional strategies 356 1.00 9.00 7.229 1.050

Efficacy in classroom management 356 1.00 8.38 6.234 1.003

L2 grit Perseverance in teaching 356 1.00 9.00 6.748 0.780
Passion and purpose in teaching 356 1.00 8.83 6.186 1.076
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TABLE 2 The results of Kolmogorov-Smirnov test.

Instrument Subscales Kolmogorov- Asymp. Sig.
Smirnov (2-tailed)
Z
ER Situation selection 1.290 0.072
Situation modification 1.219 0.102
Attention deployment 1.398 0.064
Reappraisal 1.104 0.175
Suppression 1.075 0.198
Self-efficacy Seeking social support 0.927 0.357
Efficacy in student 1.106 0.173
engagement
Efficacy in instructional 1.252 0.087
strategies
Efficacy in classroom 0.908 0.382
management
L2 grit Perseverance in teaching 0.698 0.714
Passion and purpose in 1.364 0.068
teaching
TABLE 3 Fitindices (model 1).
Model Cut value
x? 114.84
df 41
x2df 2.801
RMSEA >0.1 0.071
GFI 0.9 < 0.923
NFI 0.9 < 0.951
CFI 0.9 < 0.914

examined. As Figures 2, 3 illustrate, university professor ER
affected their sense of efficacy beliefs (B = 0.75, t = 14.37) and L2
grit (B = 0.83, t = 16.30) significantly and positively; the t-value
was greater than 1.96. The effect of self-efficacy beliefs on ER
was significantly positive (f = 0.66, t = 11.06) and the t-value
was lower than —1.96.

Table 4 presents the acceptable criteria for fit indices in the
second model. That is, the chi-square/df ratio (2.884) and the
RMSEA (0.073) reached the acceptable fit thresholds. Moreover,
GFI (0.934), NFI (0.962), and CFI (0.923) were acceptable.
(Model 2)
representation of path coefficient values for the influential

Figures 4, 5 demonstrate the schematic
role of ER and self-efficacy on L2grit’" subscales. Based
on the findings, that university professor ER significantly
and positively influenced two sub-components of teacher
L2 grit as following: passion and purpose in teaching
B = 088 t = 17.27)
(B = 079, t = 14.69). The same is true for self-efficacy
beliefs and the sub-components of teacher L2 grit. That

and perseverance in teaching

is, teacher self-efficacy beliefs significantly and positively
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influenced perseverance in teaching (B = 0.78, t = 14.10)

as well as passion and purpose in teaching (B = 0.66,
t=11.92).

To investigate the relationships between TER, self-
efficacy beliefs, and L2 grit, a Pearson product-moment
correlation was utilized.

As Table 5 indicates, there were significant relationships
among ER and the subcategories of L2 grit were as follows:
passion and purpose in teaching (r = 0.912, p < 0.01) as well as
perseverance in teaching (r = 0.834, p < 0.01). Considering the
correlations among self-efficacy beliefs and the sub-components
of L2 grit, the results were as following: perseverance in teaching
(r=0.834, p < 0.01) as well as passion and purpose in teaching
(r=0.719, p < 0.01).

Discussion

The aim of the current study was to uncover the
interrelatedness of language TER, self-efficacy, and L2 grit.
This aim was accomplished by utilizing a structural equation
modeling approach targeting at building a causal structural
model by which the contribution of each of the aforementioned
constructs can be estimated. Data analyses indicated that
ER and self-efficacy skills predict grit tendencies among
EFL university professors (see Model 1). The contribution
of self-efficacy beliefs to ER was also found (see Model
1). Additionally, the influence of ER and self-efficacy beliefs
on the two subcomponents of L2T grit was confirmed
(see Model 2). Henceforth, the first null hypothesis (HOI.
EFL university professors ER does not predict their L2
grit) and second null hypothesis (HO02. EFL university
professors’ self-efficacy does not predict their L2 grit.)
were rejected, and it can be inferred that these constructs
(teacher emotion regulation, self-efficacy, and L2 grit) are
inextricably interwoven.

Discussing the first research question

As the data screening suggests, the effect of ER on L2
teacher grit was significantly positive (see Model 1 and 2). It
means that ER influenced passion and purpose in teaching
(the first subcomponent) and perseverance in teaching
(the second subcomponent). It is implied that ER affects
university professors’ attitudes and teaching engagement,
that leads to their flourishing cognitive accomplishment
of them. In other words, teacher ER acts as a campus
and gives direction to perform effectively. Scrutinizing
the relevant literature on TER and L2 grit presented no
identical studies. A recent study in the domain of language
learning (Shafiee Rad and Jafarpour, 2022) confirmed that
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positive emotions interventions influence learner L2 grit, ER, Based on the language TER model (Heydarnejad

and resilience. Similar findings reflecting the reciprocal

relationship between L2 grit, emotions and academic
achievement were supported by the results of Ghanbari
and Abdolrezapour (2021) as well as Khajavy and Aghaee

(2022).
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et al, 2021b), ER is the experience of appraisal, attention
deployment, situation modification, seeking social support,

situation selection, and to some extent, suppression.

According to the teacher L2 grit model (Sudina et al,
2021), teacher L2 grit is assumed as the triggering element
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TABLE 4 Fit indices (model 2).

Model Cut value

x 648.82
df 225
x2df 2.884
RMSEA >0.1 0.073
GFI 09 < 0.934
NFI 09 < 0.962
CFI 09 < 0923
provoking perseverance of effort and consistency of

interest. Regulation of emotions, which are inevitable
parts of teaching improve the strategies that teachers
apply (Heydarnejad et al, 2017; teacher work life balance
and their relationships with students Mulyani et al,
2021). Thus, it can be implied that when university
teachers achieve a balance in their emotional states,
they can effectively manage their attitudes and skills,
which results in responsible decisions. In this regard, Li

(2020) noted that grittier teachers are positively engaged

10.3389/fpsyg.2022.1013370

and try to do their best even they face challenges and
failures.

Discussing the second research
question

The outcome of the present study also confirmed the
predictive power of university professors’ self-efficacy beliefs
on their L2 grit (see Model 1). That is, university professors’
beliefs in their ability to effectively handle the tasks, obligations,
and challenges related to their professional activity (self-efficacy
beliefs) foster dedication to and passion for the teaching (L2
grit). Moreover, the results suggested that university professors’
self-efficacy beliefs correlate positively with teacher L2 grit sub-
components. In other words, it is found out that self-efficacy
beliefs were associated firstly with perseverance in teaching,
and then with passion and purpose in teaching. This result is
in accord with the findings of Joy et al. (2020), highlighting
the role of self-efficacy skills in boosting grit among school
teachers. The intertwined relationships between self-efficacy and
L2 grit in the learning context were concluded in the L2 context
(Yang et al,, 2022). They also emphasize the impact of teachers’

and interested in their activities; they make efforts role in helping learners manage their emotions to enhance
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Schematic representation of path coefficient values for the influential role of ER and self-efficacy on L2 grit’ subscales (model 2).
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efficacy and grit. This finding is in line with the outcomes
of Shabani et al. (2022). They concluded that teacher L2 grit
is the product of self-reflection, efficacy skills, and affective
evaluation.

Banduras self-efficacy theory (Bandura, 1982), as the
foundation of teacher self-efficacy theory, demonstrates
that efficacious teachers implement mastery experiences for
cognitive development, which is a powerful predictor of
teaching performance. Self-efficacy has become an important
framework in education to predict and explain the perceptions

TABLE 5 The correlation coefficients among TSE, LTER,
and L2G’ subscales.

TSE LTER Perseverance Passion and
in teaching purpose in
teaching
TSE 1
LTER 0.694** 1
Perseverancein  0.813** 0.834** 1
teaching
Passion and 0.719**  0.912** 0.532** 1
purpose in
teaching

**Correlation is significant at the 0.01 level (2-tailed).
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and judgments that influence teachers’ and university professors’
decisions and actions in the classroom. The Grit theory
(Duckworth, 2016) as well as teacher L2 grit (Sudina et al,
2021), suggest that perseverance and passion for overcoming
challenges are inevitable parts of gritty teachers’ traits. This
personality trait helps them expand their efforts and keep
enthusiastic despite obstacles and inadequate progress. Thus,
the results of this study can be interpreted through the lens
of these theories that affirm self-efficacy serves to manage
teachers’ cognitions and emotions, leading to higher and longer
professional development (Duckworth and Gross, 2014).

Additionally, ER was discovered to be significantly affected
by self-efficacy beliefs as well (see Model 2). According to
these data, it can be inferred that quite apart from its
direct influences, self-efficacy appeared to assist university
professors in modulating their experienced emotions. That
is to say, the levels of teacher efficacy positively correlate
with increased ER among EFL university professors. This
result corroborates with those of Heydarnejad et al. (2021a)
and Xiyun et al. (2022), as well as Fathi et al. (2020).
Moreover, the findings from Zee and Koomen (2016) and
Cansoy et al. (2020) evinced that teacher self-efficacy and
their psychological wellbeing are interwoven. Based on self-
efficacy theory (Bandura, 1982), teacher efficacy develops from a
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combination of mastery experience, vicarious experience, social
persuasion, and physiological and emotional states. It can be
inferred that all of them are directly and indirectly connected to
components of the language TER model (i.e., situation selection,
situation modification, attention deployment, reappraisal,
suppression, and seeking social support). This means that
efficacious university professors have high levels of self-
awareness, self-worth, and self-perception; thus, they can
positively guide actions and responses to the emotional
demands of their teaching. Consequently, they can develop
relatively positive emotion regulatory strategies that pave the
way for stability in the teaching profession.

Conclusion

This investigation highlighted the significant contribution of
ER and self-efficacy to L2 grit, and provided strong empirical
confirmation that via the help of ER and self-efficacy, university
professors can ameliorate their practice for a longer period of
time even in the face of teaching chaos and complexities. This
leads to a positive attitude toward the teaching profession in
higher education, which heightens success instead of failure.
Furthermore, the present study reflected that the effect of
university professors’ self-efficacy on ER is also significant.
Taken together, these findings suggest the predictive role of
ER and self-efficacy in promoting L2 grit. In the domain of
language teaching, especially in higher education, exploring the
relationship between these constructs is quite rare. Thus, this
domain is a fertile field and calls for more empirical studies,
which pave the path for promoting teachers’ wellbeing and
effective pedagogy.

Implications

The findings of this study suggest some pedagogical
implications for educators in higher education. The knowledge
about situational and personality determinants of ER strategies
and their efficiency is vital and should be considered in
higher education program. Such training programs should
concentrate on practicing the broad repertoire of strategies
and showing the conditions under which, they are effective
or not. Moreover, training should focus on reflecting more
on university professors’ own traits and preferences that may
influence the effectiveness of their employed ER strategies.
This information, also incites university professors to alter or
modify their employed ER strategies to more positive ones,
which are in turn expected to facilitate their self-efficacy
beliefs and L2 grit.

In the area of language teaching training programs, some
international centers such as TESOL and CELTA are preparing
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specialized language teachers around the world. In Iran, pre-
service and in-service teacher training programs are held,
and teacher trainers can make a significant contribution by
instructing EFL university professors about the importance of
emotions and ways to regulate and modify their emotions.
Furthermore, the implications of this research would be of
great help to be considered in pre-service and in-service
teacher training programs, which are usually held for university
professors. Practicing self-aid skills (i.e., self-evaluation, self-
efficacy, self-awareness, and self-regulation) in pre-service and
in-service teacher training pogroms, particularly in higher
education could boost L2 grit and foster efficient teaching,
particularly during the Covid-19 pandemic and university
lockdown. These programs are expected to pinpoint the effective
path for enhancing their effective teaching.

Limitations and suggestions for future
researchers

The findings of this research suffer from some limitations:
Firstly, this study employed quantitative design. To have a
deeper understanding of the causal links among the variables,
future research can apply mixed-method approaches to
delve into the relationship between university professors’ ER,
self-efficacy, L2 grit, and other teacher-related constructs
(e.g.,
job
immunity). Secondly, the effects of participants’ demographic

work engagement, autonomy, critical thinking,

satisfaction, reflective teaching, self-regulation, and
variables on ER, self-efficacy beliefs, and L2 grit were not
explored, which can be a suggestion for future research.
Lastly, due to practical constraints, the participants were
chosen according to convenience sampling. Which is not
truly representative. Therefore, results from this study
should be interpreted and generalized with great caution.
Concerning delimitations, this study is to focus on the
employed ER strategies by EFL university professors at
the workplace. Furthermore, to assess EFL university
professors ER, a trait approach was utilized. That is,
frequently and intensively ER strategies in response to
emotional experiences at the workplace were assessed
retrospectively.

As a future research avenue, it is recommended to use a
new method of data gathering called the Experiential Sampling
Method (ESM) in future studies, which can assess emotions
at the intra-individual level. The experience sampling method
(ESM) is used to evaluate emotions contextualized in real-
world settings. This method helps researchers decrease memory
biases and increase ecological validity, and hypothesize testing
at the between- and within-person levels. Furthermore, it is
recommended to undertake further research to explore whether

TER influences their learners’ ER. As a further suggestion,
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researchers can explore the relationships between ER, self-
efficacy, and L2 grit in other educational contexts such as schools
and private language institutes.
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It is deemed that the effectiveness of teachers is highly entangled
with psycho-emotional constructs, such as critical thinking (CT), emotion
regulation (ER), and immunity. Despite the potential roles of CR, ER, and
immunity, their possible relationships have remained unexplored in the higher
education context of Iran. To fill in this lacuna, this study explored the potential
role of CT and ER in university teachers’ immunity in the Iranian higher
education context. For this purpose, a total of 293 English university teachers
were selected using a convenience sampling method. They were invited to fill
out the Watson-Glaser Critical Thinking Appraisal-Form, Language Teacher
Emotion Regulation Inventory, and Language Teacher Immunity Instrument.
The findings of path analysis indicated that the university teachers with higher
CT were more productively immunized. Moreover, the results revealed that
ER could predict the university teachers’ immunity. The findings of the study
lead to this implication that higher order thinking skills, emotion regulatory
strategies, and immune enhancement should be incorporated into educational
programs of higher education.

KEYWORDS

higher education, EFL University professors, critical thinking, emotion regulation,
language teacher immunity, path analysis

Introduction

Clarifying the concept of effective teaching in both schools and higher education
and conceptualizing the clear model of the effective teacher is not an easy task and
is inherently contentious (Ericksen, 1984; Feldman, 1986; Brown and Atkin, 1988),
since the term effective can be interpreted differently by different people and in a
different context. Despite its long history, there is no agreed-upon definition for it. For
instance, Hopkins et al. (1998) postulated three broad dimensions of effective teaching.
The first dimension is teaching effects, a concept that reflects both teaching skills and
teaching behaviors. The second relates to the acquisition of effective teaching models a
teacher establishes in his/her classroom. The third dimension embraces teacher artistry,
which highlights the teachers’ responsibility for creating the conditions for effective
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learning. From Acheson and Gall’s perspectives (Acheson
and Gall, 2003), effective teaching involves the ability to
provide instruction that creates an instructional climate that
causes students to develop positive attitudes toward school
and self (engaged and efficacious learners), helps students to
develop the knowledge, skills, and understandings intended by
curriculum objectives, and responds to initiatives for curriculum
change so that the new curriculum’s intents are fully realized.
Burroughs et al. (2019) defined teacher effectiveness in terms of
teacher experience, teacher professional knowledge, and teacher
behaviors (p.8). Likewise, Elliott (2010) stipulated that teacher
effectiveness is a combination of personality and ability, wherein
the former is being regarded as a key factor (p.14).

Considering the pivotal role of effective teaching, Elliott
(2010) identifies two subtopics related to teaching effectiveness:
“effective teacher characteristics may be summarized as
measuring who I am or the essence of teaching, whereas
teacher effectiveness may be summarized as what I do or the
process/product of teaching” (p. 1). From a social cognitive
perspective, effective teachers are self-regulated individuals
who take appropriate actions leading to the successful
accomplishment of their professional tasks (Randi, 2004). In
Feldman’s perspective (Feldman, 1986), enthusiasm, positive
self-regard, energy, and positive regard for others are the
significant qualities of an effective teacher. In other words,
the skills needed for effective teaching involve more than just
expertise in an academic field. Effective teaching occurs best
when teachers are empowered with desirable behavior and
personality traits. Among several qualities and personality traits
that are defined as the attributes of an effective teacher, ER,
critical thinking (CT), and immunity, as well as their reciprocal
relationships have remained uncharted territory in educational
research, particularly in higher education. In addition, various
challenges of the 21st century require more reflections on the
contributing role of higher order thinking skills and self-aid
constructs, fostering effective teaching.

Teaching bound with emotional experiences and teachers
believe that regulating their emotions at the workplace leads
to effective teaching (Sutton et al., 2009). Teacher ER refers
to their abilities to manage and modify emotional experiences
and expressions (Buri¢ et al., 2017). ER empowers teachers to
change the intensity and duration of their emotional experiences
at the workplace (Chang and Taxer, 2020; Frenzel et al., 2021;
Heydarnejad et al., 2021c), which have significant implications
for manifesting teachers’ effectiveness. Despite its relevance, and
perhaps because of its complexity, teachers’ ER, particularly
English teachers’ ER, is still in its infancy, and awaits further
research (Buri¢ et al.,, 2017; Alipour et al., 2021; Heydarnejad
et al., 2021c). More specifically, Frenzel et al. (2015) asserted
that teachers’ emotions are different depending on different
subjects and groups of students. Hence, each context is worth
exploring as it may show different findings in comparison with
other contexts.
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As Chen and Cheng (2021)
emotionality and rationality as inevitable parts of teaching
Thereby, the

indisputable relevance of emotions and cognition at the

stipulated, handling

contribute effective teaching. regarding
workplace for teachers’ effectiveness, it is important that
teachers are armed with effective strategies and higher order
thinking skills. CT as higher order thinking skills refers to
analyzing and evaluating of the information through reflection
and reasoning (Dewey, 1933; Paul, 1988). Through the lenz of
CT, teachers think critically about their teaching strategies and
look for evidence of effective teaching. It was evidenced that CT
is associated with teachers’ resilience (Ayoobiyan and Rashidi,
2021), self-regulation (Heydarnejad et al., 2021a), teaching style
in higher education (Amirian et al., 2022), and professional
identity (Sheybani and Miri, 2019). In addition, CT not only
benefits individual university teachers but also the society as
a whole.

The new born notion of language teacher immunity works
as a defensive mechanism against different constraints in the
realm of language teaching (Hiver and Dornyei, 2017; Rahmati
et al,, 2019). Language teacher immunity can act as a shield
to protect university teachers against high-intensity chaos and
complexities of educational settings. What emerges from the
review of the scare literature on language teacher immunity, it
is positively correlated with teacher-related positive constructs
(e.g., Hiver, 2017; Haseli Songhori et al., 2018; Rahimpour et al.,
2020; Li, 2022). Yet, there is a dearth of literature about language
teacher immunity, especially in higher education which echoes
for more profound studies to investigate different aspects of
language teacher immunity. To the best knowledge of the
researcher, to date, no study has inspected these theoretically
associated constructs within a single framework to disclose how
they are linked with one another and consequently, how they
affect teachers’ job effectiveness. Therefore, more research is
needed to fill this gap.

Literature review

Emotion regulation

The term emotion is derived from the Latin word “emovere”,
which means to stimulate (Hargreaves, 1998). It means that the
experienced emotions give direction to individuals’ actions. To
capture the concept of emotion, various definitions were posed
based on different theoretical conceptualizations generated from
physiology, philosophy, history, sociology, anthropology, and
psychology (Hargreaves, 1998; Oatley, 2000; Frenzel, 2014;
Buri¢ et al.,, 2020; Uzuntiryaki-Kondakei et al., 2022). These
conceptualizations share a common point in sense that ER is a
complex, multi-component construct with different dimensions,
namely, subjective, cognitive, motivational, expressive, and
physiological (Lazarus, 2001; Scherer, 2009). Moreover, two
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outlooks can be defined for teachers’ emotions: considering
emotions as short-lived and relatively intense episodes or
explaining them in a more trait-like manner or as relatively
stable in time (Rosenberg, 1998). From a trait-like perspective,
the average frequency of experienced emotions in teachers’
professional lives is considered (Wood et al, 2008). In the
current research, a trait-like manner is used to inspect university
teachers’ ER at their workplace.

Emotions are socially constructed phenomena that are
uncovered in social interactions with others (Chahkandi
et al, 2016). In other words, emotions derive their shape
and meaning from the ideas and practices in the larger
socio-cultural context (Boiger and Mesquita, 2012; Luque-
Reca et al, 2022). The cultural context also plays a critical
role in several aspects of individuals’ emotional experiences.
The ways of expressing and managing emotions are mostly
consistent with the values, goals, and concerns in each
cultural model. Interdependent cultures expect individuals
to define themselves more in relation to others, prioritize
harmony and interconnection, and try to adjust to each other’s
expectations (Chahkandi et al., 2016). Independent cultures,
on the contrary, emphasize preserving individuals’ autonomy
through underlying individuals’ uniqueness and self-esteem
(Boiger and Mesquita, 2012; Ford and Mauss, 2015).

Additionally, cultures are not similar in the appraisals of
the emotion-antecedent events (De Leersnyder et al, 2013).
For instance, offensive situations are considered as threats
to individual’s autonomy and self-worth in North American
contexts and asking individuals to cultivate high self-regard,
assertiveness, and aggression. By contrast, offensive situations
in Japanese contexts were interpreted as threats to social
relationships and required individuals’ understanding of the
other persons’ motives to be resolved (Chahkandi et al., 2016).
Cultures also influence emotion display rules and individuals’
motivation to exercise self-regulation (Ford and Mauss, 2015).
That is, collectivist cultures (e.g., Asian American and Japanese
contexts) tend to use ER more frequently and exert greater levels
of emotion suppression than European American people (Gross
et al., 2006). More specifically, cultures differ in the adaptation
of ER strategies (Ford and Mauss, 2015). Cultures also are not
similar in dealing with status and power relationships. Thus,
they may expect the expression of emotions that maintain status
and power and avoid emotions that threaten this differential
(Matsumoto, 2006).

Teachers, in particular language teachers, experience various
ups and downs at the workplace, which can trigger pleasant
and unpleasant emotions. As Hargreaves (1998) put it,
“emotions are at the heart of teaching” (p. 835). Teachers’
emotional experiences affect their relationships with others
(Richards, 2022), identity (Jones and Kessler, 2020), self-
efficacy (Chen, 2018; Buric et al., 2020), pedagogical adoptions
(Chen, 2020), work engagement (Buri¢ and Macuka, 2017), as
well as self-regulation, and teaching style in higher education
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(Heydarnejad et al., 2021a). Appraisal and attribution theories
(Frenzel, 2014; Jacob et al., 2017; Frenzel et al., 2021) are
the models used for explaining teachers’ emotions. Appraisal
theory is based on the indirect association between emotion
and situation (Moors et al., 2013) and includes the following
sub-sections: goal consistency, goal conduciveness, coping
potential, goal attainment/impediment responsibility, and goal
significance (Frenzel, 2014). Attribution is defined as a specific
evaluation of the perceived causes of events (Jacob et al., 2017).

ER involves physiological, behavioral, and cognitive
processes that each person utilizes to monitor, evaluate, and
modulate their emotional experiences (Gross, 1998; Gross and
John, 2003; Gross and Thompson, 2007). That is, ER acts as
a campus and gives direction to individuals’ emotions (Gross,
1998, 1999). The employed strategies in ER helps teachers
to manage both pleasant and unpleasant emotions (Taxer
and Gross, 2018). The activation of a regulatory goal, the
engagement of regulatory processes, and the modulation of the
emotion trajectory are the three core features of many diverse
types of ER (Gross and Barrett, 2011). It is worth highlighting
that ER activities may also happen explicitly or implicitly (Gross,
2014). In previous studies, explicit and implicit processes in
ER are considered separately (Masters, 1991). However, it is
recommended to consider ER processes as a continuum ranging
from explicit, conscious, and controlled regulation to implicit,
unconscious, effortless, and automatic regulation (Gyurak et al.,
2011).

Theoretically, ER is supported by the process-oriented
model of ER (Gross, 1998). The process-oriented model of ER
is comprised of five temporal points (i.e., situation selection,
situation modification, attention deployment, cognitive change,
and response modulation). Recently, a model for the language
teacher ER was proposed based on extensive review of the
existing literature, the theoretical conceptualizations on ER in
general, and teacher ER in particular (Heydarnejad et al., 2021c).
This model involves six dimensions, i.e., situation selection,
situation modification, attention deployment, reappraisal,
suppression, and seeking social support. The three dimensions
of situation selection, situation modification, and attention
deployment were rooted in Gross’s process-oriented model of
ER (Gross, 1998). Reappraisal and suppression were based on
Gross and John’s conceptualization (Gross and John, 2003),
and seeking social support as the last dimension was inspired
by Jennings and Greenberg (2009) as well as Taxer and Gross
(2018).

Research on university professor ER seems to be scarce.
However, the conducted previous studies on teacher ER
highlighted teacher-related variables, which affect or are affected
by ER. As an example, Chang (2020) examined the relationship
between teachers’ beliefs about emotional display rules in
the class, the attitudes toward ER strategies, and feelings of
burnout. Based on the data analysis, display rules influenced
expressive suppression and burnout. Moreover, the effect of
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cognitive reappraisals on teacher burnout was significantly
negative. Results of this study emphasize that teacher education
should be designed to help teachers to evaluate their beliefs
about display rules and to involve in cognitive reappraisal. In
another study, Morris and King (2018) investigated the role
of emotion regulatory strategies in manipulating frustration
among university language professors. Their findings suggested
that university language professors employed ER strategies that
increased their levels of confidence and helped overcome the
stressors. The influence of ER strategies in return for classroom
misbehavior in response to classroom misbehavior was explored
by Chang and Taxer (2020). They found out that teachers who
usually reappraise in the face of their learners’ misbehavior are
less probable to experience unpleasant emotions. Their findings
show how teachers could regulate their negative emotions in
the face of student misbehavior. By the same token, Fathi et al.
(2021) explored the association between teacher reflection, self-
efficacy, burnout, and ER among Iranian English teachers. The
results of the structural model confirmed that ER would mediate
the influences of teacher reflection and teacher self-efficacy on
teachers’ burnout among English teachers. In their conclusion,
they offer some practical measures for teachers to monitor their

emotional states.

Critical thinking

CT was introduced by Socrates about 2 centuries ago, who
maintained that assuming, questioning, reasoning, analyzing,
and evaluating the inferences of individuals’ activities are vital to
justify their declarations (Fisher, 2001). Although CT has been
applied in various territories (Philosophy, cognitive psychology,
and education research), no unified definition was suggested
for it (Thomas and Smoot, 1994; Solon, 2003). According to
Halonen (1995), CT is mystified concept. Similarly, Fasko (2003)
asserted that “there is no consensus on a definition of critical
thinking” (p.8). From Dewey’ perspective (Dewey, 1933), CT is
active and regular evaluation of assumptions and suppositions
to reach convenient inferences. Based on Paul (1988), CT is a
higher order thinking skill, which involves analysis, syntheses,
and evaluation. Furthermore, Halpern (2003) defined CT as the
application of mental processes and cognitive skills, which foster
the probability of desired behaviors.
Ennis (1996) defined CT
as the intellectually disciplined process of actively and
skillfully
information generated by observation
Based on Thomas and Lok (2015), CT is formulated by
knowledge, skills, and disposition. Moreover, Choy and
Cheah (2009) defined teacher cognition through the lens of
CT and concluded that these two constructs are integrated.

From another viewpoint,

conceptualizing, synthesizing, and evaluating

and reflection.

More specifically, no concrete learning benchmarks are
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illustrated for CT progress (Stapleton, 2011). In spite of
various proposed definitions and postulations, it is widely
accepted that CT is a vital part of any successful education
(Zhang et al., 2020; Heydarnejad et al., 2021a; Azizi et al,
2022).

Dewey (1933) was the first one who discussed about
the importance of higher order thinking skills in education.
He highlighted that reflective and CT skills must substitute
the traditional ways of teaching, which concentrate on
memorization and surface learning. As Davidson and Dunham
(1997) argued, CT skills are teachable; thus, teachers a play
significant role in teaching CT and developing critical minds
(Bourdillon and Storey, 2002; Mason, 2008). In so doing,
the teachers should learn how to think critically. About the
crucial role of CT and its enhancement, Zhang et al. (2020)
have conducted a study among English university teachers to
gauge their attitudes toward CT and its applications in their
teaching. As their findings revealed, English university teachers
confirmed that CT should be an integral part of classroom
teaching. In addition, it was also concluded in another recent
study that CT and self-regulation give directions to teachers’
preferred teaching styles (Heydarnejad et al,, 2021b; Parveen
etal., 2022).

Furthermore, it was approved that CT influenced teachers’
professional identity (Sheybani and Miri, 2019). In this
regard, Jenkins (1998) asserted that CT skills broaden teacher
competencies and help them to build greater autonomy at work.
The contributions of teachers’ metacognitive skills, academic
self-efficacy, and their CT skills is supported by Kozikoglu
and Babacan’s findings (Kozikoglu and Babacan, 2019). They
highlighted the need for more research to understand how
higher order thinking skills can be practiced among teachers.
Taken a similar path, Sadeghi et al. (2020) sought to inspect
qualitatively the constructs of CT from viewpoints of the
English teachers and learners. Based on data analysis, they
suggested some strategies for reinforcing CT ability such as:
Discussion, group working, Interpretation, Open-mindedness,
self-awareness, to name a few. In this study, pedagogical
implications for English teachers were suggested to practice
CT skills among their learners. They also invited curriculum
developers and syllabus designers to consider CT activities in
teaching materials and support in-service classes for teachers.
Although the role of teachers’ CT in their progress at work
and implementing CT in their students is approved by different
empirical studies, some teachers still used rote learning. It
is of great importance to engage learners at schools as well
as universities to ponder on challenging questions and make
inferences (Sadeghi et al., 2020; Heydarnejad et al., 2021b; Rezai
et al,, 2022). The nature of CT, teachers’ lack of knowledge and
experience, as well as their inabilities in fostering CT skills may
be among the possible reasons for not applying CT in the major
parts of teaching (Buskist and Irons, 2008).
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Teacher immunity

Stemmed from the Latin word “immunis”, teachers
immunity is a recently introduced concept to language teaching
discipline (Hiver and Dérnyei, 2017). Biologically, immunity is
defined as a protective system that activates naturally occurring
antibodies and plays down infection through biochemical
reactions (Janeway et al., 2005). It works as a defensive system
that fights against pernicious, undesirable, or detrimental effects
of the external environment (Hiver, 2015). Similarly, teacher
immunity refers to a defensive and adaptive mechanism, which
works against various conflicts and challenges at the workplace
(Hiver, 2015, 2017). As Hiver and Dornyei (2017) stipulated,
teacher immunity is an amalgamation of motivation to teach,
psychological wellbeing, and openness to change on one end and
teaching pressures, burnout, and attrition on the other end of
the spectrum.

The formation of teacher immunity is based on self-
organization theory that is adapted from complexity theory
(Larsen-Freeman, 2012; Sampson, 2022). Self-organization
refers to a process through which the complete function of a
dynamic system alters through the interaction of different parts
of that system (Larsen-Freeman, 2012; Gooran et al, 2022)
and includes four developmental stages: triggering, coupling,
realignment, and stabilization (Rahmati et al,, 2019). Similar
to its origin in biology, teacher immunity is of two kinds:
productive immunity and maladaptive immunity (Hiver and
Dornyei, 2017; Sutarto et al., 2022). As a protective armor, the
former protects teachers against stress, failure, burnout, and
the like. In contrast, the latter negatively affects the teaching
processes to make them fossilized (Hiver and Dornyei, 2017).
Different factors may trigger maladaptive immunity, such
as avoidance-oriented behaviors (Hiver and Dornyei, 2017)
or resistance to change or innovation (Bullough and Hall-
Kenyon, 2012; Xu et al., 2022). Productive immunity influences
teachers’ thinking style, acting in social contexts, as well as
professional identity (Hiver, 2017; Hiver and Dornyei, 2017).
More precisely, language teacher immunity can be classified
as productive immunity, maladaptive immunity, the state
of immunocompromised, and partial immunity. Productive
immunity refers to a vigorous form of teacher immunity,
while maladaptive immunity is the counterproductive form
of teacher immunity. Immunocompromised means having
not developed any coherent form of teacher immunity,
and partially immunized refers to halfway features of
teacher immunity.

What emerges from the review of the sparse literature on
teacher immunity, this road is untrodden and calls for further
studies to shed light on its associations with other teacher-related
constructs. After the introduction of language teacher immunity
by Hiver (2015, 2017) and (Haseli Songhori et al., 2018), the
dominant type of employed immunity strategy was investigated
among Iranian English teachers by Haseli Songhori et al. (2018).
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They found out maladaptive immunity was the predominant
type of immunity among Iranian English teachers. Furthermore,
followed
stabilization, in

they concluded that Iranian English teachers
triggering, coupling, realignment, and
forming their immunity. In the same vein, Rahimpour et al.
(2020) applied a path-analysis approach and postulated a
model on the factors predicting language teacher immunity.
Based on their findings, language teacher immunity is
indirectly influenced by agreeableness, extroversion, and
emotionality through job insecurity and reflective teaching.
They also concluded that the influence of job insecurity
on reflective teaching and language teacher immunity was
significantly negative.

Along the same path, the relationship between autonomy,
emotions, engagement, and immunity of experienced in-service
teachers was investigated by Azari Noughabi et al. (2020).
As the results of multiple regression suggested, language
teacher immunity could be significantly predicted by teachers’
autonomy, emotions, and engagement. Among the three
variables under study, teacher autonomy was found to be the
strongest predictor of experienced EFL teachers immunity.
The implications of this study ask for providing EFL teachers
with opportunities to exercise autonomy and regulate emotions
through teacher education courses, which in turn foster
productive immunity. Moreover, the contributions of L2 grit and
work engagement to EFL teachers’ immunity examined (Azari
Noughabi et al., 2022). Their findings reflected those higher
levels of work engagement and L2 grit immune EFL teachers
in the face of different challenges during their professional
lives. In a recent study in China, Li (2022) concluded that the
relationship between EFL teachers’ immunity, mindfulness, and
work engagement was significantly positive. This study also
necessitates the use of training courses for language teachers
to enhance EFL teachers’ immunity development, mindfulness,
and engagement.

Objectives of the present study

In spite of its relevance, and perhaps because of its
complexity, teachers’ ER and immunity, in particular English
university teachers ER and immunity has remained an
uncharted territory that awaits further research (Buri¢ et al,
2017; Hiver and Dornyei, 2017; Rahimpour et al., 2020;
Alipour et al, 2021; Heydarnejad et al., 2021c). More
importantly, Frenzel et al. (2015) asserted that teachers
emotions are different depending on different subjects and
groups of students. Hence, each context is worth exploring
as it may show different findings in comparison with other
contexts. Most of the existing studies on teachers’ ER has
been conducted within a theoretical framework of stress
and coping (Lewis and Haviland, 1993) or in the context
of emotional labor (e.g., Hargreaves, 1998, Isenbarger and
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Zembylas, 2006; Azari Noughabi et al., 2020, 2022). Regarding
teacher immunity, few empirical studies (Hiver, 2015, 2017;
Haseli Songhori et al., 2018; Rahimpour et al., 2020) and only
one theoretical study (Hiver and Ddérnyei, 2017) have been
conducted among language teachers. Thereby, the realm of
higher education still remained untouched and calls for more
identical studies that put forward a clear picture of university
professor immunity.

Furthermore, it is generally accepted that CT has numerous
benefits for teachers, but little is known about how it interacts
with two other essential constructs, i.e., language teacher ER
and immunity, especially in higher education. Leafing through
the existing literature reflects that the possible relationship
between ER, CT, and immunity has not been brought to the
foreground of research foci (Gross and Thompson, 2007; Buri¢
etal., 2017; Rahimpour et al., 2020; Sadeghi et al., 2020; Li, 2022),
particularly in higher education (Fathi and Derakhshan, 2019;
Chang, 2020; Chang and Taxer, 2020; Heydarnejad et al., 2021a;
Amirian et al., 2022). To this end, the present study sought to
propose a model to display the contribution of CT as well as
ER to immunity in higher education (see Figure 1). Considering
the abovementioned objectives, the current investigation put
forward to answer the following research questions:

RQ1: To what extend does English university teachers’ critical
thinking predict their immunity?

RQ2: To what extend does English university teachers
emotion regulation predict their immunity?

In line with the above research questions, the following null
hypotheses were formulated:

HO1.
their immunity.

English university teachers CT does not predict

HO02. English university’ teachers” emotion regulation does
not predict their immunity.

Theoretical model

The present study is built on the assumption that university
teachers’ immunity is affected by CT and ER. That is, it is
hypothesized that university teachers’ immunity is shaped with
their CT and ER.

Method of the study

Research design

The researchers employed a correlational design for the
present study. As noted by Riazi (2016), a correlational design
is used to explore the correlations between some variables
without controlling or manipulating any of them. Overall, the
researchers used a correlational design to uncover the role of CT
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and ER in university teachers’ immunity in the Iranian higher
education context.

Setting and participants

The present study was run at state-run universities in Iran.
They are under the direct supervision of Ministry of Science,
Research and Technology. The primary mission is to guarantee
free education and physical training for everyone at all levels,
and the facilitation and expansion of higher education. Using a
convenience sampling method, a total of 293 English university
teachers were selected from 25 run-state universities. According
to Riazi (2016), the convenience sampling method is a non-
probability sampling method adopted by researchers to gather
data from a conveniently available pool of participants. They
included both men (n = 171) and women (n = 122) aged from
31 to 52. They had different majors, including English Teaching
(n =110), English Literature (n = 74), English Translation (n =
61), and Linguistics (n = 48). Due to logistical limitations, the
participants’ years of teaching and teaching location were not
controlled. Of particular note is that the participants declared
their consent to participate in the study orally. The researchers
ensured that their responses would be kept confidential and they
would be kept informed about the final results.

Instruments

Watson—Glaser critical thinking appraisal-form

The Watson-Glaser Critical Thinking Appraisal Form
(1980) was the applied instrument to explore CT among the
participants. This instrument was generated from Watson and
Glaser (1980) and includes the following sections: inference,
recognizing of assumptions, making deduction, interpretation,
and evaluation. In a study conducted by Watson and Glaser
(2002), the scale presented acceptable validity and reliability. In
the present study, Cronbach Alpha was 0.944, which indicated
acceptable reliability.

The language teacher emotion regulation
inventory

The Language Teacher Emotion Regulation Inventory
(LTERI), designed and validated by Heydarnejad et al. (2021¢),
was employed to gauge university teachers’ ER strategies. They
were required to consider similar situations from their teaching
experiences at the workplace and rate the statements in the
light of their preferred ER strategies. The LTERI consists of
27 items on a five-point Likert scale anchored by 1 (“never”)
and 5 (“always”) with six components, i.e., situation selection (5
items), situation modification (5 items), attention deployment (4
items), reappraisal (5 items), suppression (4 items), and seeking
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Theoretical structural equation model.

social support (4 items). The reliability for all sub-scales of the
LTERI was acceptable (ranging from 0.718 to 0.814) in a study
by Heydarnejad et al. (2021¢). In the current study, the reliability
of the LTERI estimated through Cronbach’s alpha was acceptable
(ranging from 0.735 to 0.932).

The language teacher immunity instrument

To measure the participants immunity, the Language
Teacher Immunity Instrument (LTII), designed and validated
by Hiver (2017), was utilized. This instrument is composed of
39 items in 7 sub-scales, each with a 6-point response scale
(1 = strongly disagree; 6 = strongly agree). The sub-scales
of this instrument are as follows: Teaching self-efficacy (7
items), Burnout (5 items), Resilience (5 items), Attitudes
toward teaching (5 items), Openness to change (6 items),
Classroom affectivity (6 items), and Coping (5 items). In
the current investigation, the reliability of the LTII estimated
through Cronbach Alpha was acceptable (ranging from 0.831
t0 0.948).

Data collection procedures

The participants were selected based on convenience or
opportunity sampling procedures, and they were assured that
their responses were entirely anonymous. A web-based platform
was employed to conduct this investigation, which was started
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in January and ended in June 2022. That is, the participants
received an electronic survey form including Watson-Glaser
Critical Thinking Appraisal-Form A, the Language Teacher
Emotion Regulation Inventory (LTERI), and The Language
Teacher Immunity Instrument (LTII) through Google Forms.
Since all teachers were qualified enough in English, the language
of all four scales was English and, in this way, a construct
irrelevant factor was avoided. Conducting the electronic survey
enables researchers to collect data from different regions with
varying age groups and teaching experiences. Altogether 293
forms were received with an 87.2% return rate. Moreover, no
data were missed due to the design of the electronic survey.

Data analysis procedures

As the first step, the reliability of the instruments was
checked by Cronbach Alpha formula. Then, the normality
distributions of the data were checked through the Kolmogorov-
Smirnov Test. Further, descriptive statistics were used to
describe the data. Finally, as the data were normally distributed,
confirmatory factor analysis (CFA) and structural equation
modeling (SEM) using LISREL 8.80 were employed to analyze
the data. That is, all latent variables were validated using CFA
before testing a structural model (Hair et al., 1998). SEM as a
robust multivariate procedure was used to take a confirmatory
hypothesis-testing approach for the proposed structural theory
(Schreiber et al., 2006).
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TABLE 1 The results of descriptive statistics of the english university teachers’ critical thinking, emotion regulation, and immunity.

Inventory N Minimum Maximum Mean Std. deviation
Inference 293 1.00 5.00 3.874 0.854
Recognizing of assumptions 293 1.00 5.00 3.646 0.726
Making deduction 293 1.00 5.00 3.715 0.440
Interpretation 293 1.00 5.00 3.636 0.619
Evaluation 293 1.00 5.00 3.735 0.678
Situation selection 293 1.20 5.00 3.666 0.890
Situation modification 293 1.00 5.00 3.853 1.011
Attention deployment 293 1.00 5.00 3.928 0.653
Reappraisal 293 1.00 5.00 3.512 0.714
Suppression 293 1.00 5.00 2.555 0.643
Seeking social support 293 1.00 5.00 3.921 0.818
Teaching self-efficacy 293 1.00 6.00 4.632 0.493
Burnout 293 1.00 5.80 2.451 0.764
Resilience 293 1.00 5.60 4.543 0.643
Attitudes toward teaching 293 1.00 5.86 4.623 0.518
Openness to change 293 1.17 6.00 4.187 0.495
Classroom affectivity 293 1.00 6.00 3.996 1.051
Coping 293 1.00 6.00 4.807 1.091
Results the normed fit index (NFI) were utilized to evaluate the model

The results of
relationship between CT, ER, and immunity were presented

statistical analysis to probe into the

here. Table I reported the descriptive statistics of English
university teachers’ CT, ER, and immunity.

As Table 1 presented, among the CT subscales inference
(M = 3.874, SD = 0.854) and evaluation (M = 3.735, SD =
0.678) got the highest mean scores. Regarding the Language
Teacher Emotion Regulation subscales, attention deployment
(M = 3.928, SD = 0.653) and seeking social support (M = 3.921,
SD = 0.818) show the highest mean scores. Moreover, among
the Language Teacher Immunity subscales, coping (M = 4.807,
SD = 1.091) and teaching self-efficacy (M = 4.632, SD = 0.493)
displayed the highest mean scores.

As the following step, the data distributions were examined
to make a logical decision about applying appropriate
statistical methods. To do so, the Kolmogorov-Smirnov
test was used to check the normality distributions of
the variables.

Based on Table 2, the sig value for all the scales and their
subscales was higher than 0.05, which the data were normally
distributed. Thus, parametric methods could be employed
for testing the related research hypotheses. The LISREL 8.80
statistical package was applied to explore the structural relations
among the variables in the present research.

The chi-square magnitude, the root-mean-square error of
Approximation (RMSEA), the comparative fit index (CFI), and
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fit. As Joreskog (1990) stated the chi-square should be non-
significant and the chi-square/df ratio should be lower than
3. Furthermore, the root-mean-square error of approximation
(RMSEA) is suggested to be lower than 0.1 (Joreskog, 1990).
The NFI with the cut value greater than 0.90, GFI with
the cut value greater than 0.90, and CFI with the cut value
greater than 0.90 indicates a good fit (Joreskog, 1990). As
Table 3 reported, the chi-square/df ratio (2.593) and the RMSEA
(0.074) were also acceptable. The other three fit indices, GFI
(0.938), NFI (0.944), and CFI (0.925) reached the acceptable
fit thresholds.

As Figures 2, 3 (model 1) illustrated, the impacts of CT
and LTER on LTI were positive. That means, CT significantly
and positively contributed to the English university teachers’
immunity (B = 0.76, t = 15.92). The significant role of university
professor ER on teacher immunity (8 = 0.82, t = 17.50) was
also reported.

Table 4 presented the chi-square/df ratio (2.773), the
RMSEA (0.078), GFI (0.932), NFI (0.941), and CFI (0.955)
related to the second model. Based on the Table 4, all of
the fit indices got the acceptable fit thresholds. The following
figures (Figures 3, 4) depicted the detailed relationships among
the variables.

Figures 4, 5 portray the contributions of CT and LTER to
LTT sub-components. As it was depicted, CT significantly and
positively contributed to the LTI sub-components: Teaching
self-efficacy (B = 0.85, t = 22.03), Resilience (B = 0.61, t
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TABLE 2 The results of kolmogorov—smirnov test.

Inventory Subscales Kolmogorov- Asymp. Sig.
Smirnov (2-tailed)
Z
Watson-Glaser Inference 0.689 0.729
critical thinking  Recognizing of 0.737 0.649
appraisal assumptions
Making deduction 0.707 0.699
Interpretation 1.081 0.193
Evaluation 0.796 0.551
LTERI Situation selection 0.711 0.694
Situation 0.705 0.702
modification
Attention 0.687 0.733
deployment
Reappraisal 0.817 0.517
Suppression 1.082 0.192
Seeking social 1.054 0.217
support
LTII Teaching 0.891 0.405
self-efficacy
Burnout 0.602 0.862
Resilience 0.895 0.399
Attitudes toward 0.907 0.383
teaching
Openness to change 1.186 0.120
Classroom 0.980 0.292
affectivity
Coping 0.872 0.432

= 12.90), Attitudes toward teaching (B = 0.81, t = 19.77),
Openness to change (B = 0.54, t = 10.11), Classroom Affectivity
(B = 0.70, t = 14.43), and Coping (p = 0.76, t = 18.77). By

contrast, the contribution of CT on Burnout ( = —0.64, t =
—13.46) was significantly negative.
Considering the contribution of LTER to LTI

subcomponents, the results was as follows: Teaching self-
efficacy (B = 0.87, t = 23.40), Resilience (8 = 0.71, t = 14.27),
Attitudes toward teaching (B = 0.83, t = 21.14), Openness to
change (B = 0.53, t = 10.05), Classroom Affectivity (B = 0.90,
t = 32.18), and Coping (B = 0.79, t = 15.28). In contrast, the
contribution of LTER to Burnout (8 = —0.57, t = —11.11) was
significantly negative.

Table 5 displayed that CT correlated positively with LTII
subcomponents as following: Teaching self-efficacy (r = 0.874,
p < 0.0.01), Resilience (r = 0.717, p < 0.01), Attitudes toward
teaching (r = 0.852, p < 0.01), Openness to change (r = 0.562, p
< 0.01), Classroom Affectivity (r = 0.723, p < 0.01), and Coping
(r = 0.814, p < 0.01). In contrast, the association between CT
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TABLE 3 The results of fit indices (model 1).

Model Cut value

x2 342.28
df 132

x2/df 2.593
RMSEA >0.1 0.074
GFI 0.9< 0.938
NFI 0.9< 0.944
CFI 0.9< 0.925
and Burnout was negative (r = —0.679, p < 0.01). Moreover,

about the relationships between LTER and LTII subcomponents,
the results were as follows: significantly positive with Teaching
self-efficacy (r = 0.895, p < 0.01), Resilience (r = 0.773, p <
0.01), Attitudes toward teaching (r = 0.895, p < 0.01), Openness
to change (r = 0.598, p < 0.01), Classroom Affectivity (r =
0.945, p < 0.01), and Coping (r = 0.845, p < 0.01); significantly
negative with Burnout (r = —0.589, p < 0.01).

Discussion

This study explored the possible role of CT and ER in English
university teachers’ immunity in higher education. The results
evidenced that CT is a strong predictor of the English university
teachers’ immunity. Based on the findings, it may be argued that
CT empowers the English university teachers to zoom on their
teaching processes leading to higher immunity. In other words,
aligned with the findings of the study, it may be argued that the
participants who were critical in their profession, they might
have gained a comprehensive understanding the planning,
implementing, and evaluating of the teaching processes. This,
in turn, might have empowered them to overcome the tensions
and unpleasant situations in their job. Accordingly, the first null
hypothesis stating that the English university teachers’ CT does
not predict their immunity was rejected. The contribution of
higher order thinking skills to English teachers’ immunity has
been confirmed in the previous studies (e.g., Rahmatietal., 2019;
Rahimpour et al., 2020; Atefi Boroujeni et al., 2021; Li, 2022). For
instance, Rahimpour et al. (2020) found that reflective teaching
and language teachers’ immunity were closely related. The
gained findings also corroborated with those of Rahmati et al.
(2019), emphasizing the cultivation of reflection in developing
language teachers’ immunity. Furthermore, the obtained results
offered a deeper picture of how the English university teachers’
CT may predict the different subskills of immunity. As the
findings depicted, the participants’ CT had significant positive
correlation with their self-efficacy, resilience, attitude toward
teaching, coping, openness to change, and classroom affectivity.
In line with the findings, it may be argued that critical
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FIGURE 2

Schematic representation of path coefficient values for the relationships between critical thinking, emotion regulation, and immunity (model 1).
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FIGURE 3
The T values for path coefficient significance (model 1).
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analysis of teaching experiences might have affected the English
teachers’ self-efficacy beliefs and led to positive attitudes toward
their job. The results are consistent with those of Amirian
et al. (2022) highlighting the strong correlation between
higher order thinking skills and self-efficacy. The relationship

Frontiersin Psychology

84

between the English teachers’ resilience and metacognitive
skills was also confirmed by Mehrabian et al. (2022). The
association between self-efficacy, resilience, and burnout was
also supported by the findings of Fathi and Saeedian (2020).
In the same line of inquiry, the link between CT and openness
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TABLE 4 The results of fit indices (model 2).

Model Cut value

x2 3217.82
df 1160
x2/df 2.773
RMSEA >0.1 0.078
GFI 0.9< 0.932
NFI 0.9< 0.941
CFI 0.9< 0.955

to change as one of the sub-components of personality trait
was concluded by Acevedo and Chelsie (2022), as well as
Frenzel et al. (2021). One possible reason for the gained findings
is that the English teachers who were highly reflective in
their job, they might have applied coping strategies result in
the promotion of perseverance and productive immunization.
Another justification for the findings may is that being
equipped with CT might have enabled the English university
teachers to show remarkable resilience in the face of tensions
and difficulties.

Moreover, another line of discussion for the gained findings
may be ascribed to view that the university teachers who were
more critical thinkers might have managed reappraisal tends and
coped with the challenges and difficulties of their jobs (Pe et al.,
2013; Sheppes et al.,, 2014). In other words, along with the gained
results, it may be argued that CT might be a way to immunize the
English university teachers productively in the face of tensions
and complexities of the working conditions. In support of this
argument, Wang et al. (2022) found the interrelationships of
teacher higher order thinking skills, positive emotions, and
resilience. Additionally, the findings receive support from the
past literature disclosing the noticeable contributions of CT
to the efficiency of English teachers (e.g., Sheybani and Miri,
2019; Sadeghi et al., 2020; Heydarnejad et al., 2021a; Amirian
et al., 2022). Furthermore, a part of the findings documented
that the relationships between the reflective teaching and
burnout were significantly negative. That is, it may be argued
that that the more the English teachers might evaluate their
teaching processes, the less chronic stress, emotional exhaustion,
feeling of ineffectiveness, and lack of accomplishment they
might experience. These findings are consistent with those of
the previous studies (e.g., Khodabakhshzadeh et al., 2017; Li
et al,, 2021), indicating a negative relationship between CT and
teacher burnout.

Additionally, the results documented that ER was highly
correlated with the English university teachers’ immunity. Thus,
the second null hypothesis stating that the English university
teachers ER does not predict immunity was rejected. In
other words, the findings documented that ER had positive
and significant contributions to self-efficacy, resilience, attitude
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toward teaching, coping, openness to change, and classroom
affectivity (the sub-scales of teacher immunity). Additionally,
the results demonstrated that the regulation of the English
university teachers’ emotions at the workplace decreased the
likeliness of burnout. Along with Wang et al. (2022), it
can be argued that psychological wellbeing might lead to
a productive configuration of immunity among the English
university teachers. In a same vein, Hiver (2017) argued that
the emotional wellbeing of English teachers would guarantee
the development of productive immunity. The findings of the
study are in line with those of Buri¢ et al. (2020), reporting
that teachers’ emotions performed as a filter governing the
way efficacy information is interpreted. Additionally, the results
are congruent with the findings of Donker et al. (2020).
They found that strong ER strategies played a significant
role in decreasing teachers’ emotional exhaustion and burn
out. Furthermore, the gained findings lend support to those
of Shen (2022), disclosing the mediator role of teacher ER
in managing teachers’ burnout, stress, and anxiety among
English teachers.

One possible explanation for the findings may be ascribed
to the view that the emotion-regulatory strategies might endow
a balance in the professional lives of the English university
teachers, leading to more enthusiasm and engagement in
teaching procedures. Additionally, the findings may be justified
from this perspective that ER might contribute to the latency,
rise time, magnitude, duration, and offset of emotional responses
and immunize university teachers productively. The findings of
the current study can be strongly supported by the underpinning
theories of CT, ER, as well as immunity. CT stipulated that
higher order thinking skills offer stages of conceptualization,
analysis, synthesize, reflection, and evaluation (Dewey,
1933; Paul, 1988). Productive immunity stemmed in self-
organization theory is a defensive mechanism act against
different experienced problems during the professional life
(Larsen-Freeman, 2012; Hiver, 2015, 2017). This rational can
be put forward that the strategies involved in higher order
thinking skill support self-awareness and self-organization lead
to productive immunity. Moreover, the model of teacher ER
suggests skillful teachers adapt efficient strategies in managing
their emotions (Heydarnejad et al., 2021c). Emotional balance,
which is the results of self-evaluation and self-organization
fosters productive immunity. In other words, cultivating
emotional regulation keeps university teachers’ immune system
productive. Reciprocally, optimizing immune competence
among university teachers fosters efficient instruction (Hiver
and Dérnyei, 2017).

In addition, it can be argued that CT skills and ER might
help the English university teachers to achieve a balance in
their personal and professional lives. That is, this rationale can
be put forward that thinking and evaluation allow university
teachers to delve into their behaviors and activities, giving them
a strong sense of self-awareness, self-regulation, self-monitoring,
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FIGURE 4
Schematic representation of path coefficient values for the influential role of critical thinking and self-efficacy on teaching style’ subscales
(model 2).
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TABLE 5 The results of the correlation coefficients among the english university teachers’ critical thinking, emotion regulation, and immunity.

on
=
=
=
o
=
e
= —
= =
O —
Critical thinking 1
Language Teachers Emotional Regulation Inventory 0.621** 1
Teaching self-efficacy 0.874** 0.895**
Burnout —0.679** —0.589**
Resilience 0.717%* 0.773**
Attitudes toward teaching 0.852** 0.895**
Openness to change 0.562** 0.598**
Classroom affectivity 0.723** 0.945**
Coping 0.814** 0.845%*

**Correlation is significant at the 0.01 level (2-tailed).

and self-assessment in the face of emotional experiences in
their personal and professional demands. Furthermore, it can be
implied that the more teachers practice reflective teaching, the
better they can manage and modify their emotional demands.
This finding is congruent with prior studies though limited and
quite rare in the EFL context, which focus on the relationship
between reflective teaching and teacher emotions (Zembylas,
2014; Bleakley et al., 2020; Gkonou et al., 2020; Song, 2021).

Conclusion

As noted above, the present study explored the role of the
English teachers’ CT and ER in immunity. The findings revealed
that the English teachers’ CT and ER contributed significantly to
immunity. That is, the English university teachers armed with
CT skills and ER strategies might manipulate their practices
and align them with the emotional display rules of their
profession. This implied that the English university teachers
were immunized with CT and ER to handle job obligations.

The implications drawn from the results of the current
study may be beneficial for teacher-educators to develop
more productive pre-service and in-service programs by
incorporating CT and ER in their syllabi. Additionally, teacher
preparation programs should consider more practical strategies
to enhance CT skills, ER strategies, and higher order thinking
skills for pre-service teachers. Considering the centrality of
university teachers’ affective status in how they deal with reform
initiatives, it is hoped that the outcomes of this research help
university teachers take practical measures to monitor and
manage their emotional states in English education in Iran
and in the broader international context. Besides, policymakers
are invited to consider these results in order to have a
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comprehensive picture of factors that contribute to the success
and failure of teachers and programs. Since language teacher
immunity is relatively a new construct, educators, teachers, and
policymakers need to become aware of its central role in the field.
Therefore, studies like the present investigation provide useful
insights for those involved in the language teaching profession.
Some limitations imposed on the present study that can
be considered as avenues for further research. First, as the
participants were chosen through a convenience sampling
method, more studies should be conducted in other higher
education contexts in the country to increase the generalizability
of the obtained findings. Second, as a quantitative method was
applied in this study, future studies can use mixed-methods
designs to inspect the association between CT, ER, and immunity
to present a comprehensive picture of the topic. Third, because
the present study was cross-sectional, future longitudinal studies
are needed to inspect the long-term contributions of CT and
ER to university teachers’ immunity. Fourth, because in the
present study, demographic variables such as teachers’ cultural
and socioeconomic background, major, mastery experience,
pedagogical training, and other possible explaining variables
were not explored. Thus, researchers are recommended to
consider university teachers demographic variables in similar
research studies in the future. Fifth, studies conducted within the
realm of educational psychology indicated that the performance
of the participants with different L1 backgrounds might differ
considerably from culture to culture and that the methodological
approaches to measure this issue in specific contexts might
not be comparable. Therefore, the relationships between ER,
CT, and immunity can be the target of future research in
other contexts and cultures. Sixth, it is recommended to
undertake further research to explore the possible contributions
of university teachers’ CT tendencies, ER, and immunity to
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their learners’ academic achievement. As further suggestion,
examining the relationships between ER, CT, and immunity with
other teacher attributed constructs, such as autonomy, reflective
teaching, self-regulation, L2 grit, and work engagement, are
recommended. Last but not least, as the present study focused
on the role of CT and ER in university teachers’ immunity,
interested researchers can explore the correlation between
teachers’ immunity and their job motivation, job satisfaction,
and job performance.
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Students’ evaluation of teaching is a teaching quality evaluation method and
teacher performance evaluation tool commonly used in Chinese and foreign
universities, and it is also a controversial hot issue in the field of teaching
evaluation. At present, the research results of students’ evaluation of teaching
in higher education are relatively rich, mainly focusing on reliability, validity
and its influencing factors, construction of index system, problems in practical
application and improvement strategies. The purpose of this article is to study
the relevant research results of the current Chinese and foreign academic
circles, in order to provide useful inspiration for the construction of the index
system and practical application of the ideological and political theory course
evaluation and teaching of Chinese college students.

KEYWORDS

students’ evaluation of teaching, review, comments, higher education, indicator
systems

Introduction

Students’ evaluations of teaching (SET) is an activity for students to evaluate teachers’
teaching effect and teaching quality, including the reliability, validity, content, form,
organization, and management of teaching evaluation. In the 1920s, the earliest college
student evaluation system in the world began in the United States. In 1915, Purdue
University in the United States gave birth to the first student evaluation scale, and in 1927
began to use the standardized student evaluation scale to evaluate teachers’ teaching, which
is considered to be the beginning of the student evaluation system (De Neve, 1991; Theall
etal, 2001). After the 1980s, the college student evaluation system began to be introduced
into China while it was widely used in famous universities in western countries and became
an important part of the western education system (Tu et al., 2019). In 2001, the Ministry
of education of the people’s Republic of China issued several opinions on Strengthening
Undergraduate Teaching in Colleges and universities and improving teaching quality,
which clearly pointed out that students should be involved in teaching management. Many
colleges and universities across the country responded positively and gradually applied
student evaluation to teaching management. Relevant research was gradually enriched, and
many suggestions on student evaluation were gradually adopted and implemented by
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colleges and universities (Wei and Liu, 2013). This article will
systematically analyze the relevant theoretical achievements of the
current Chinese and foreign academic circles, especially the
European and American World College Students” evaluation of
teaching, in order to provide useful enlightenment for the
construction of the index system and practical application of the
evaluation of Ideological and political theory courses for Chinese
college students.

Research methodology: Literature
analysis and logical analysis

This article is a literature review, so two main approaches have
been adopted: documentary analysis and logical analysis. In terms
of literature analysis, a large amount of literature has been
consulted in writing this article, and as there is a large body of
literature relating to Students” evaluation of teaching in higher
education, the authors has followed three principles in selecting
literature to read. The first is to look at the time of publication of
the literature, with priority given to those published recently; the
second is to look at journals and authors, with priority given to
well-known journals and authors; the third is to look at citation
rates, with priority given to those with high citation rates; and the
fourth is to pay particular attention to the two types of articles that
hold pro and con views on SET. In terms of logical analysis, this
article argues that the three most critical factors associated with
SET are the reliability and validity of SET, the indicator system of
SET, the problems that arise in the application of SET, and the
countermeasures taken. This article argues that, as a review, the
four most critical factors related to SET are reliability and validity,
indicator systems, problems arising in application and
countermeasures to be taken, and evaluation of the above
perspectives. Therefore, the logical framework of this article is: an
analysis of the reliability and validity of relevant SETs in the
existing literature, an analysis of the indicator system, and an
analysis of the problems associated with their practical application,
an evaluation of the above-mentioned views on relevant SETs, and
finally, a conclusion and recommendations.

Research on the reliability and
validity of students’ evaluation of
teaching in higher education

In students’ evaluation of teaching, reliability refers to the
degree to which students’ evaluation of teaching can stably reflect
teachers’ actual teaching level, which is manifested in the stability
or consistency of the evaluation results; Validity refers to whether
students’ evaluation of teaching can achieve the expected goals
and effects (Hong, 2010). Whether, it is reliable and effective is
directly related to whether students’ teaching evaluation can
be applied to teachers’ teaching evaluation. According to the
current research results of the academic circles, although there are
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many doubts about the reliability of College Students’ teaching
evaluation, the traditional view that its reliability is high has not
been overturned. The validity is also controversial (Uttl, 2021).
The mainstream view is that it is effective on the whole and has
been supported by abundant literature.

Views on the reliability of student’s
evaluation of teaching in higher
education

A skeptical view of the reliability of student'’s
evaluation of teaching

In the early research, due to the limitation of research design
and method, scholars mostly used the average score of the class to
measure the reliability of students’ teaching evaluation. Since this
method ignored the differences between individual students, it
exaggerated the students’ evaluation to a certain extent. Religious
reliability (Hocevar, 1991). With the development and application
of statistics and data analysis methods, scholars began to use more
scientific measurement tools to conduct empirical research on
students’ teaching evaluation reliability. Cheng and Zhang (2016)
tested the reliability of the samples from three levels: “inter-

» <

student reliability; “intra-course consistency” and “inter-item
reliability;” and concluded that the reliability index inflated due to
scoring inertia It cannot explain the reliability of the teaching
evaluation results, but shows that the reliability measurement
contains more interference information. Gao et al. (2010) and
other scholars used the intraclass correlation coefficient to
comprehensively evaluate the reliability of students’ teaching
evaluation and found that: in various indicators, students’ scores
on teachers’ teaching are relatively consistent, so they can be It is

judged that its rater reliability is high.

A favorable view of the reliability of student'’s
evaluation of teaching in higher education

In contrast to Gao et al. (2010) and Morley (2012) and other
scholars used the intra class correlation coefficient to
comprehensively evaluate the reliability of students’ teaching
evaluation and found that students’ scores of teachers’ teaching are
relatively consistent in all indicators, so it can be judged that their
raters have high reliability also believe that the SET tool used in
universities is reasonable, reliable, and effective.

Viewpoints on the validity of student'’s
evaluation of teaching in higher
education

View of sufficient effectiveness

He (2017) pointed out in his research that college students, as
classroom participants and stakeholders, have the most say in the
teaching effect, and have the necessary cognitive and judgment
skills, so students’ evaluation of teaching is scientific, objective and
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accurate. Li et al. (2017) believe that compared with other teaching
evaluation models, student evaluation of teaching has a more
direct and economical advantage, and establishes a teaching
system that is mainly based on student evaluation and
supplemented by expert evaluation and peer evaluation. A quality
assurance system is available. Foreign studies have also pointed
out that, from the long-term practice of the student evaluation
system in many colleges and universities, although there are
doubts, its effectiveness is worthy of recognition (Chau, 1997).
Numerous colleges and universities in North America, Europe,
and Asia are using student evaluations as a valid indicator to
measure teaching effectiveness, or as one of the determinants of
teacher promotion, tenure, pay-for-performance, or professional
development (Chen and Hoshower, 2003). Cashin and Downey
(1992) even argue that student evaluations are more reliable and
valid than any other data and can be used to improve teachers’
teaching.

View of insufficient effectiveness

Jang and Guan (2017) and Zhou and Qin (2018) believe that
students’ teaching evaluation is students’ subjective value
judgment of teachers’ teaching. Students may have unclear
cognition of teaching evaluation or negative random evaluation,
which leads to the deviation of teaching evaluation results and is
difficult to truly reflect the problems in teaching practice. Gu et al.
(2021) believes that students are still in the process of knowledge
accumulation, and the dislocation of teaching evaluation subjects
and perspectives caused by students’ teaching evaluation makes it
difficult for them to accurately grasp the information of teaching
activities, resulting in evaluation distortion. Morley (2012),
Spooren et al. (2013) and other foreign scholars pointed out that
although the methods of measuring the effectiveness of students’
teaching evaluation in some typical studies are widely spread,
some of them have logical problems, and educators have only
reached a consensus on some characteristics of proving the
effectiveness of teaching. Based on these characteristics, the
effectiveness of students’ teaching evaluation cannot be clearly
defined. Galbraith et al. (2012) also believes that the existing
evidence is insufficient to support the effectiveness of SET as a
general indicator to evaluate the teaching effect or student learning
effect. This paragraph should be deleted) Wolfgang Stroebe (2020)
also thinks that the existing evidence shows that students’
evaluation of teaching (sets) can not measure the teaching effect.

Factors affecting the reliability and
validity of student’s evaluation of
teaching in higher education

Since reliability is a necessary condition for validity, the
effectiveness of student evaluation of teaching needs to
be supported by reliable evaluation results, so the academic circles
generally consider the factors affecting reliability and validity
comprehensively. According to the current research results, the
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influencing factors can be divided into two categories: teaching
factors and non-teaching factors. Teaching factors include
teaching methods, teaching contents, teaching attitudes, teaching
means, etc. Non-teaching factors include students’ individual
factors, such as grade, gender, specialty, academic achievement,
teaching evaluation attitude, etc.; teachers’ personal factors, such
as teachers’ age, gender, professional title, teachers’ favorite degree
by students (Dennis, 2022); and curriculum factors, such as course
form, course time, course importance, course difficulty, etc. As the
teaching factors themselves belong to the content covered by the
students’ evaluation of teaching, their influence on the evaluation
results is positive. Therefore, the discussion of the influencing
factors in the academic circles mainly focuses on the non-teaching
factors that cause the deviation of the evaluation results.

Chinese scholars’ research on the influencing factors of
College Students’ teaching evaluation is mainly to collect the data
of influencing factor assumptions from students through
questionnaires and interviews, and combined with the teaching
evaluation results of specific colleges and universities, use
statistical methods to select appropriate models for data analysis,
so as to draw conclusions. Pan and Zhang (2016) concluded
through empirical research that students’ subjective cognitive
factors have a greater impact on the effectiveness of teaching
evaluation than objective factors such as grade, gender, academic
achievement, and so on. Li and Meng (2020) used the research
method of grounded theory to draw a conclusion that students’
evaluation of teaching is affected by four factors: students,
teachers, schools, and courses. If it is not handled properly, it is
prone to adverse selection, which affects the effectiveness of
teaching evaluation and the quality of school teaching. Long
(2019) pointed out after analyzing the teaching evaluation data of
students in Shantou University business school that there is no
inevitable positive correlation between the teaching evaluation
scores obtained by teachers and students’ grades of the course, and
the teaching workload of teachers has a significant negative impact
on the teaching evaluation scores.

Western scholars’ research on the influencing factors of
students’ teaching evaluation is more comprehensive, systematic,
and in-depth than domestic. However, because the influencing
factors of students’ teaching evaluation are too numerous, and
there are certain differences in the survey objects selected by
different students, there is no agreement on the degree of influence
of each factor. Gallagher (2000), Ginexi (2003), Heckert et al.
(2006), and other scholars found through research that students’
characteristics (such as gender, personality, expected score of
curriculum, emotion toward teachers, grade, learning expectation,
major, attitude toward curriculum and teaching evaluation, the
proportion of students participating in teaching evaluation in the
total number of students, confidence in the effectiveness and
influence of their teaching evaluation results, etc.), Teachers
characteristics (such as gender, age, educational background, rank,
relationship with students, charm and image, etc.) and curriculum
characteristics (such as curriculum time, class size, curriculum
nature, assessment form, etc.), and even whether the evaluation of
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teaching is anonymous, and whether the evaluated teachers
participate in the evaluation process may have varying degrees of
impact on the evaluation behavior of college students in a specific
way (Kekale, 2000).

Research on the indicators of
student’s evaluation of teaching in
higher education

In the process of college students’ teaching evaluation,
reasonable teaching evaluation indicators are particularly
important. It plays a key role in the accuracy and influence of
teaching evaluation results, and is the premise and basis for
students’ teaching evaluation to help improve teaching quality. The
research and analysis of college students’ teaching evaluation
index includes not only the construction of the specific content of
the teaching evaluation index, but also the discussion of the
theoretical principles that should be followed in the construction
of the index. As the central link of college students’ teaching
evaluation, the research on teaching evaluation indicators will
provide valuable reference for improving students’ teaching
evaluation system.

Principles of constructing teaching
evaluation indicators for college students

According to the current research results, the most common
view in the academic circle on the construction principle of
teaching evaluation indicators is to adhere to the “student-
centered” The view of “student-centered” originated from the
“child-centered theory” of American educator and psychologist
John Dewey, which emphasizes that the essential purpose of
education is to promote the comprehensive and harmonious
development of students (Ye, 2000). The student-centered
evaluation index system requires that the evaluation scale should
be designed from the perspective of students, based on students’
cognitive level and actual needs, and based on students’ real
feelings and gains. Students development should become the
starting point and foothold of building the teaching evaluation
index system (Lv, 2014).

In addition to the mainstream views, scholars such as Wu
et al. (2015) also believe that the design of the index system of
college students’ teaching evaluation should at least include the
characteristics of orientation, academic, interaction, difference,
measurability and growth. Jiang and Xiong (2021) pointed out
that after analyzing the evaluation indicators of four national
universities in Japan, students’ learning behavior and emotional
investment should be included in the evaluation index system, and
more students’ “learning” should be included in the evaluation
field. Tsou (2020) proposed to use AHP to integrate student
evaluation, expert evaluation, and regular teaching assessment
into the teaching evaluation system to form a new method of
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“same platform evaluation” Ching (2019) believes that in order to
develop relevant and constructive set indicators, the participation
of important stakeholders, such as school managers, teachers and
students, is essential, and more importantly, the service attributes
that students want (power, rich experience and experience) should
be taken into account.

Contents of the teaching evaluation
indicators of college students

In the specific content design of college students’ teaching
evaluation indicators, Chinese scholars generally agree with the
setting mode of secondary indicators. Yan and Wei (2016) believes
that the setting of student evaluation indicators should follow the
teaching principles of constructivism theory, highlight the core
concept of teacher led and student-centered, design secondary
indicators covering six aspects: teaching methods, teaching
content, teaching attitude, teacher ethics and style, learning
elements, learning effects, and set open questions for students to
express their opinions and suggestions. Zhang et al. (2017) started
with five first-level indicators of teaching attitude, teaching
implementation, Teaching means and methods, teaching ability
and level, and teaching effect based on literature research and
teaching evaluation experience in colleges and universities. There
are 33 secondary evaluation indicators based on learning theory
and closely related to teaching quality, covering all aspects of the
teaching process. Wu et al. (2015), from the perspective of systems
theory, combined teaching evaluation theory, Chinese and other
teaching evaluation cases and empirical research results, and
designed a comprehensive index covering teaching enthusiasm,
teaching organization, learning value, and teacher-student
relationship, teaching content, teaching interaction, homework
and assessment of 7 single indicators of evaluation index system.
It is also worth mentioning that Zhang et al. (2019) optimized the
student evaluation index system based on the new eras
requirements for higher education teaching quality, and
constructed an index system of three levels: general education
indicators, subject sharing indicators and school specific
indicators, and added the relevant contents of “moral education”
and “ideological politics” to the general education indicators.

Universities in some countries such as the United Kingdom,
the United States, and Australia have set up special teaching
evaluation and development institutions, whose members are
composed of experts from different disciplines, and experts
collectively discuss and formulate standardized student teaching
evaluation scales. The evaluation indicators of the scale mainly
refer to D. L stufflebeam’s CIPP evaluation model (Zhou, 2012).
The CIPP model advocates helping managers (the makers of the
indicator system) to systematically obtain and use evaluation
feedback information in order to meet their needs or to utilize
information resources as much as possible. Most of the colleges
and universities in Western countries refer to this model, starting
from the traditional student evaluation index, and divide it into
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three dimensions: background condition, process, and result to
design evaluation index to systematically evaluate teacher teaching
(Kellaghan and Stufflebeam, 2003; Zhao, 2010). Another SEEQ
model has also been praised by foreign universities. The SEEQ
evaluation index is composed of four parts: core index,
characteristics of students and courses, additional index
(supplementary questions) and open evaluation. Among them,
the core index requires students to evaluate nine parts of teachers’
teaching. These nine parts include Academic, emotional,
organizational, collaboration, personal communication,
curriculum development, assessment, homework, and overall
impression of teachers (Richardson, 2005; Marsh, 2007;
Schellhase, 2010). Chinese scholars Jiang and Lu (2019) also found
in their research on the students’ teaching evaluation system in ten
first-class foreign universities that Stanford, MIT, Cornell and
other colleges and universities evaluate students’ overall
experience of the course and achieve the learning goals of the
course. The evaluation of the situation and the evaluation of
knowledge acquisition and skill development are included in the

student evaluation index.

Research on the problems and
countermeasures In the practical
application of student’'s evaluation
of teaching in higher education

Since the student evaluation system has been widely used in
major colleges and universities in the world, it has not only
achieved certain results, but also exposed many problems in
practical application. The academic circles have abundant research
results on the problems and improvement strategies in the practice
of college students’ teaching evaluation. Although the opinions of
various scholars are occasionally lacking, they are generally
similar. This article summarizes the main points of view.

Problems existing in the practice of
teaching evaluation by college students

First, the function of teaching evaluation is alienated. There is
a game between teaching managers, teachers and students in the
existing student teaching evaluation system, that is, managers
focus more on teachers’ “teaching” rather than students’ “learning”
Exaggerating the degree of teaching evaluations response to
teachers’ teaching level weakens its function of teaching
improvement (Becker and William, 2000; Jiang et al., 2018; Liang
et al.,, 2020). Second, the evaluation index system is unscientific.
According to the existing research, the unscientific aspects of
teaching evaluation indicators are mainly reflected in the neglect
of the subject status of students in teaching evaluation, the failure
to distinguish the evaluation indicators of different professional
courses, the too many invalid indicators and the complicated
content, and the lack of theoretical guidance for the construction
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of the indicator system, etc (Ching, 2019; Sun, 2021). Constantinou
and Wijnen-Meijer (2022) also pointed out that students, peers,
curriculum managers and self-evaluation should be included in
teaching evaluation (Chan, 2019). Third, the use of teaching
evaluation results is unreasonable. In many colleges and
universities, students’ teaching evaluation is a mere formality, only
using quantitative scores to evaluate teachers’ performance,
ignoring the value of qualitative teaching evaluation data; at the
same time, the processing of teaching evaluation data is too
simplistic, and a reasonable result feedback mechanism has not
been formed (Chan, 2019). Fourth, the management system is
imperfect. Restricted by subjective and objective conditions, at
present, the management of students’ teaching evaluation in
Colleges and universities at home and abroad is relatively extensive
(Lietal., 2019), most of which are implemented by educational
administration departments or entrusted to third-party evaluation
institutions for operation, and few of them set up special
organizations or establish clear rules and regulations to
standardize the implementation of teaching evaluation.

Improvement strategies for student'’s
evaluation of teaching in higher
education

In view of the problems existing in the actual operation of
College Students’ teaching evaluation, scholars at home and abroad
have given suggestions for improvement from different angles. Sun
and Sun (2020) believe that the failure of students’ teaching
evaluation is caused by various games in teaching evaluation, and
the fundamental solution is to change the function from the role of
personnel management and summative evaluation of teachers.
Tools, transforming into links and means of the ongoing process of
diagnosing and developing teacher teaching. Long and Wang (2019)
pointed out in their research that the use of the student teaching
evaluation system should clarify the value, clarify the standards, and
set the rules, and conduct a comprehensive evaluation from the
aspects of clarifying the purpose of evaluation, optimizing the
evaluation indicators, enriching the evaluation forms, and rationally
using the results. It is comprehensively constructed to realize the
teaching academic value of students’ evaluation of teaching. Xu
(2017) believes that timely self-improvement is an important part of
the new student teaching evaluation system, so the student teaching
evaluation process should be optimized based on the principle of
continuous improvement, and a problem tracking and monitoring
guarantee mechanism should be established. Through his research,
Svinicki (2010) showed that open evaluation plays an important role
in students’ teaching evaluation. The limitation of pure quantitative
evaluation on students’ expression should be reduced as much as
possible and more open possibilities should be provided in terms of
teaching evaluation indicators. Marsh and Herbert (1987) put the
perspective on the feedback of teaching evaluation results, and
believed that the influence and effectiveness of students’ teaching
evaluation results can be expanded through three feedback methods:
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summary of students’ teaching evaluation results, summary
materials for each teacher, and teaching expert advice given in
combination with students’ teaching evaluation results. Hassanein
et al. (2012) concluded from a SET study conducted in nursing
schools that improving the teaching evaluation process must take
into account the diversity of student characteristics, student
evaluation goals, teaching methods, and institutional context.

Comments on existing research
Research perspective

The original intention of the student evaluation system is to let
students, as the main body of teaching, evaluate teachers’ teaching
behavior. However, with the popularization and development of the
system in colleges and universities around the world, the conflicts
of interest among teaching managers, teachers and students in
teaching evaluation are gradually revealed. In this game, managers
put the focus of students’ teaching evaluation on teachers, and take
teaching evaluation as a simple and effective tool to measure
teachers’ performance. In fact, students’ expression of teachers’
teaching is limited and controllable. In the current research results,
scholars at home and abroad have a more profound understanding
of the absence of students’ evaluation of teaching, generally shifting
the research perspective to the concept of “student-centered”
evaluation of teaching, and considering “the actual needs of
students” and “promoting the all-round development of students”
in the research of various parts such as the function, content and
results of evaluation of teaching. However, the current research
perspective is lack of comprehensiveness, and the seemingly
reasonable transformation cannot resolve the contradiction
the the
Overemphasizing the student standard will magnify the deviation

between three in student evaluation system.
of the system in the evaluation of teachers’ teaching quality, and

increase the cost and burden of teaching managers.

Research contents

The academic research on college students’ teaching
evaluation mainly focuses on reliability, validity and its influencing
factors, evaluation indicators, deficiencies in practical application
and improvement strategies, among which the research results on
the effectiveness of teaching evaluation are the most abundant.
With the wide application of the student teaching evaluation
system, the research scope of validity has expanded from the
initial analysis of rationality to the research on the reliability of
students’ teaching evaluation results and the final validity of
students’ teaching evaluation. In terms of influencing factors,
although researchers have formed a relatively unified view on its
main categories, due to the large number of subtle factors and
different research perspectives, the influence results of specific
factors are also different, making the research results of this part
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complex and full of controversy. In terms of evaluation indicators,
the research on the theory of index construction has been
relatively complete, and the combination of qualitative and
quantitative evaluation can generally be used, which reflects the
academic quality of index construction. However, there are still
different strengths and weaknesses in the design of specific
evaluation indicators, and there is a lack of a comprehensive,
systematic and authoritative index design framework, so it is
difficult to form a unified opinion and promote its application. In
terms of problems and countermeasures in practice, scholars at
home and abroad have relatively unanimous opinions on the
problems existing in the current teaching evaluation process of
college students, and have carried out a relatively comprehensive
analysis. However, the countermeasures proposed for the problem
are too vague and unconvincing, and it is necessary to further
verify and concretize them in the application process to obtain
more effective improvement suggestions.

Research methods

At present, scholars’ research on students’ teaching evaluation
system is no longer limited to literature, but more to empirical
investigation and statistical analysis. In recent years, in terms of
the reliability and validity of students’ teaching evaluation and its
influencing factors, more and more researchers have used
statistical methods such as independence test, multiple regression
analysis, ordered regression model (OLM) to analyze the data of
students’ teaching evaluation. The correct and reasonable use of
appropriate data processing methods has significantly improved
the scientificity of the research on the effectiveness of students’
teaching evaluation. In order to build a scientific and reasonable
evaluation index, researchers prefer to use questionnaires,
interviews, random sampling and other methods to conduct
empirical research on the subjects and cases of teaching evaluation
in colleges and universities. However, a good empirical study is
extremely difficult to operate, which requires a large sample size
and will also cost more time, human resources and other
resources. Therefore, the evidence of empirical research in the
current results is still relatively shallow, and we can try to combine
it with big data and artificial intelligence algorithms to supplement
it with diversified research methods.

Research trends

According to the current research trend in academia, first of
all, researchers will continue to explore the influencing factors of
students’ teaching evaluation. The influencing factors of college
students’ teaching evaluation are extremely complex, but it is
extremely important to overcome the negative effects of interfering
factors and improve the limitation of students’ teaching evaluation.
Therefore, the research on this issue in academic circles will
continue to deepen. Secondly, the rapid development of the
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Internet has innovated the form of students’ teaching evaluation,
and students’ online teaching evaluation has become the current
mainstream model. While online teaching evaluation brings
convenience to the students’ teaching evaluation system, new
problems such as the weakening of the realism of the scene and
the difficulty of supervising the process have also appeared. In
addition, how to solve the shortcomings of the online teaching
evaluation system, such as strong subjectivity of students, low
teacher participation, and imperfect application of result feedback,
is also becoming a problem worth exploring for researchers.
Finally, the integrated development of multi-disciplinary and
multi-angle will be the key direction of future research on the
teaching evaluation system of college students. Scholars have
found in their research that the content involved in the student
evaluation system is far beyond the field of education, and its
scope also covers psychology, sociology, statistics, economics and
many other disciplines. Therefore, some researchers have
integrated and analyzed student evaluation of teaching with other
disciplines. It is foreseeable that in future research, scholars will
view the improvement and development of the student evaluation
system from a multidisciplinary perspective.

Conclusion and recommendations

In this article, we have provided a more in-depth analysis of
the theories and methods of student’s evaluation of teaching in
higher education in China and abroad, and point out the desirable
experiences and shortcomings of them. Firstly, in terms of the
reliability and validity of student’s evaluation of teaching, the
current research has made great progress in terms of validation
methods, and some scholars have been able to use appropriate
data analysis models to improve the persuasiveness of the results.
Secondly, the research on the theory and structure of the
evaluation indicators for university students generally revolves
around the “student-centered theory” and “secondary indicator
structure,” the rationality of which has been confirmed; however,
the academic circle has not yet formed a unified opinion or
standard on the selection of the specific content of the evaluation
indicators. However, there is no unified opinion or standard on
the selection of the specific content of evaluation indicators, and
fewer scholars have paid attention to the differentiation of the
indicators for different courses. Finally, regarding the problems
and countermeasures in the application of student’s evaluation of
teaching in higher education, current research has analyzed the
process of student’s evaluation of teaching from the aspects of
purpose, indicator system, application of results and process
management in an all-round way and found the shortcomings,
however, the scholars” expressions of improvement measures are
still abstract and lack of pertinence, making it difficult to carry
out concrete operations. In view of the above analysis, this article
improves the research on student’s evaluation in Western higher
education from a Chinese perspective, and at the same time
provides a reference for the construction of an indicator system
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for student evaluation in Chinese universities, taking into account
the actual situation of Chinese universities. The future research
will be based on the successful experience of student evaluation
in universities, improve the problems, explore the influence
mechanism of different factors on student evaluation in
universities, optimize the indicator system and management
system of student evaluation, especially the indicator system of
student evaluation in ideological and political theory courses in
Chinese higher education will be constructed in accordance with
the characteristics of Chinese ideological and political theory
courses, so as to improve the teaching quality of ideological and
political theory courses in Chinese higher education. We will
make our contribution to improving the teaching quality of
ideological and political in Chinese

theory courses

higher education.

Author contributions

SY: conceptualization, resources, writing-review and editing,
and supervision. SY, LZ, and PX: methodology. LZ and PX: formal
analysis. LZ and YC: investigation. SY and YC: project
administration. All authors contributed to the article and
approved the submitted version.

Funding

This research was funded by National Innovation and
Entrepreneurship Training Program for Undergraduate (No.
202210316091Y).

Acknowledgments

We thank all authors for their participation in this study and
their insightful comments during the revision process.

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.

Publisher’'s note

All claims expressed in this article are solely those of the
authors and do not necessarily represent those of their affiliated
organizations, or those of the publisher, the editors and the
reviewers. Any product that may be evaluated in this article, or
claim that may be made by its manufacturer, is not guaranteed or
endorsed by the publisher.

frontiersin.org


https://doi.org/10.3389/fpsyg.2022.1004487
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org

Zhao et al.

References

Becker, W,, and William, E. (2000). Teaching economics in the 21st century. J.
Econ. Perspect. 14, 109-119. doi: 10.1257/jep.14.1.109

Cashin, W. E., and Downey, R. G. (1992). Using global student rating items
for summative evaluation. J. Educ. Psychol. 84, 563-572. doi: 10.1037/
0022-0663.84.4.563

Chan, L. (2019). The practical dilemma and optimization suggestions of college
students' evaluation of teaching. Educ. Modern. 6, 187-188. doi: 10.16541/j.
cnki.2095-8420.2019.94.070

Chau, C. T. (1997). A bootstrap experiment on the statistical properties of
students ratings of teaching effectiveness. Res. High. Educ. 38, 497-517. doi:
10.1023/A:1024918711471

Chen, Y., and Hoshower, L. B. (2003). Student evaluation of teaching effectiveness:
an assessment of student perception and motivation. Assess. Eval. High. Educ. 28,
71-88. doi: 10.1080/02602930301683

Cheng, A. L., and Zhang, L. (2016). An empirical study on the reliability of college
Students' teaching evaluation results. Heilongjiang High. Educ. Res. 7, 21-25. doi:
10.3969/j.issn.1003-2614.2016.07.005

Ching, G. (2019). A literature review on the student evaluation of teaching: an
examination of the search, experience, and credence qualities of SET. High. Educ.
Eval. Dev. 12, 63-84. doi: 10.1108/HEED-04-2018-0009

Clayson, D. E. (2018). Student evaluation of teaching and matters of
reliability. Assess. Eval. High. Educ. 43, 666-681. doi: 10.1080/02602938.2017.
1393495

Constantinou, C., and Wijnen-Meijer, M. (2022). Student evaluations of teaching
and the development of a comprehensive measure of teaching effectiveness
for medical schools. BMC Med. Educ. 22:113. doi: 10.1186/s12909-022-
03148-6

De Neve, H. M. E (1991). University teachers’ thinking about lecturing: student
evaluation of lecturing as an improvement perspective for the lecturer. High. Educ.
22, 63-89. doi: 10.1007/BF02351200

Dennis, C. (2022). The student evaluation of teaching and likability: what the
evaluations actually measure. Assess. Eval. High. Educ. 47, 313-326. doi:
10.1080/02602938.2021.1909702

Feistauer, D., and Richter, T. (2017). How reliable are students’ evaluations of
teaching quality? A variance components approach. Assess. Eval. High. Educ. 42,
1263-1279. doi: 10.1080/02602938.2016.1261083

Gallagher, T. J. (2000). Embracing student evaluations of teaching: a case study.
Teach. Sociol. 28, 140-147. doi: 10.1007/s11162-011-9229-0

Galbraith, C. S., Merrill, G. B., and Kline, D. M. (2012). Are student evaluations
of teaching effectiveness valid for measuring student learning outcomes in business
related classes? A neural network and bayesian analyses. Res. High. Educ. 53,
353-374. doi: 10.1007/s11162-011-9229-0

Gao, W. C,, Bai, S. Y., and Yu, B. (2010). Research on the reliability of students'
evaluation of teaching by using intra-group correlation coefficient. Teach. Manag.
3, 53-54. doi: 10.3969/j.issn.1004-5872.2010.01.023

Ginexi, E. M. (2003). General psychology course evaluations: differential survey
response by expected grade. Teach. Psychol. 30, 248-251.

Gu, R., Wang, H. N, and Lou, L. S. (2021). Optimization and application of data
analysis strategy for college students' evaluation of teaching. J. Zhejiang Univ. Tech.
20, 201-207.

Hassanein, S., Abdrbo, A., and Ateeq, E. A. (2012). Student evaluation of Faculty
at College of nursing. Inter. Conf. Manag. Educ. Innov. 37, 17-22.

He, Y. T. (2017). An analysis of Chinese college Students' evaluation of teaching
from the perspective of ethics. J. Yangzhou Univ. 21, 29-33. doi: 10.19411/j.
cnki.1007-8606.2017.03.005

Heckert, T. M., Latier, A., Ringwald-Burton, A., and Drazen, C. (2006). Relations
among student effort, perceived class difficulty appropriateness, and student
evaluations of teaching: is it possible to "buy" better evaluations through lenient
grading? Coll. Stud. J. 40, 588-596.

Hocevar, M. D. (1991). Students' evaluations of teaching effectiveness: the stability
of mean ratings of the same teachers over a 13-year period. Teach. Teach. Educ. 7,
303-314. doi: 10.1016/0742-051X(91)90001-6

Hong, X. B. (2010). Problems and countermeasures on the reliability and validity
of teaching evaluation by college students. J. Ningbo Inst. Technol. 1:7. doi: 10.3969/j.
issn.1008-7109.2010.01.025

Jiang, E, Guo, Y. E, Yang, Y. H., and Guo, Y. C. (2018). Rational choice to solve the
dilemma of Students' teaching evaluation——constructing the "benefit sharing"
evaluation system of schools, teachers and students. Contemp. Educ. For. 6, 66-73.
doi: 10.13694/j.cnki.ddjylt.2018.06.009

Frontiers in Psychology

100

10.3389/fpsyg.2022.1004487

Jiang, Y. ], and Lu, D. K. (2019). Research on the teaching evaluation system of
first-class university students——taking ten universities including Harvard, Yale,
Oxford, and Cambridge as examples. High. Educ. Explor. 49-54. doi: 10.3969/j.
issn.1673-9760.2019.05.008

Jiang, H. C., and Xiong, Y. (2021). The indicators, characteristics and
enlightenment of students' evaluation of teaching in Japanese national universities:
taking education as an example. High. Educ. Res. 42, 103-109.

Kekale, J. (2000). Quality assessment in diverse disciplinary settings. High. Educ.
40, 465-488. doi: 10.1023/A:1004116205062

Kellaghan, T., and Stufflebeam, D. L. (2003). The CIPP model for evaluation.
Springer Netherlands 4, 31-62. doi: 10.1007/978-94-010-0309-4

Khaola, P, and Thetsane, R. (2021). The validity and reliability of student
evaluation of teaching at the National University of Lesotho. Int. . Afr. High. Educ.
8, 139-157. doi: 10.6017/ijahe.v8i1.13367

Li, Z. G., Chen, Q,, and Sun, T. T. (2019). "Student-centered" thinking and practice
of improving students' teaching evaluation. Mod. Educ. Manag. 1, 62-66. doi:
10.16697/j.cnki.xdjygl.2019.01.011

Li, P. D,, and Meng, Q. R. (2020). Why did the results of college students'
evaluation of teaching fail: a study on influencing factors, adverse selection
mechanism and its governance path. J. Educ. 2, 85-96. doi: 10.14082/j.
cnki.1673-1298.2020.02.009

Li, C, Su, Y. J,, and Ma, Y. C. (2017). Practical exploration of improving and
perfecting students' teaching evaluation system in colleges and universities. Mod.
Educ. Manag. 12, 69-73. doi: 10.3969/j.issn.1674-5485.2017.12.012

Liang, Y. C,, Song, S. Q,, and Zhao, A. J. (2020). Research on the alienation of the
teaching evaluation system of college students. School Party Build. Ideol. Educ. 18,
55-57. doi: 10.19865/j.cnki.xxdj.2020.18.018

Long, Y. (2019). Empirical analysis of influencing factors of college teachers and
Students' teaching evaluation scores. Bus. Acc. 6, 116-118. doi: 10.3969/j.
issn.1002-5812.2019.06.038

Long, Y., and Wang, L. (2019). On the value dimension of "teaching academic"
value of college students' evaluation of teaching. Contemp. Educ. Sci. 7-10. doi:
10.3969/j.issn.1672-2221.2019.08.003

Lv, P. (2014). The construction of student-centered teaching evaluation index
system. Mod. Educ. Manag. 3, 42-45. doi: 10.3969/j.issn.1674-5485.2014.03.009

Marsh, H. W. (2007). “Students’ evaluations of university teaching: dimensionality,
reliability, validity, potential biases and usefulness”, in The Scholarship of Teaching
and Learning in Higher Education: An Evidence-Based Perspective. eds. R. P. Perry
and J. C. Smart (Dordrecht: Springer), 319-383.

Marsh, H., and Herbert, W. (1987). Students' evaluations of university teaching:
research findings, methodological issues, and directions for future research. Int. J.
Educ. Res. 11, 253-388. doi: 10.1016/0883-0355(87)90001-2

Morley, D. D. (2012). Claims about the reliability of student evaluations of
instruction: the ecological fallacy rides again. Stud. Educ. Eval. 38, 15-20. doi:
10.1016/j.stueduc.2012.01.001

Pan, Y. H.,, and Zhang, Y. Y. (2016). An empirical study on the factors influencing
the effectiveness of college Students' evaluation of teaching: a Student's perspective.
Educ. Acad. Month. 7, 51-56. doi: 10.16477/j.cnki.issn1674-2311.2016.07.007

Richardson, J. T. E. (2005). Instruments for obtaining student feedback: a
review of the literature. Assess. Eval. High. Educ. 30, 387-415. doi: 10.1080/
02602930500099193

Schellhase, K. C. (2010). The relationship between student evaluation of
instruction scores and faculty formal educational coursework. Athl. Train. Educ. J.
5, 156-164. doi: 10.4085/1947-380X-5.4.156

Spooren, P, Brockx, B., and Mortelmans, D. (2013). The validity of student evaluation
of teaching. Rev. Educ. Res. 83, 598-642. doi: 10.3102/0034654313496870

Stroebe, W. (2020). Student evaluations of teaching encourages poor teaching and
contributes to grade inflation: a theoretical and empirical analysis. Basic Appl. Soc.
Psychol. 42, 276-294. doi: 10.1080/01973533.2020.1756817

Sun, Q. J. (2021). Existing problems and improvement strategies of college
students' evaluation of teaching. Educ. Modern. 8, 126-129. doi: 10.12365/j.
issn.2095-8420.2021.23.6816

Sun, A, and Sun, Y. Z. (2020). Game and reform in Students' teaching evaluation.
High. Educ. Dev. Eval. 36, 47-156. doi: 10.3963/j.issn.1672-8742.2020.05.007

Svinicki, M. D. (2010). Encouraging your students to give feedback. New Dir.
Teach. Learn. 2001, 17-24. doi: 10.1002/tl.24

Theall, M., Abrami, C., and Lisa, A. (2001). The student ratings debate: Are they
valid? how can we best use them. San Francisco, California: Jossey Bass Press.

frontiersin.org


https://doi.org/10.3389/fpsyg.2022.1004487
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
https://doi.org/10.1257/jep.14.1.109
https://doi.org/10.1037/0022-0663.84.4.563
https://doi.org/10.1037/0022-0663.84.4.563
https://doi.org/10.16541/j.cnki.2095-8420.2019.94.070
https://doi.org/10.16541/j.cnki.2095-8420.2019.94.070
https://doi.org/10.1023/A:1024918711471
https://doi.org/10.1080/02602930301683
https://doi.org/10.3969/j.issn.1003-2614.2016.07.005
https://doi.org/10.1108/HEED-04-2018-0009
https://doi.org/10.1080/02602938.2017.1393495
https://doi.org/10.1080/02602938.2017.1393495
https://doi.org/10.1186/s12909-022-03148-6
https://doi.org/10.1186/s12909-022-03148-6
https://doi.org/10.1007/BF02351200
https://doi.org/10.1080/02602938.2021.1909702
https://doi.org/10.1080/02602938.2016.1261083
https://doi.org/10.1007/s11162-011-9229-0
https://doi.org/10.1007/s11162-011-9229-0
https://doi.org/10.3969/j.issn.1004-5872.2010.01.023
https://doi.org/10.19411/j.cnki.1007-8606.2017.03.005
https://doi.org/10.19411/j.cnki.1007-8606.2017.03.005
https://doi.org/10.1016/0742-051X(91)90001-6
https://doi.org/10.3969/j.issn.1008-7109.2010.01.025
https://doi.org/10.3969/j.issn.1008-7109.2010.01.025
https://doi.org/10.13694/j.cnki.ddjylt.2018.06.009
https://doi.org/10.3969/j.issn.1673-9760.2019.05.008
https://doi.org/10.3969/j.issn.1673-9760.2019.05.008
https://doi.org/10.1023/A:1004116205062
https://doi.org/10.1007/978-94-010-0309-4
https://doi.org/10.6017/ijahe.v8i1.13367
https://doi.org/10.16697/j.cnki.xdjygl.2019.01.011
https://doi.org/10.14082/j.cnki.1673-1298.2020.02.009
https://doi.org/10.14082/j.cnki.1673-1298.2020.02.009
https://doi.org/10.3969/j.issn.1674-5485.2017.12.012
https://doi.org/10.19865/j.cnki.xxdj.2020.18.018
https://doi.org/10.3969/j.issn.1002-5812.2019.06.038
https://doi.org/10.3969/j.issn.1002-5812.2019.06.038
https://doi.org/10.3969/j.issn.1672-2221.2019.08.003
https://doi.org/10.3969/j.issn.1674-5485.2014.03.009
https://doi.org/10.1016/0883-0355(87)90001-2
https://doi.org/10.1016/j.stueduc.2012.01.001
https://doi.org/10.16477/j.cnki.issn1674-2311.2016.07.007
https://doi.org/10.1080/02602930500099193
https://doi.org/10.1080/02602930500099193
https://doi.org/10.4085/1947-380X-5.4.156
https://doi.org/10.3102/0034654313496870
https://doi.org/10.1080/01973533.2020.1756817
https://doi.org/10.12365/j.issn.2095-8420.2021.23.6816
https://doi.org/10.12365/j.issn.2095-8420.2021.23.6816
https://doi.org/10.3963/j.issn.1672-8742.2020.05.007
https://doi.org/10.1002/tl.24

Zhao et al.

Tsou, C. (2020). Student evaluation of teaching (SET): a critical review of the
literature. Available at: https://www.researchgate.net/publication/339130475_
Student_Evaluation_of_Teaching SET_A_Critical_Review_of_the_Literature

Tu, Y. X,, He, X. Q, and Rebiguli, A. (2019). On the evaluation of teaching by
students in colleges and universities in my country. Educ. Modern. 32, 106-108. doi:
10.16541/j.cnki.2095-8420.2019.32.044

Uttl, B. (2021). Lessons learned from research on student evaluation of
teaching in higher education. Stud. Feed. Teach. Sch. 13, 237-256. doi:
10.1007/978-3-030-75150-0_15

Wang, D. E, and Guan, L. (2017). Higher education quality evaluation from the
perspective of students: theoretical construction and reflection. J. Nat. Inst. Educ.
Admin. 5:75. doi: 10.3969/j.issn.1672-4038.2017.05.005

Wei, H. J., and Liu, M. (2013). A review of the research on "student evaluation of
teaching" in colleges and universities. J. Nat. Inst. Educ. Admin. 1:62. doi: 10.3969/j.
issn.1672-4038.2013.01.013

Wu, G. Y., Wang, C. Y., and Peng, X. E (2015). Research on student-oriented
classroom teaching evaluation index system in colleges and universities. Educ. Expl.
19-23.

Xu, C. T. (2017). Construction of college Students' teaching evaluation system
based on the principle of continuous improvement: taking Jimei university as an
example. J. Jimei Univ. 18, 70-75.

Frontiers in Psychology

101

10.3389/fpsyg.2022.1004487

Yan, B. B., and Wei, T. L. (2016). Constructing a "student-centered" classroom
teaching evaluation system in colleges and universities. J. Inner Mongolia Normal
Univ. 29, 86-88.

Ye, L. (2000). Introduction to education. Beijing: People's Education Press.

Zhang, X. ], Liu, M. D,, Qi, X. G,, Liu, L. B., and Duan, X. X. (2019). Research on
the optimization of student evaluation indicators in the new era of higher education.
Voc. Tech. Educ. 2019:26. doi: 10.3969/j.issn.1008-3219.2019.26.012

Zhang, H. Y, Lu, S. Q. and Zhang, B. C. (2017). Research on the index system of
learning evaluation and teaching based on the subject of students. Mod. Educ. Sci.
41-46. doi: 10.13980/j.cnki.xdjykx.201

Zhao, H. (2010). Evaluation of the classroom teaching of physical education
with the CIPP pattern. J. Hebei Normal Univ. 12, 95-98. doi: 10.13763/j.cnki.
jhebnu.ese.2010.12.023

Zhou, T. T. (2012). Analysis of the teaching evaluation index system of some
foreign college students. China Univ. Teach. 2012:2. doi: 10.3969/j.
issn.1005-0450.2012.02.028

Zhou, J. L., and Qin, Y. (2018). The basic types of college students' teaching
evaluation behavior deviation and its relationship with students' background
characteristics. Fudan Educ. Forum. 2018:6. doi: 10.13397/j.cnki.fef.2018.
06.010

frontiersin.org


https://doi.org/10.3389/fpsyg.2022.1004487
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
https://www.researchgate.net/publication/339130475_Student_Evaluation_of_Teaching_SET_A_Critical_Review_of_the_Literature
https://www.researchgate.net/publication/339130475_Student_Evaluation_of_Teaching_SET_A_Critical_Review_of_the_Literature
https://doi.org/10.16541/j.cnki.2095-8420.2019.32.044
https://doi.org/10.1007/978-3-030-75150-0_15
https://doi.org/10.3969/j.issn.1672-4038.2017.05.005
https://doi.org/10.3969/j.issn.1672-4038.2013.01.013
https://doi.org/10.3969/j.issn.1672-4038.2013.01.013
https://doi.org/10.3969/j.issn.1008-3219.2019.26.012
https://doi.org/10.13980/j.cnki.xdjykx.201
https://doi.org/10.13763/j.cnki.jhebnu.ese.2010.12.023
https://doi.org/10.13763/j.cnki.jhebnu.ese.2010.12.023
https://doi.org/10.3969/j.issn.1005-0450.2012.02.028
https://doi.org/10.3969/j.issn.1005-0450.2012.02.028
https://doi.org/10.13397/j.cnki.fef.2018.06.010
https://doi.org/10.13397/j.cnki.fef.2018.06.010

& frontiers | Frontiers in

@ Check for updates

OPEN ACCESS

Jian-Hong Ye,
Beijing Normal University, China

Rui Xin Wang,

New Era University College, Malaysia
Jinghua Qian,

Wuhan University, China

Shuang Zhang
470046501@qgg.com

This article was submitted to
Educational Psychology,

a section of the journal
Frontiers in Psychology

30 August 2022
20 September 2022
05 October 2022

Qian L, Shang Z and Zhang S (2022)
Opinion: Understanding EAP learners’
beliefs about language learning from a
socio-cultural perspective : A
longitudinal study at an EMI context in
mainland China.

Front. Psychol. 13:1031767.

doi: 10.3389/fpsyg.2022.1031767

© 2022 Qian, Shang and Zhang. 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.

Frontiersin Psychology

Opinion
05 October 2022
10.3389/fpsyg.2022.1031767

Opinion: Understanding EAP
learners’ beliefs about language
learning from a socio-cultural
perspective : A longitudinal
study at an EMI context in
mainland China

Long Qian'?, Zhenru Shang! and Shuang Zhang'*

1School of Humanities, Wuhan University of Engineering Science, Wuhan, China, *Faculty of
Humanities, Hong Kong Polytechnic University, Kowloon, Hong Kong SAR, China

learner beliefs, socio-cultural perspective, ESP, EMI, language learning

The recently-published book entitled Understanding EAP Learners’ Beliefs about
Language Learning from a Socio-cultural Perspective by Li (2021) attracted our attention,
for its lucid overview in synthesizing the disposition of Chinese EAP learners” beliefs
about language learning (BLLs) in an EMI setting within the EFL context in Mainland
China as well as the socio-cultural factors shaping and reshaping their beliefs before and
after entry into the EMI environment.

This book consists of six chapters. Chapter 1 provides a comprehensive overview
of the status quo and challenges of EMI learners’ beliefs about English language
learning. Chapter 2 first thoroughly reviews the literature on learners’ beliefs, and
then introduces the basics of socio-cultural theory as well as relevant concepts such
as mediation and agency. After that, an analytical framework is proposed for this
research. In Chapter 3, the mixed-method research design is described. In Chapter 4,
the results yielded from the quantitative and qualitative data are reported. Then, the
penultimate Chapter interprets the changes that took place in the participants’ beliefs
after they had studied EAP for an academic year at the EMI University from the socio-
cultural perspective. Chapter 6 summarizes the manuscript regarding the contributions,
pedagogical implications and limitations of the study as well as suggestions for future
investigation. This captivating book distinguishes itself with its significant theoretical,
practical, and methodological strengths.

First and foremost, this book sheds new light on beliefs about language learning
from the socio-cultural approach, which breaks the domination of cognition-oriented
approach in this field. In recent decades, substantial amount of research has examined
Chinese EFL learners’ beliefs about language learning (e.g., Zhang and Cui, 2010; Pan and
Block, 2011). However, most of these studies are cognition-oriented (Gabillon, 2005).
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The cognitive perspective adopts beliefs as a isolated
phenomenon and ignores the dynamic and contextualized
nature of beliefs which are concerned with socio-cultural
contexts (Amuzie and Winke, 2009; Yang and Kim, 2011).
Therefore, a socio-cultural approach is much needed for
understanding the complex change process of learners® beliefs.
This book enriches the scholarship of research on learners
beliefs from a socio-cultural approach.

As for theoretical contribution, this study has made
improvements to the previous analytical socio-cultural
framework adapted from Layder (1993, 2006), Gao (2010),
and Lamb (2013). Specifically, this extended socio-cultural
framework integrates agency, mediation, contextual conditions,
and their dialectical relationship in a socio-cultural perspective
to illuminate the dynamic nature of beliefs. This adapted
analytical framework has revealed that changes in contextual
conditions are to a large degree responsible for the shifts in
the participants’ BLLs. It is also validated that learner agency
is of practical value in understanding the development of
learner variables. In addition, extracurricular activities, material
conditions and cultural artifacts are also important factors
that might have influenced the participants’ BLLs (LaScotte
et al., 2022). Lastly, it has been suggested that the interaction
between agency and context plays a significant role in learners
BLLs. In other words, learners internalize the influence of
contextual realities and accordingly mediate and regulate their
BLLs by exercising their agency. We can therefore say that this
newly-adapted framework enables us to understand BLLs more
properly and comprehensively.

Practically, it is pedagogically implicative for EAP
practitioners, educators and administrators to acknowledge that
the development of learner BLLs is complex in nature due to the
influence of learner agency and context. To better understand
the complexity and help EFL learners, it is necessary for EAP
practitioners to raise these learners’ awareness of a particular
learning context. Therefore, they can better exert their agency in
terms of strategic learning, micro-political, socio-cultural, and
intrapersonal capacity. For example, learners are encouraged
to be informed of learning objectives, learning conditions and
facilities in the orientations. Moreover, dynamic formative
assessment method is advocated due to its strong influence
upon the participants’ beliefs in learning English. In addition,
the book has foregrounded the significance and necessity of
paying attention to the interplay between agency and contextual
realities. Thus, it is suggested that educators and administrators
should take into full consideration the learners’ needs to survive
in an EMI academic context which exerts great influence on
their BLLs when designing the EAP curriculum. They could
also provide extracurricular activities and continuing language
guidance, support, and encouragement for learners in the
development of their beliefs to learning EAP in the EMI context.

Methodologically, this study employs a mixed methods
paradigm which reasonably overcomes the limitations of purely
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quantitative or qualitative approaches, for instance, being too
general or unrepresentative. Specifically, in this study, the
questionnaire provides a general understanding of the learners’
beliefs, motivation, and strategy use. Then, it is complemented
by the semi-structured interviews, offering further detailed and
in-depth insights into these learner variables. Therefore, this
study is encouraging and valuable for providing an insightful
empirical research paradigm that provides reference to future
research in this area. In addition, the author conducted
large scale longitudinal research, involving 1,935 students in
Questionnaire Survey 1 and 2 and 24 students in interviews
at two research stages. The sufficient samples and dynamic
observation could add to the generalizability and guarantee the
credibility of the results.

As previously stated, this manuscript is worthy of being
commented on and recommended to more readers. Admittedly,
there is some room for improvement in this book. Firstly,
the sole source of the research participants is one EMI
university. The results yielded from the sampled university
could not represent all the kinds of existing EMI institutions
in China. Secondly, as for the research design, interviews alone
may be inadequate for the triangulation of the quantitative
data. Therefore, it is advised that more qualitative data are
collected(e.g., self-reports data) to improve the reliability. In
addition, the findings will be more robust and comprehensive if
inferential analysis (e.g., exploratory factor analysis) is adopted.
Thirdly, this study echoes the call for more research with an
inclusion of other elements such as learners’ motivation and
beliefs in learner agency (Gao, 2010). However, changes occur
during the investigation of learners beliefs during multilingual
contexts (Pirhonen, 2022), which becomes a new norm in
language learning studies. It is recommended that future studies
can take these issues into consideration to a wider variety of
EMI contexts.

Undoubtedly, the strengths of this book far outweigh
its shortcomings. The book is informative, insightful and
inspirational with its theoretical, practical and methodological
values. With thoughtful reading, readers will hopefully gain
a deeper understanding of the disposition of learner beliefs
among Chinese EFL learners, and acquire a fuller scenario of
the interplay between learner agency and context from a critical
socio-cultural perspective. Therefore, this book is strongly
recommended to a wider readership including academics,
administrators, educators and those who have keen interests in
learners’ belief from a more kaleidoscopic perspective.

Author contributions
LQ drafted the paper. ZS helped LQ to select the

commented book and provided insights and suggestions
during his writing. SZ did the revision for the text.

frontiersin.org


https://doi.org/10.3389/fpsyg.2022.1031767
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org

Qian et al.

All authors contributed to the article and approved the
submitted version.

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.

References

Amuzie, G. L., and Winke, P. (2009). Changes in language learning beliefs as a
result of study abroad. System 37, 366-379. doi: 10.1016/j.system.2009.02.011

Gabillon, Z. (2005). L2 learner’s beliefs: An overview. J. Lang. Learn. 3, 233-260.
Available online at: https://www.academia.edu/2446208/L2_learners_beliefs_An
overview

Gao, X. (2010). Strategic Language Learning: the Role of Agency and Context.
Bristol: Multilingual Matters.

Lamb, M. (2013). ‘Your mum and dad can’t teach you!’: constraints on agency
among rural learners of English in the developing world. J. Multiling. Multicult.
Dev. 34, 14-29. doi: 10.1080/01434632.2012.697467

LaScotte, D. K., Mathieu, C. S., and David, S. S. (2022). New Perspectives on
Material Mediation in Language Learner Pedagogy, 2nd Edn, eds D. K. LaScotte,
C. S. Mathieu, and S. S. David (Singapore: Springer).

Layder, D. (1993). New Strategies in Social Science Research: An Introduction and
Guide. Cambridge: Polity Press.

Layder, D. (2006). Understanding Social Theory, 2nd Edn, London: Sage.

Frontiersin Psychology

104

10.3389/fpsyg.2022.1031767

Publisher’s note

All claims expressed in this article are solely those of the
authors and do not necessarily represent those of their affiliated
organizations, or those of the publisher, the editors and the
reviewers. Any product that may be evaluated in this article, or
claim that may be made by its manufacturer, is not guaranteed
or endorsed by the publisher.

Li, C. (2021). Understanding EAP Learners’ Beliefs About Language Learning from
a Socio-Cultural Perspective : A Longitudinal Study at an EMI Context in Mainland
China. Singapore: Springer.

Pan, L., and Block, D. (2011). English as a “global language” in China: an
investigation into learners’ and teachers’ language beliefs. System 39, 391-402.
doi: 10.1016/j.system.2011.07.011

Pirhonen, H. (2022). “I don’t feel like I'm studying languages
anymore’. Exploring change in higher education students’ learner beliefs
during multilingual language studies. J. Multiling. Multicult. Dev. 1-16.
doi: 10.1080/01434632.2022.2063874

Yang, J, and Kim, T. (2011). Socio-cultural analysis of second
language learner beliefs: a qualitative case study of two study-
abroad ESL learners. System 39, 325-334. doi: 10.1016/j.system.2011.
07.005

Zhang, X, and Cui, G. (2010). Learning beliefs of distance foreign
language learners in China: a survey study. System 38, 30-40.
doi: 10.1016/j.system.2009.12.003

frontiersin.org


https://doi.org/10.3389/fpsyg.2022.1031767
https://doi.org/10.1016/j.system.2009.02.011
https://www.academia.edu/2446208/L2_learners_beliefs_An_overview
https://www.academia.edu/2446208/L2_learners_beliefs_An_overview
https://doi.org/10.1080/01434632.2012.697467
https://doi.org/10.1016/j.system.2011.07.011
https://doi.org/10.1080/01434632.2022.2063874
https://doi.org/10.1016/j.system.2011.07.005
https://doi.org/10.1016/j.system.2009.12.003
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org

& frontiers  Frontiers in

’ @ Check for updates ‘

OPEN ACCESS

EDITED BY
Jian-Hong Ye,
Beijing Normal University, China

REVIEWED BY
Saeed Nourzadeh,
Damghan University,
Iran

Ligaa Habeb Al-Obaydi,
University of Diyala,
Iraq

*CORRESPONDENCE
Bo Zhang
20091008@zknu.edu.cn

SPECIALTY SECTION

This article was submitted to
Educational Psychology,

a section of the journal
Frontiers in Psychology

RECEIVED 21 August 2022
ACCEPTED 20 September 2022
PUBLISHED 06 October 2022

CITATION
Zhang B (2022) Chinese English teachers’
occupational intention during distance
education: The role of burnout and
job-related stress.

Front. Psychol. 13:1024250.

doi: 10.3389/fpsyg.2022.1024250

COPYRIGHT

© 2022 Zhang. 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

TYpPe Original Research
PUBLISHED 06 October 2022
Dol 10.3389/fpsyg.2022.1024250
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burnout and job-related stress

Bo Zhang*

College of Foreign Languages, Zhoukou Normal University, Zhoukou, China

Since turnover intention has a negative impact on teachers’ productivity, a
bulk of educational research has studied the personal, organizational, and
emotional predictors of this construct. Nevertheless, the predictive function
of burnout and job-related stress as two emotional factors has been less
attended to by scholars. To address this gap, the current empirical study
explored the role of burnout and job-related stress in Chinese English
teachers’ turnover intention during distance education. In doing so, three
pre-designed questionnaires were distributed among 221 Chinese teachers.
Having collected the needed data, the researcher analyzed the datasets
through the Pearson correlation test and multiple regression analysis. As a
result of the correlation test, positive, direct relationships were found between
burnout, job-related stress, and teacher turnover intention. Moreover, the
results of the regression analysis evinced the significant role of burnout and
job-related stress in predicting Chinese English teachers’ turnover intention.
The implications of the results are thoroughly discussed.

KEYWORDS

job-related stress, English teachers, distance education, China, turnover intention,
burnout

Introduction

With the COVID-19 outbreak, educational institutions throughout the world were
forced to choose distance education with huge changes in the learning and teaching
methods (Derakhshan, 2021; Moser et al., 2021). Likewise, educational institutions in
China, including schools, colleges, and universities, were also forced to undergo an
immediate transition to remote educational settings in order to mitigate the spread of the
Coronavirus among stakeholders (Gao and Zhang, 2020; Hong et al., 2021). The abrupt
transition from face-to-face to remote education environments confronted educational
institutions with a range of serious challenges (Shahnama et al., 2021; Silva et al., 2021),
including increased turnover intention among teachers (Collie, 2022; Matthews et al.,
2022). Teachers’ turnover intention, also known as teachers’ intention to leave, generally
pertains to teachers’ reluctance to pursue the teaching career (Liu and Onwuegbuzie, 2012).
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For MclInerney et al. (2015), teachers’ turnover intention refers to
“teachers’ intention to leave the educational institution they are
working for or to quit the teaching profession and move to a
different career pathway” (p. 11). Teachers turnover intention is
of high importance to educational managers due to the
detrimental impact it may have on teachers’ productivity, students’
learning outcomes, and the educational institution itself (Ronfeldt
etal, 2013; Adnot et al,, 2017). Owing to the negative effects of
teachers’ turnover intention on teaching quality and student
achievement, identifying and managing the predictors of this
construct seems crucial.

As put by Liu and Onwuegbuzie (2012), teachers’” turnover
intention is subject to different organizational, personal, and
emotional factors. Considering this point, many educational
scholars have studied various organizational and personal factors
as predictors of teachers” turnover intention (e.g., Klassen and
Chiu, 2011; You and Conley, 2015; Arnup and Bowles, 2016; De
Neve and Devos, 2017; Wang and Hu, 2017; Rothmann and
Fouché, 2018; Zhou et al., 2020; Nazari and Alizadeh, 2021, to cite
a few). Similarly, several researchers have evaluated the emotional
predictors of this construct (e.g., Larkin, 2015; Shah and Jumani,
2015; Imran et al., 2017; Park and Johnson, 2019; Kartika and
Purba, 2022, among others). Yet, the predicting role of burnout
and job-related stress as two emotional factors has been less
attended to by researchers. To respond to this gap, the current
investigation seeks to scrutinize the role of burnout and job-related
stress in English teachers’ turnover intention.

As a probable predictor of turnover intention, burnout
generally pertains to a state of emotional, physical, and
psychological exhaustion resulting from prolonged engagement
in emotionally demanding and stressful activities (Jennett et al.,
2003; Schaufeli et al., 2009). With respect to this definition,
Kyriacou (2015) characterized teacher burnout as “a syndrome of
physical, emotional, and attitudinal exhaustion toward the
teaching profession, which results from experiencing stress over a
long period” (p. 72). As put forward by Shoji et al. (2016), teachers’
burnout may negatively affect their self-efficacy beliefs in that it
gradually causes teachers to feel as if they do not have the sufficient
personal resources to improve their students’ learning outcomes.
Teachers” burnout, according to Wong et al. (2017), may also
hinder their productivity as it makes them indifferent to students
and their academic achievements. Additionally, as noted by Lu
and Gursoy (2016), burnout discourages teachers from continuing
their vocation by leading them toward physical and emotional
exhaustion.

Closely related to burnout, job-related stress is another
potential determinant of turnover intention that pertains to “the
level of pressure and demands made upon an employee in the
working environment” (Jepson and Forrest, 2006, p. 185). In the
teaching profession, job-related stress deals with teachers
unpleasant emotional states caused by work overload or
professional responsibilities (Kyriacou, 2011). Job-related stress is
believed to be closely related to teachers’ emotional exhaustion,
job dissatisfaction, work disengagement, and attrition (Barouch
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Gilbert et al.,, 2014; Reilly et al., 2014; Yu et al., 2015). Furthermore,
as pointed out by Skaalvik and Skaalvik (2016), job-related stress
has also something to do with teachers’ intention to leave the
profession. They argued that feeling too much stress in the
workplace substantially increases teachers’ willingness to quit the
teaching profession.

Due to the significant role that burnout and job-related stress
play in decreasing teachers’ turnover intention (Lu and Gursoy,
2016; Skaalvik and Skaalvik, 2016), some educational scholars
have empirically studied the function of these two emotional
constructs in teachers’ turnover intention (Chika et al., 2016; Xu
etal., 2017; Jang and Kim, 2019; Lee, 2019; Mingming et al., 2021;
Lai et al., 2022). However, few scholars have pursued this line of
research in the field of language education. Simply said, there is a
dearth of research evaluating the function of burnout and
job-related stress in language teachers’ turnover intention.
Moreover, as the review of previous studies revealed, no inquiry
has examined the role of these job-related variables in language
teachers’ turnover intention in the context of distance education.
Therefore, the current research aims to address these lacunas by
scrutinizing the potential role of burnout and job-related stress in
Chinese English teachers’ turnover intention during distance
education. To accomplish this, two research questions were
formulated:

RQL. Is there any significant association between burnout,
job-related stress, and Chinese teachers’ turnover intention?

RQ2. To what extent do burnout and job-related stress
significantly predict Chinese English teachers’ turnover

intention during distance education?

Literature review
Theoretical model

The predictive role of job-related stress and burnout in
teachers’ turnover intention appears to be justified through the
“Job Demands-Resources (JD-R)” model (Bakker and Demerouti,
2007). This model is generally grounded on the idea that each
profession has some distinguishing features that can be classified
as job resources or job demands (Demerouti et al., 2001; Bakker
etal,, 2003). These unique characteristics, which are known as job
resources and job demands, are believed to greatly influence
employees’ professional behaviors, such as work engagement and
organizational commitment (Crawford et al., 2010). According to
Bakker and Demerouti (2007), when job demands exceed job
resources, employees may experience occupational stress and job
burnout. They also asserted that experiencing occupational stress
and job burnout for a long period of time discourages employees
from continuing their profession. Simply said, prolonged stress
and burnout lead employees to leave their profession. Extending
this idea to the teaching profession, it is logical to argue that when
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teaching demands surpass teaching resources, teachers will
experience stress and burnout that drive them to leave their
profession and look for another one.

Burnout

The notion of burnout was primarily conceptualized by
Freudenberger (1974) as “a state of physical, emotional, and
mental depletion resulting from work overload, and imbalance
between expected and real job reward” (p. 160). This concept
was further characterized by Maslach and Leiter (1999) as a
state of exhaustion or fatigue that arises as a result of work
overload and excessive job demands. Taking these definitions
into consideration, Hakanen et al. (2006) described teacher
burnout as a constant exhaustion that teachers may experience
because of long-term occupational stress. As a multi-faceted
variable, burnout comprises three key dimensions, namely
“emotional exhaustion,” “depersonalization,” and “reduced
personal accomplishment” (Maslach and Jackson, 1981).
Emotional exhaustion, according to Maslach and Leiter
(2016), pertains to teachers’ sense of emotional emptiness
caused by job stressors. As noted by Leiter and Maslach
(2016), depersonalization relates to the sense of detachment
and indifference that teachers experience in the instructional-
learning environments. Finally, as put by Maslach and Leiter
(2017), reduced personal accomplishment refers to teachers’
dissatisfaction with their professional performance. In this
emotional state, teachers feel that they are not competent
enough to positively influence their students’ learning
outcomes and lead them toward academic success.

Burned-out teachers, according to Zhang and Zhang (2012),
typically demonstrate a higher rate of attrition and turnover
intention. They noted that the imbalance that exists between job
demands and teachers” professional capabilities leads them to
gradually leave their vocation. In addition, as Jacobson (2016)
pointed out, burnout as a debilitative factor noticeably reduces
teachers’ productivity at work. The unfavorable consequences of
teacher burnout have prompted scholars in the mainstream
education and language education domain to explore the internal
and external sources of burnout among teachers (e.g., Ju et al,,
2015; Ventura et al., 2015; Seifalian and Derakhshan, 2018; Zhaleh
et al., 2018; Bodenheimer and Shuster, 2020; Kim and Burié, 2020;
Fathi et al, 2021; Xu and Yang, 2021; Bing et al., 2022, to
cite a few).

As to the internal sources of teacher burnout, Ju et al.
(2015), for instance, assessed the role of emotional intelligence
in Chinese teachers’ burnout. For this purpose, 307 school
teachers were selected from various schools in china. They
were asked to express their ideas regarding the role of
emotional intelligence in teacher burnout by answering two
reliable questionnaires. The collected answers were analyzed
using the structural equation modeling (SEM) approach.
Consequently, teachers’ burnout was found to be negatively
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predicted by their emotional intelligence. Later, in a similar
inquiry, Zhaleh et al. (2018) studied this subject in the context
of Iran. To do so, two valid scales, namely “Language Teachers’
Conceptions of Intelligence Scale” and “Maslach Burnout
Inventory (MBI),” were handed out to 202 English language
teachers. The data analysis demonstrated that intelligence was
a significant, negative predictor of teacher burnout. In another
research, Kim and Buri¢ (2020) inspected the function of
teachers’ self-efficacy in their level of burnout. In doing so,
3,002 teachers from Croatia’s primary, secondary, and middle
schools were recruited. Then, all participants were invited to
fill out two reliable questionnaires measuring self-efficacy and
burnout. Consequently, teachers’ self-efficacy had a significant
role in predicting their burnout. Besides, to identify the
external sources of teacher burnout, Xu and Yang (2021), for
example, evaluated the effect of organizational support on
Chinese teachers’ burnout. To accomplish this, 351 teachers
were selected from primary and secondary schools at random.
Following that, two reliable inventories were employed to
obtain the needed information. The examination of obtained
data indicated that organizational support had a negative
impact on teachers’ burnout.

Job-related stress

The notion of job-related stress has been generally described
as a sense of tension threatening one’s wellbeing at work (Lazarus
and Folkman, 1984). In the teaching career, this notion has been
characterized as “the experience of unpleasant, negative emotions,
such as anger, anxiety, tension, frustration, and depression,
resulting from some aspects of their work as a teacher” (Kyriacou,
2001, p. 28). As noted by Klassen and Chiu (2011), job-related
stress typically emerges when teachers feel that teaching demands
and strains do not correspond with their professional knowledge
and skills. Teachers with high levels of job-related stress often
demonstrate lower job satisfaction, less organizational
commitment, and limited work engagement (Klassen and Chiu,
2010; Lietal., 2017; Zhang et al., 2019). Given this, identifying the
variables that bring about job-related stress in teachers appears
critical. To answer this necessity, many scholars have inquired into
the role of emotional and environmental factors in teachers’
job-related stress (e.g., Ghanizadeh and Jalal, 2017; Gonzalez et al.,
2017; Troesch and Bauer, 2017; Fathi and Derakhshan, 2019;
Algarni, 2021, among others).

Ghanizadeh and Jalal (2017), for instance, probed the role of
job satisfaction in predicting job-related stress. For this aim, 134
English teachers working at different universities in Iran were
asked to cooperate in this research by filling out two researcher-
made scales. Then, using SEM analysis, the predictive role of job
satisfaction was evaluated. As a result, job satisfaction was
discovered to be the negative predictor of teachers’ job-related
stress. By the same token, Troesch and Bauer (2017) examined the
function of teachers’ self-efficacy in their job stress. To this end,
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400 teachers answered two questionnaires designed to measure
teachers’ self-efficacy and job stress. The gathered answers were
then analyzed through hierarchical regression analysis. The
analysis outcomes uncovered that self-efficacy beliefs negatively
predicted teachers’ stress at work. Likewise, Fathi and Derakhshan
(2019) studied the power of teacher self-efficacy in predicting
teaching stress. To do so, the “Teachers’ Sense of Efficacy Scale”
and the “Teacher Stress Inventory (TSI)” were given to 256 Iranian
teachers. Teachers” answers to the aforementioned scales indicated
that teaching stress was negatively predicted by teachers
self-efficacy.

Turnover intention

The concept of turnover intention, in a general sense,
pertains to “one’s conscious will to look for a job outside the
current organization” (Tett and Meyer, 1993, p. 259). Teachers’
turnover intention, in particular, refers to teachers’ inclination
to quit the teaching career and look for other working
opportunities (Harris and Adams, 2007; Liu and Onwuegbuzie,
2012). As Watlington et al. (2010) mentioned, teachers’
withdrawal from the teaching profession may entail some
considerable costs for the educational institution they are
working for, such as replacement and training costs. Besides
these financial costs, an individual teacher’s departure from the
teaching career may have some devastating effects on his/
her students’ achievements (Sorensen and Ladd, 2020). The
undesirable impacts of teacher turnover intention have led
researchers to study the predictors and determinants of this
construct (Arnup and Bowles, 2016; De Neve and Devos, 2017;
Wang and Hu, 2017; Nazari and Alizadeh, 2021, to cite a few).

To date, Arnup and Bowles (2016), for example, inquired
into the role of resilience in predicting Australian teacher’
intention to leave. For this purpose, 160 teachers teaching at
different schools in Australia were invited to engage in this
study. Close-ended questionnaires were used to collect the
required information. The results demonstrated that teachers’
resilience was related to their leaving intention. In addition,
resilience was discovered to be a strong determinant of
teachers’ intention to leave. As another example, De Neve and
Devos (2017) delved into the role of psychological states in
teachers’ turnover rates. To do so, the valid measures of
autonomy, self-efficacy, and affective commitment were
distributed among 272 school teachers. The outcomes
indicated that the psychological variables, including autonomy,
self-efficacy, and affective commitment, dramatically reduced
teachers’ turnover intention. Additionally, in a recent inquiry,
Nazari and Alizadeh (2021) examined whether teachers’
turnover intention is the function of teaching experience.
To accomplish this, researchers administered two related
questionnaires to 325 novice and experienced teachers.
Consequently, experienced teachers displayed lower levels of
turnover intention than their novice colleagues.
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Previous inquiries into the role of
burnout and job-related stress in
teachers’ turnover intention

To date, some scholars have inquired into the function of
burnout and job-related stress in teachers’ turnover intention
(Chika et al., 2016; Xu et al., 2017; Jang and Kim, 2019; Lee, 2019;
Mingming et al., 2021; Lai et al., 2022). For instance, Chika et al.
(2016) studied job-related stress to examine its potential in
predicting teachers’ turnover intention. To meet this aim, 270
Nigerian teachers were invited to complete two scales. The results
of multiple regression analysis unraveled the significant role of
job-related stress in increasing teachers’ turnover intention. In a
similar vein, Xu et al. (2017) explored the impact of occupational
stress on teachers turnover intention. A set of close-ended
questionnaires was utilized to examine participants’ (N =326
school teachers) attitudes regarding the probable effects of
occupational stress on teachers’ desire to leave the profession. The
results showed that occupational stress directly influenced
teachers’ turnover intention.

Furthermore, in his study, Lee (2019) assessed the potential
power of burnout in enhancing teachers” turnover intention. To
this end, the electronic versions of the “Turnover Intention Scale
(TIS)” and the “Teacher Burnout Questionnaire” were shared with
613 teachers. The findings demonstrated that burnout made
a meaningful change in teachers turnover rates. Similarly,
Mingming et al. (2021) scrutinized the consequences of job
burnout for teachers’ turnover intention. In doing so, 992 teachers
were randomly selected to respond to the “Job Burnout Scale” and
the “Turnover Intention Scale” The examination of responses
exhibited the important role of job burnout in increasing teachers’
turnover intention.

Despite these scholarly endeavors, the research on the role of
burnout and job-related stress in teachers’ turnover intention is
still in its infancy. Simply said, the function of these emotional
variables in teachers’ turnover intention has remained somehow
elusive. Moreover, as existing literature demonstrates, no empirical
research has probed the predictive role of burnout and job-related
stress in distance education contexts. Against this backdrop, the
current study aimed to uncover the role of burnout and job-related
stress in Chinese English teachers’ turnover intention during
distance education.

Materials and methods
Participants

Adopting the convenience sampling approach, a sample of 221
English teachers currently working at different colleges and
institutes in China was recruited. The rationale behind using the
convenience sampling method is that in this sampling procedure
“members of the target population are readily selected based on
some practical criteria, such as geographical proximity, availability
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at a certain time, or easy accessibility” (Dérnyei and Csizér, 2012,
p. 81). It is worth noting that convenience samples are seldom
entirely “convenience-based” but rather somewhat purposeful,
which implies that, in addition to the availability and ease of
accessibility, participants must possess specific qualities that are
tied to the objectives of the inquiry (Mackey and Gass, 2005;
Dornyei, 2007).

The sample of participants comprised both female (N=176)
and male (N=45) teachers with various ages (Mean=40.58,
SD=4.65), ranging from 26 to 58years old. The teaching
experience of participants also varied from 5 to 25years. The
academic degrees of the participants also varied, with 131 teachers
holding MA degrees and 90 teachers holding Ph.D. degrees. As to
the academic major, participants graduated in three different
branches of English, namely linguistics (52%), applied linguistics
(33%), and translation (15%). Finally, it should be mentioned that
participation in this inquiry was entirely voluntary, and all
participants willingly cooperated with scholars in achieving the
research purposes.

Instruments

Maslach burnout inventory-educators survey

To measure Chinese English teachers’ burnout, the “Maslach
burnout inventory-educators survey (MBI-ES)” was employed.
The MBI-ES, designed by Maslach et al. (1996), is a 22-item scale
comprising three distinguishing components, namely “reduced
personal accomplishment,” “depersonalization,” and “emotional
exhaustion.” Participants need to rate these 22 items on a 7-point
Likert scale, varying from 0 (never) to 6 (everyday). Sample items
involve “I feel used up at the end of the workday” (item 2), “I have
become more callous toward people since I took this job” (item
10), “Working with people directly puts too much stress on me”
(item 16). A Cronbach alpha reliability coefficient of 0.93 was
reported for the MBI-ES in this research.

Teacher stress inventory

In order to assess the participants’ stress at work, the “TSI;”
validated by Boyle et al. (1995), was utilized. This inventory
constitutes 20 items; each was scored on a five-point Likert scale
(from 1=No stress to 5=Extreme stress). All items commenced
with the following question: “As a teacher, how great a source of
stress are these factors to you?” The following are three instances
of TSTs items: “Lack of recognition for good teaching” (item 3),
“Pupil poor attitude to work” (item 7), and “Shortage of equipment
and poor facilities” (item 6). The reliability of this inventory was
discovered to be 0.87 in the current study.

Turnover intention scale

The “TIS,” developed by Becker and Billings (1993), was used
to evaluate Chinese English teachers’ willingness to turnover. The
TIS uses a 7-point Likert-type scale, the answers to its items may
range from 1 “very strongly disagree” to 7 “very strongly agree”
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This scale encompasses four items, as follows: “It is likely I will
actively look for a new job in the next year” (item 1), “I often think
about quitting teaching” (item 2), “It would take very little change
in my present circumstances to cause me to leave teaching” (item
3), and “There’s not too much to be gained by sticking with
teaching indefinitely” (item 4). In the current research, a reliability
index of 0.91 was found for this scale.

Procedure

The process of data collection commenced by administering
consent forms to 221 Chinese English teachers. Then, it continued
with the distribution of three aforementioned scales (MBI-ES,
TSI, and TIS) among the participants. This distribution was
virtually performed through the Wenjuanxing platform. Upon
distribution of the scales, some instructions regarding the
completion of the scales were offered to the respondents. The
needed information was entirely collected within 3 weeks.

Having gathered the needed information, they were
preprocessed to detect the missing and problematic answers. As a
result, no missing or questionable answer was discovered. Then,
through Kolmogorov-Smirnov and Shapiro-Wilk tests, the
normality of answers was evaluated. Following that, the
association between burnout, job-related stress, and turnover
intention was calculated using Pearson correlation test. Finally, to
inspect the role of burnout and job-related stress in predicting
Chinese teachers’ turnover intention, the SEM analysis was
conducted through AMOS software (version 24).

Results

To begin, descriptive statistics comprised of central indicators
and dispersion of the variables were calculated to offer
fundamental information about variables under investigation. The
results are evinced in Table 1.

TABLE 1 Central indicators and dispersion of research variables.

Turnover Burnout Job-
intention related
stress
N Valid 221 221 221
Missing 0 0 0

Mean 9.73 66.82 52.26
Std. deviation 6.092 20.815 16.131
Skewness 0.968 —0.195 —0.125
Std. error of skewness 0.164 0.164 0.164
Kurtosis 0.021 —0.691 —0.235
Std. error of kurtosis 0.326 0.326 0.326
Minimum 4 22 20
Maximum 28 114 95
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TABLE 2 The outcomes of Shapiro—Wilk and Kolmogorov—Smirnov
tests.

K-S S-W
Statistic ~ df  Sig Statistic ~ df  Sig.
Turnover 0.174 221 0.000 0.860 221 0.000
intention
Burnout 0.059 221 0.056 0.983 221 0011
Job-related 0.069 221 0.013 0.982 221 0.006

stress

TABLE 3 The correlation between burnout, job-related stress, and
turnover intention.

Turnover Burnout Job-
intention related
stress
Turnover Pearson 1 0.601%* 0.5227%*
intention correlation
Sig (2-tailed) 0.000 0.000
Burnout Pearson 0.601%* 1 0.499%*
correlation
Sig. (2-tailed) 0.000 0.000
Job-related Pearson 0.522%* 0.499%* 1
stress correlation
Sig. (2-tailed) 0.000 0.000
N 221 221 221
#*Association is significant.
TABLE 4 Estimates of regression weights for the variables.
Weight S.E. CR. P
Turnover — Job-related 0.158 0.106 1.498 0.000
intention stress
Turnover — Burnout 0.898 0.145 6.186 0.000

intention

As depicted in Table 1, the mean of burnout, job-related stress,
and turnover intention turned out to be 66.82, 52.26, and 9.73,
respectively. Their deviations were also calculated as 20.815,
16.131, and 6.092, respectively. Moreover, the Skewness and
Kurtosis indices were found to be in the range of —2 to 2, implying
that the distribution of variables was almost expected. Following
the calculation of descriptive statistics, the normality of the
collected data was tested using the Shapiro-Wilk and
Kolmogorov-Smirnov tests. The outcomes of the tests are
displayed hereunder (Table 2).

As Table 2 indicated, the normality of the data was violated.
Yet, it seems acceptable for a sample with more than 200
participants. Having assessed the normality of gathered data, the
probable correlation between burnout, job-related stress, and
turnover intention was measured through the Pearson correlation
test, the results of which are presented in Table 3.
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The Pearson correlation test revealed a positive, strong
association between burnout and turnover intention (r=0.601,
p<0.01). It also uncovered a direct relationship between
job-related stress and turnover intention (r=0.522, p<0.01).
Furthermore, a close link was discovered between burnout and
job-related stress (r=0.499, p<0.01). Following that, through
multiple regression method, the role of burnout and job-related
stress in predicting teachers’ turnover intention was evaluated.
Consequently, both burnout and job-related stress made
significant contributions to teachers’ intention to turnover
(Table 4).

Afterward, to identify which variable contributed more
significantly to teachers’ turnover intention, standardized
regression weights were calculated. As a result, burnout was found
to be the stronger predictor of teachers” turnover intention in that
it uniquely explained 69 percent of the variance in the teachers’
turnover rates (Table 5).

The role of burnout and job-related stress in predicting
teachers’ turnover intention was portrayed using SEM analysis.
The prediction model with standardized estimates is provided
below (Figure 1).

Discussion

The objectives of the current inquiry were, in the first place, to
test the associations between burnout, job-related stress, and
turnover intention; and in the second place, to probe the role of
burnout and job-related stress in predicting Chinese English
teachers’ turnover intention. As to the first objective of this study,
the results of the Pearson test demonstrated that both burnout and
job-related stress were closely related to turnover intention. The
outcomes of the correlation test uncovered a similar connection
between job-related stress and burnout as well. Concerning the
second objective, the SEM analysis outcomes revealed that
burnout and job-related stress served an undeniable role in
increasing Chinese English teachers’ turnover intention.

The result of this research concerning the strong link between
burnout and turnover intention is in line with those of Lee (2019),
who observed a strong link between teachers’ burnout and their
turnover intention. It also supports the findings of Mingming et al.
(2021), who discovered a direct association between burnout and
teachers’ intention to leave the teaching profession. Moreover, the
outcome of the present inquiry about the significant association
between job-related stress and turnover intention backs up Chika
et al’s (2016) findings, which demonstrated that teachers’
job-related stress is intertwined with their turnover intention. It
also resonates with the outcomes of Xu et al. (2017), who reported
that teachers” turnover intentions are tied to the prolonged stress
they feel at work. Additionally, the present study’s outcome
regarding the close relationship between burnout and job-related
stress is congruent with Xu and Yang’s (2021) results, which
showed that burnout is tightly associated with job stress.
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TABLE 5 Standardized regression weights for the variables.

Estimate

Turnover intention ~ « Job-related stress 0.11

Turnover intention ~ « Burnout 0.69

Burnout

A

.66

Turnover

Stress

FIGURE 1
Prediction model with standardized values.

Besides, the results of this investigation on the power of
burnout and job-related stress in predicting teachers” turnover
intention can be logically justified in light of Bakker and
Demerouti’s (2007) JD-R model. According to this conceptual
model, those employees who experience stress and burnout for a
long period of time are more prone to the turnover phenomenon.
That is, employees with a high amount of job stress and burnout
tend to quit their careers and search for another profession. It is
mainly due to the fact that prolonged occupational stress and job
burnout substantially reduce employees’ motivation, interest, and
willingness to continue their current profession (Bakker and
Demerouti, 2007). Considering this theoretical model, burned-out
and anxious teachers are less inclined to pursue the teaching
vocation. It indicates that the higher the teachers’ occupational
stress and job burnout, the stronger their turnover intention. This
result confirms the idea of Lu and Gursoy (2016), who asserted
that burnout substantially enhances teachers’ intention to
turnover. This outcome also supports Skaalvik and Skaalvik’s
(2016) assertion regarding the predictive role of occupational
stress. They claimed that being overwhelmed with occupational
stress remarkably decreases teachers’ intention to work.

Conclusion, implications, and
limitations

This research was undertaken to unravel the association
between job-related stress, burnout, and turnover intention and
the role of job-related stress and burnout in predicting Chinese
English teachers’ turnover intention during distance education.
The results obtained from correlational and SEM analysis evinced
the high potential of job-related stress and burnout in predicting
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Chinese English teachers’ turnover intention. It indicates that in
the absence of job-related stress and burnout, teachers are less
likely to quit the teaching career. Simply said, job-related stress
and burnout can result in enhanced turnover intention among
teachers.

The outcomes of this inquiry might have some valuable
implications for language teachers in any educational environment,
notably distance education contexts. Given the high potential of
job-related stress in predicting teachers turnover intention,
practicing teachers are required to constantly engage in teacher
training courses to learn how to deal with job-related stress. For the
same reason, they also need to attend professional development
programs like workshops and conferences to update their
knowledge of coping strategies. The results of the present
investigation also appear to be instructive for teacher trainers.
Owing to the significant role of job-related stress in increasing
teachers’ turnover intention, teacher educators are highly expected
to teach practicing teachers how to cope with stressful situations at
work. Upon equipping teachers with appropriate coping strategies,
teacher educators can substantially decrease the rate of turnover
among in-service teachers. Additionally, the findings of this
research may entail some informative and fruitful implications for
educational managers. Considering the direct effects of burnout
and job-related stress on teachers” turnover intention, educational
managers must provide teachers with a comfortable, stress-free
working environment. Simply said, they need to reduce the
professional demands and pressures that are made upon teachers
in educational contexts. As a result, they can dramatically decrease
the amount of turnover among practicing teachers.

It is worth mentioning that the outcomes of the present
research should be interpreted in light of three significant
limitations. First, the current investigation was entirely performed
in China, which is an “English as a Foreign Language (EFL)”
country. Hence, the results of this investigation are only
transferable to EFL contexts. The educational researchers are thus
advised to explore the role of job-related stress and burnout in
teachers’ turnover intention in an “English as a Second Language”
country to find any meaningful changes in the outcomes. Second,
the mediating or moderating effects of situational variables like
teaching experience on teachers turnover intention were
disregarded in this research. It would be inspiring to measure the
effects of these variables in future studies. Third, only close-ended
questionnaires were used to elicit participants’ viewpoints
regarding the interrelationships of the variables under
investigation. Other data collection instruments like interviews
and open-ended questionnaires would help future studies to
gather more comprehensive information.
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Although a range of studies has explored the effects of the content and
language integrated learning (CLIL) approach on students’ achievement,
its impact on improving university students’ transversal skills (TSs) has
remained largely unexplored in Iran. Thus, the present study has a two-
fold purpose. First, it aims to investigate the role of the CLIL approach in
improving Iranian university students’ TSs. Second, it purports to explore
the mediating role of emotional intelligence (El) in the relationship
between the CLIL approach and TSs. For this purpose, a survey design was
used wherein a research-made questionnaire was distributed among 123
university students to gather the required data. Findings disclosed that the
CLIL approach had a positive role in developing the university students’ TSs.
Further, the results indicated that El positively affected the development
of TSs in university students. Moreover, the findings evidenced that El
significantly mediated the relationship between the CLIL approach and
the development of the university students’ TSs. The study concludes that
applying the CLIL approach involves an entirely new paradigm, offering
valuable implications for relevant stakeholders.

KEYWORDS

content and language integrated learning approach, emotional intelligence, soft
skills, transversal skills, communicative competence
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Introduction

Over the last 3 decades, the view of developing transversal
skills (TSs) in higher education contexts has received noticeable
attention (Ribeiro et al., 2016). According to UNESCO (2013), TSs
are defined as the “skills that are typically considered as not
specifically related to a particular job, task, academic discipline or
area of knowledge and that can be used in a wide variety of
situations and work settings (e.g., organizational skills)” (p. 3). As
TSs are not specific to particular job duties, sometimes they are
called “soft” or “transferrable” skills. The term “transversal”
indicates that just like a transversal line in geometry, they cut
across different roles and tasks. According to UNESCO (2013),
they call fall into six categories, including critical and innovative
thinking, intrapersonal skills, interpersonal skills, media and
information literacy, global citizenship, and others (i.e., problem-
solving, communication, teamwork, and leadership). Such skills
are considered highly necessary for reaching the educational
objective making students learn them during their study at
universities. Moreover, in higher education contexts, explicit
learning outcomes have been verified, resulting in the significant
improvement of TSs, such as teamwork, communication, and
problem-solving (Rakkarnsil and Butsalee, 2022; Veiga, 2022;
Zheng, 2022). Additionally, such skills have been linked to the
occupation outcomes of higher education students and have been
the center of attention for legislators and university officials.

As an example, critical thinking skills are viewed as crucial
skills to make correct decisions or solve problems (Liu et al., 2014;
Ajmal and Kumar, 2020; Kumar, 2021; Nachbagauer, 2022).
Likewise, over the last years, empirical findings have lent support
to the need for radical modifications in university syllabuses
(Goodwin et al., 2018). They have emphasized the importance of
using efficient approaches such as the CLIL approach to assure
that students are cultivating a variety of skills, such as
collaboration, arbitration, demonstration, and governance (Larraz
etal., 2017; Pang et al., 2022; Salomaki et al., 2022).

It is important to note that companies place a premium on
personal qualities, such as motivation for working and learning,
politeness, dependability, flexibility, punctuality, creativity, and
vigor (Larraz et al., 2017; Levine, 2022). Interestingly, the list of
TSs favored by companies reveals a preference for individual skills
over occupational skills. Companies stress working in a group; the
flexibility to organize work autonomously; communication skills;
ability to act in the context of the company; recognizing their
error; ability to accept criticism; the capacity to act in complex
situations; the desire to learn; curiosity; perseverance; politeness;
and maintaining a positive attitude (CEDEFOP, 2013, p. 5).

Although TSs have been investigated over the last decade, there
are still areas of research that have not been tackled. TSs begin to
develop from childhood (Pang et al., 2022; Uygur et al., 2022).
According to Carneiro et al. (2007), family and social environment
play a significant role in their development. Also, as Ramos et al.
(2013) studied, the basics of these skills are established from
childhood and they exert a substantial influence on success or
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failure in all life dimensions. However, Ramos et al. (2013)
underscore that the procedures of modeling and improving these
skills through the educational platform have yet to be thoroughly
investigated due to the existence of multiple research perspectives.
However, taking a quick glance at the available literature reveals that
no study has explored yet the effects of the CLIL approach on
fostering university students’ TSs in the higher education context of
Iran. Additionally, the mediating role of emotional intelligence on
the effects of the CLIL approach on improving university students’
TSs has remained unexplored. Considering these points, the current
research aimed to explore the effects of the CLIL approach on
improving university students’ TSs with respect to the role of
emotional intelligence. Probably, the findings of the present study
can further the pertinent stakeholders’ understanding of the effects
of applying the CLIL approach with respect role of emotional
intelligence in fostering Iranian university students’ TSs.

Literature review

Content language integrated language
approach

Content and language integrated learning approach is a dual-
focused approach that both language and content receive equal
attention (Coyle, 2007; Mehisto et al., 2008; Cenoz et al., 2013;
Kuzembayeva et al., 2022). In other words, it is viewed as an
educational approach where a foreign language is a medium for
teaching curriculum content (Dalton-Puffer, 2011; Vadivel and
Beena, 2019; Mahan, 2022). This approach can be implemented as
a form of mainstream education at the primary, secondary, and
tertiary levels. Lasagabaster and Sierra (2009) verified some of the
essential features of the CLIL approach. The first feature is that in
the CLIL approach, a foreign language instead of a second
language is used, meaning that the students do not encounter the
target language outside the classroom. The second feature is that
English is the dominant language in the CLIL approach. This is
due to the fact that one of the key literacy features around the
world is a command of English. The third feature is that the
instructors in the CLIL approach are normally non-native
speakers of English. They are content experts who aim to instruct
content subjects taken from academic/professional disciplines.
The fourth feature is that the target language is used to instruct
around 50% of the curriculum content. The last feature is that
students can attend CLIL classes when they have developed their
literacy skills sufficiently in the first language. According to
Dalton-Puffer (2011), the CLIL approach can be viewed as “a
foreign language enrichment measure packaged into content
teaching” (p. 184).

A mass of studies has been conducted on the effects of the
CLIL approach on cultivating L2 learning (e.g., Xanthou, 2011;
Brevik and Moe, 2012; De Diezmas, 2016). In a study, Xanthou
(2011) explored the effects of the CLIL approach on content
learning and vocabulary learning among L2 learners. The findings
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disclosed that the CLIL approach was fruitful to improve the
participants’ content learning and vocabulary learning. Besides,
Brevik and Moe (2012) examined if the CLIL approach had any
effects on Norwegian students’ language achievement. The
findings demonstrated that regardless of the student’s proficiency
levels, the CLIL approach was effective to boost their language
outcomes at the end of 2-year instruction. Additionally, Heras and
Lasagabaster (2015) studied the effectiveness of CLIL on L2
learners’ motivation and self-esteem. Also, they inspected the
mediating effect of the CLIL approach on gender differences in L2
learning. The results evidenced that the CLIL approach was
fruitful to relieve gender differences in motivation. Similarly, they
found that the CLIL approach affected positively the participants’
vocabulary learning regardless of their genders. Further, De
Diezmas (2016) investigated the effectiveness of the CLIL
approach in cultivating L2 learners’ communicative competence.
The findings of CLIL learners and non-CLIL learners enrolled in
a 4-year primary education evidenced that the participants who
were trained based on the principles and procedures of CLIL
outperformed the non-CLIL approach learners.

Some reasons have been presented for these results, including
better learning conditions owing to authentic lesson materials, the
longer period of exposure, extra EFL lessons, the presence of
native speakers, and the generally richer linguistic content of the
CLIL classes (Dalton-Puffer, 2008; Banegas and del Pozo Beamud,
2022). According to Dalton-Puffer, (2007), the CLIL approach is
effective to cultivate L2 learning because it creates a real-life
situation in which L2 is used for real-life purposes. This offers
valued opportunities for L2 learners to process information more
deeply. CLIL environments are found promising for better L2
performers, more motivated, and more academically and
linguistically talented (Bruton, 2011; Paran, 2013). In short, as
Kiippers and Trautmann (2013) suggested, CLIL environments are
appropriate for both high-achieving and low-achieving
L2 learners.

Development of transversal skills

The issue of TSs has gained noticeable attention over the last
years because nobody can gain independence in learning if they
lack these essential skills (Stal and Paliwoda-Pekosz, 2019; Vadivel
etal, 2021; Satayev et al., 2022). Previously, different terms such as
basic skills, key competencies, employability skills, the 21*-century
skills, and transversal competencies have been used interchangeably
for TSs (Viska project, 2017; Ghadermarzi and Mohamadi, 2022).
In a simple definition, the TSs have been viewed as the skills which
can be learned in one area or situation and can be used efficiently in
other areas and situations (AIC, 2016). According to Whittemore
(2018), TSs include collaborative problem solving, digital
competencies, learning to learn and continue to learn, initiative and
independent thinking, adaptability, resilience, cultural awareness,
and expression. In another classification proposed by the United
Nations, T'Ss entail communication skills, teamwork, collaboration
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skills, planning and organizing, creativity, accountability,
commitment to continuous learning, and client orientation. Based
on another classification, TSs comprise critical thinking,
collaboration skill, communication skill, and creativity and
innovation skills (The Ontario Public Service, 2016). Despite the
differences among these classifications of TSs, the central point of
the skills is that they are the essential skills that are transferable,
reusable, and not specifically connected with a job or discipline (Liu
et al., 2021; Belchior-Rocha et al., 2022).

In spite of the classification differences, four skills shape
the central core of the TSs, including critical thinking,
collaboration skills, communication skills, and innovation/
creativity (Trilling and Fadel, 2009; Kivunja, 2015). As
currently considered the keystone of 21st-century learning,
critical thinking is the skill to solve problems (Stanford
Encyclopedia of Philosophy, 2018). In other words, critical
thinking is the ability to engage in our own thoughts and do
reflection to reach a well-informed conclusion. According to
Kivunja (2015), critical thinking is a highly curial skill
throughout life in modern-day, which is the age of global
technologies and economics. As Trilling and Fadel (2009)
studied, collaboration skills are viewed as the intrapersonal
and interpersonal abilities to collectively make progress
toward a common purpose or solve a common problem.
Communication skills are defined as the abilities used to give
and receive different kinds of information (Maguire and
Pitceathly, 2002; Sunday Adebayo et al., 2022; Tonekaboni and
Nasiri, 2022). Creative thinking skills are defined as the
techniques employed to approach an issue from creative and
different perspectives, using the right tools to develop a plan
and evaluate it (Basadur et al., 2000; Alnamrouti et al., 2022).

Emotional intelligence

Emotional intelligence (EI) was introduced and supported by
Goleman (1996). According to Goleman (2021), EI can be defined
as an individual’s ability “to be motivated and persevere in front of
frustration, to govern ones impulses and to delay personal
satisfaction, and to regulate moods and prevent troubles to
obscure one’s judgment; to be persistent and have hope” (p. 12). In
other words, EI can be viewed as “is the ability to understand, use,
and manage your own emotions in positive ways to relieve stress,
communicate effectively, empathize with others, overcome
challenges, and defuse conflict” (Salovey and Mayer, 2004, p. 12).
El includes different emotions, including anger (e.g., resentment,
fury, irritability, indignation, exasperation, and animosity), sorrow
(e.g., sadness, being upset, melancholy, loneliness, self-pity, and
sulk), fear (e.g., nervousness, anxiety, being afraid, terror, concern,
worry, horror, and misunderstanding), joy (e.g., relief, happiness,
blessing, pride, pleasure, euphoria, satisfaction, amusement, and
(e.g., acceptance,
commitment, awe, worship, kindness, and affinity), surprise (e.g.,

contentment), love friendship, trust,

wonder, shock), disgust (e.g., contempt, detestation, revulsion,
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and repugnance), and shame (e.g., embarrassment, guilt,
humiliation, regret, and remorse; Bradberry and Greaves, 2009;
Nelson and Low, 2011).

L2 teachers can foster all the dimensions of EI when they are
working with learners (Oz, 2015; Li et al., 2021). If they use the
appropriate teaching approaches and techniques in the classroom,
learners’ EI may raise substantially, leading to promising learning
achievements. For this valuable purpose, they are supposed to use
teaching approaches and techniques to make students aware of
their own feelings, express their own emotions, controlling and
regulate their own emotions, and be empathetic (Mayer et al.,
2000; Koprii and Ayas, 2020; Khasawneh, 2021).

Theoretical framework

Modern problem-solving theories posit that language is one
of the major media making thinking possible (Jonassen, 2000).
It plays a vital role in group discussions, data presentations, and
solution presentations (Ortega, 2020; Kumar et al., 2021). As
Mitchell et al. (2019) stress, language acquisition occurs when
learners are exposed to sufficient comprehensible input. The
collaborating negotiation of meaning encourages productivity
variations and increases cognizance of the meaning-carrying
perspective of the linguistic edifice. As a result, the teaching
approaches prioritizing meaning over form make the way for
learners to learn and consolidate the linguistic structures
(Tavoosy and Jelveh, 2019). One of the teaching approaches
predicated on these assumptions is CLIL. It stresses the
integration of content and language in learning activities
wherein learners need to understand the problematic situation,
discuss the model in both spoken and written forms, and
produce a clear and understandable solution. Of particular note
is that this perspective toward learning is in line with the
sociocultural theory (SCT) of learning. From the perspective of
SCT, language is regarded as the primary tool for mediating
knowledge construction. In a sense, social interactions revolve
around language and are perceived as critical media for
knowledge and skills construction (Fang et al, 2019). In
addition, activity theory (AT) can be considered a suitable
theoretical framework for the CLIL approach because it stresses
the interaction of the language and content as an instrument to
achieve learning outcomes rather than just language or content
(San Isidro and Lasagabaster, 2019).

Research framework

Given the theoretical framework discussed above (Figure 1),
the following research hypotheses were put forward:

HI. Content and language integrated learning approach play

a positive role in developing university students’

transversal skills.
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FIGURE 1
The research framework of the study.

H2. Emotional Intelligence positively affects the development
of university students’ transversal skills.

H3. Emotional intelligence significantly mediates the
relationship between the content and language integrated
learning approach and the development of the university
students’ transversal skills.

Method of the study
Research design

This research adopted a quantitative design for collecting the
required data. In exact words, a survey design was used wherein a
research-made questionnaire was distributed among 123
university students to gather the required data. The primary
purpose was to disclose the kind and amount of the relationship
between the CLIL approach and the improvement of the university
students’ TSs with respect to the mediating role of emotional
intelligence. The response rate for the questionnaires is presented
in Table 1.

Setting and participants

The present study was conducted at the setting of the
University of Ayatollah Ozma Borujerdi, Iran. Representing the
major higher education system, state universities in Iran are a type
of academic institution to which students need to get a good rank
in the national entrance examination (Konkur) to be admitted. Its
outstanding features are being free of charge for students,
employing high-quality teachers, and following rigorous
syllabuses. Using a random sampling method, a total of 150
undergraduate students were selected. As Riazi (2016) noted, the
random sampling method provides an equal chance for the
individuals in a population to be selected for a study. The
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TABLE 1 Response rate for the questionnaires.

Total Frequencies/Rate
Total distributed questionnaires 150

Total Returned questionnaires 134
Returned and functional questionnaires 123
Returned and omitted questionnaires 09

Response rate 89.3%

Correct response rate 80.2%

underlying reason for selecting the participants was their easy
availability to the Iranian researchers in this study. The participants
included both males (1n=52) and females (n=98) and their ages
ranged from 18 to 30years. They have been studying Applied
Linguistics and did not have an opportunity to converse in English
outside the walls of the institutes. The participants expressed their
consent to take part in the study orally and they were free to
withdraw from the study as they wished. It should be noted that
the researchers ensured the participants that their responses
would be kept confidential and they would be informed about the
final results at the end of the study.

Instruments

To collect the required data, the researchers used a researcher-
made questionnaire. They got through the literature meticulously
and found that there was not any instrument available to measure
the variables in the study. Therefore, in line with the rigorous
phases proposed by Crosswell (2005), they designed and
developed a questionnaire to measure the variables of interest. In
exact words, they followed a three-phase procedure which
included planning, construction, and validation. In the first phase,
the researchers identified the target group and the purposes of the
study. They assured that there was no instrument available in the
literature to measure accurately the variables in interest. In the
second phase, they identified the objectives of the instrument and
developed a table of specifications. They determined the
specifications such that the objectives were narrowed down
sufficiently and the content areas were identified. They constructed
the items and tried to refine them as much as they could. In the
third phase, they administered the instrument to 30 university
students to measure its reliability and validity. The results showed
that the Cronbach’s alpha value was 0.87, indicating that the
instrument could readily accept reliability. To measure the validity,
the researchers invited two university professors in Applied
Linguistics to read and check if the instrument enjoyed a high
level of face and content validities. Based on their comments, the
researchers modified some of the items in terms of content and
language. In general, the questionnaire entailed three sections; the
first section consisted of 11 items related to the CLIL approach;
the second section included nine questions germane to the
development of TSs; the third section contained 12 questions
concerning EI. The respondents provided answers on a five-point

Frontiers in Psychology

119

10.3389/fpsyg.2022.988494

Likert scale (1=strongly disagree; 2=disagree; 3=neutral;
4=agree; and 5=strongly disagree).

Data collection procedures

The researchers took some distinct steps to conduct the
present study. In the first step, they designed and validated the
questionnaire. In the second step, they recruited two experts in
translation to translate the questionnaire into the participants’
mother tongue (Persian). The primary reason for this was
increasing the credibility of the participants’ responses. In the
third step, they distributed the questionnaire among the
participants. In doing so, they got the participants’ phone numbers
from the managers of the institutes and contacted them. They
introduced themselves and explained the objectives of the study
and asked if they were willing to take part in it. In general, 150
learners agreed to participate in the study and sent their emails
and their WhatsApp IDs to the researchers. The researchers sent
a digital format of the questionnaire to the participants. In total,
134 university students completed the questionnaire and 123 cases
were filled out appropriately. It should be noted that the
participants’ responses were stored in a digital database.

Results

The Partial Least Squares Structural Equation Modeling (PLS-
SEM) method was used to measure the relationship between the
dependent and independent variables. As Pallant (2020)
suggested, PLS-SEM is considered for structural equation
modeling by researchers to estimate the complex cause-effect
relationships in path models with latent variables. TSs were taken
as the dependent variable, and CLIL approach was viewed as the
independent variable, and EI was considered as the mediating
factor between them. After collecting the raw data with the help
of the probability sampling method, all the sections of the
questionnaire were coded and keyed into SPSS, version 18.
Afterward, a reliability test was conducted, and the results are
presented in Table 2.

Measurement model

The next stage in the analysis was to examine if the construct
items contributed to the hypothesized model as a whole, and for
this purpose, the measurement model was examined. Evaluation
of the measurement model includes convergent validity
assessment (extracted average variance, outer loading, and
composite reliability). It is essential to establish the validity of any
research to get more accurate and reliable results. Discriminating
validity and the extracted average variance (AVE) are two validity
criteria evaluations (Hair et al., 2018). Both the dependent
variable (TSs) and the independent variable (CLIL approach) were
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examined in the measurement model. The model was used to
measure the construct and its validity. A confirmatory factor
analysis (CFA) was performed using PLS-SEM to compute the
discriminant validity of the hypotheses. Table 3 reports that all
premises meet this condition, hence signifying the discriminant
validity of the model.

By proving the construct validity of the measurement model,
it was assumed that the questionnaire results were valid and
reliable (Figure 2).

TABLE 2 Results of the reliability rest.

10.3389/fpsyg.2022.988494

Structural model

After ensuring that the measurement model was reliable and
valid, the structural model was evaluated in the succeeding step.
The structural model or inner model assessed the predictive
abilities and the relationship between latent constructs. Analysis
of the model’s predictive ability and interactions between different
components are part of this stage (Hair et al., 2018). The structural
model measured the predictive skills and the relationship between
latent constructs. After considering multi-collinearity in the
previous step, it was proven that there is no multi-collinearity
issue among the exogenous variables (Figure 3).

Construct No. of items Cronbach’s Alpha
Transversal Skills 9 0.718 .. B . 5
Content and Language . 0825 Coefficient of determination (R?)
Integrated Learning
Emotional Intelligence L 0.783 This research employed Smart PLS to evaluate the structural
model, including coeflicients for the right direction and values for
R*. The path coefficients are standardized regression coeflicients
o o used to explain the direction of variables’ relationships. R* values
TABLE 3 Results of the discriminant validity.
represent the structural explanatory power and represent the
CLIL EI TVS proportion of variation in endogenous variables (Hsiao and
CLIL 0.84 Bomhold, 2013). With higher descriptive power levels, the R*
EI 057 0.82 ranges from 0 to 1. R* values of 0.75, 0.50, and 0.25 are used as
VS 0.58 0.68 0.83 guidelines for substance, moderation, and weakness, respectively
(Hair et al., 2019).
Hi G i f
pey DB DBE yp
1
43 \ / -
\ p
b
® aaey =48
0igT Q51 :
- My
@ el
Emotional Iteligence ;
e CLIL Approach e Transversal Skill
FIGURE 2
The measurement model.
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FIGURE 3
The structural model.
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Effect size (f?)

The impact size indicates the relative effect on a specific
exogenous latent variable’s endogenous latent variable with
R-square adjustments (Avkiran, 2018). The external structure
is critical in explaining the endogenous structure as a static
measurement. The effect size (f?) is utilized in analysis to assess
whether the removed construct has a substantial effect on the
endogenous constructs, and the effect size may be calculated
by comparing the rise in R* to the percentage of the variance of
the remaining unexplained endogenous latent variable. As a
rule of thumb, 0.02-0.14, 0.15-0.34, and greater than 0.35 are
defined by Cohen (2013) as minimal, moderate, and high
effects, respectively.

Path coefficients

Partial Least Squares Structural Equation Modeling uses the
path coefficient to evaluate the power and significance of the latent
construct’s hypothesized relations. Estimates are derived with a
coefficient closer to +1, indicating a strong positive link and a
coeflicient closer to —1, showing a strong negative relationship
and structural model associations with constant values between
—land+1.

Direct and mediating relationships

Assessment of the structural model started with the
exploration of the direct relation between the CLIL approach and
TSs. The PLS-SEM algorithm was employed to inspect the size of
path coefficients, while the significance of the relationship
between variables was observed using PLS-SEM bootstrapping
technique. The first model consisted of studying the direct
relationship among variables H1 and H2 (Table 4). After that, the
second model introduced a mediating variable, and the
relationship between the independent and mediator variable H3
was examined (Table 5).

TABLE 4 Results of hypotheses testing (Direct relationships).

10.3389/fpsyg.2022.988494

As shown in Table 4, the claim of the hypotheses H1 (e.g.,
CLIL approach has a role in developing the university students’
TSs) and the claim of H2 (e.g., EI has a role in developing the
university students’ TSs) were supported. Similarly, as
presented in Table 5, the claim of H3 (e.g., EI mediates the
relationship between the CLIL approach and TSs) was
also supported.

Discussion

As noted above, this study purported to explore the role of the
CLIL approach in developing university students’ TSs in the
higher education in Iran. Additionally, it aimed to disclose the
mediating role of EI on the relationship between the CLIL
approach and the university students’ TSs. For these purposes,
three hypotheses were formulated. The first hypothesis posited
that the CLIL approach plays a positive role in developing
university students’ TSs. This hypothesis was accepted because, as
reported above, the Path coefficient for CLIL>TVS was 0.348,
while the f value was 2.703 in the structural model’s results. The
hypothesis had a p of 0.007, more significant than the value of
t>1.96, which had a p <0.05. The second hypothesis stated that EI
positively affects the development of TSs in university students.
This hypothesis was also accepted because, as reported above, the
Path coeflicient for EI>TVS was 0.878, and the ¢ value was 6.623;
as evidenced by the results of the structural models. The
hypothesis had a value of p was 0.000, which was more than the
threshold value of t>1.96, which had p <0.05. The third hypothesis
stated that EI significantly mediates the relationship between the
CLIL approach and the development of the university students’
TSs. This hypothesis was accepted because, as reported above, the
Path coefficient for CLIL > EI>TVS was 0.305, while the ¢ value
was 2.343 in the structural model’s results. The hypothesis had a
value of p of 0.002, more significant than the threshold value of
£>1.96 (p<0.05).

The findings of the study are in line with those of Xanthou
(2011), reporting that CLIL was fruitful to improve the
participants’ content learning and vocabulary learning. Besides,
the results of the study are consistent with those of Brevik and
Moe (2012), revealing that regardless of the proficiency levels
in students, the CLIL approach was effective to boost their

Theorized Path Standard ¢ p  Decision 1 ’ ¢ th d of 2 nstructi
Path coefficient  Error  value value anguage outcomes a e end of 2-year instruction.
Additionally, the findings of this research lend support to the
H1: CLIL 0.348 0.116 2703 0.007  Accepted
ceepe results of Heras and Lasagabaster (2015). They found that the
->TVS . . .
g CLIL approach was fruitful to relieve gender differences in
H2:EL->TVS 0.878 0.122 6.623  0.000 Accepted o -
motivation. Similarly, they found that the CLIL approach
affected positively the participants’ vocabulary learning
TABLE 5 Results of mediating tests.
Hypothesized path Path coefficient ~ Standard Error (STERR)  tvalue p value Decision
H3 CLIL ->EI->TVS 0.305 0.108 2343 0.02% Supported
p<0.05.
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regardless of their genders. Moreover, in agreement with the
results of this study, De Diezmas (2016) found that the
participants who were trained based on the principles and
procedures of CLIL outperformed the non-CLIL learners.

Based on the findings, it can be argued that the university
students’ TSs could develop substantially because they were
instructed based on the principles and procedures of the CLIL
approach. In other words, the results of the study can
be discussed from this perspective that when the university
students’ attention was drawn to both the content and language
simultaneously, they might have had better opportunities to
foster their TSs, such as critical skills, collaborative skills,
communication skills, and creative skills. In addition, aligned
with the findings of the study, it can be argued that IE had a
substantial mediating role in the relationship between the CLIL
approach and the development of the TSs. The results are in
line with those of the previous studies (e.g., Jonassen and
Rohrer-Murphy, 1999; Kolb et al., 2001; Coupal, 2004; Asal and
Kratoville, 2013; Olusegun and Bada, 2015), reporting that EI
is an influential factor in developing students’ learning skills.
In line with the results of the study, it may be argued that a high
level of EI increased the students’ chances to develop TSs,
which, accordingly, might have led to more promising learning
achievements among university students. Along with Nagahi
et al. (2020), it may be argued that the CLIL approach with its
didactical procedures, using active methods, and integration
awareness training in learning, integrating the content and
language might have offered ample opportunities for university
students to develop TSs.

Furthermore, another line of discussion for the findings
may be ascribed to the fact that because the attention of
university students was directed toward content provision and
acquisition rather than chances for general competence, they
might have been in a better position to reconsider their subject’s
objectives and learning goals to attain them. The findings of the
study are congruent with those of Macianskiene (2016),
revealing that the CLIL approach was found to be effective in
developing TSs among university students in Lithuania. The
findings were ascribed to this reason that the CLIL approach
could offer opportunities to study meaningful content in
English, allow the participants to join authentic communication,
let them compare the newly-acquired information with that
already acquired, and set the scene for them to use English to
critically think to solve their learning problems. Additionally,
aligned with Macianskiene (2016), it may be argued that since
the CLIL approach might create an educational environment in
which the university students could develop collaborative skills
and communication skills, their cognitive skills might have
developed, their creativity might have raised, conditions for
developing their personality might have set, their cultural
awareness might have cultivated, and their expression might
have fostered leading to the fostering of TSs.

To discuss the findings of the study, it may be argued that
as the CLIL approach was a cohesive method to increase the
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exposure to the target language and contents without the need
to double the amount of time they spent in conventional
classes, it might have been found useful to foster the
participants’ TSs. In other words, as university students might
learn new concepts, they might have increased their time spent
in English learning (Lung-Guang, 2019). Moreover, another
reason for the results of this study may be attributed to the fact
that instead of forcing the university students to focus on the
forms of language, the CLIL approach might have directed the
university students’ attention to the meanings. That is, the
university students’ use of English might have become more
contextualized, genuine, and meaningful due to the instruction
on topic matters in English. Additionally, as the CLIL approach
could provide real-world tasks, the English language might
have become natural and much more relevant for the university
students, increasing their motivation to think critically, seek
innovative ways of learning, and find more chances to
communicate and collaborate with others (Injadat et al., 2020;
Lyken-Segosebe et al., 2020). The next line of discussion for the
results of the study is that as the development of TSs might
have been complex, the university student might have been
obliged to pay more attention to the learning motivation,
formative evaluation, and interactive learning processes (El
Ajraoui et al., 2019). These all useful conditions might have
been created properly by implementing the CLIL approach.

The other reason for the findings of the study may be lined
with this view that the CLIL approach might cope with the lack of
relevance of L2 teachings, such as vocabulary and grammar. In a
sense, it may be argued that the participants’ motivation might
have increased because the CLIL approach might create a
naturalistic learning setting. This environment might have
motivated the participants to use language, learn content, foster
cognitive development, develop communication skills, learn the
culture, and encourage their creativity (Harrop, 2012). Putitin a
nutshell, the implementation of the CLIL approach might serve
the university students’ needs and wants.

To discuss the other part of the findings, which reveal that EI
had an effective mediating role in the development of the
university students’ TSs, it may be argued that the university
students with higher EI levels might have been more tolerant in
learning environments that looked like real-life situations wherein
English was put to real use. This, in turn, might have offered
opportunities for university students to process and internalize the
information more efficiently (Dalton-Puffer, 2007). Thus, it is
reasonable to argue that higher the EI, the more critical,
innovative, and efficient communicator, and collaborator. Besides,
the results of the study may be argued from this view that the
participants with a higher level of motivation might have had the
capabilities in inspiring themselves to develop their TSs (Trilling
and Fadel, 2009). In other words, it may be argued that because
the students with high levels of EI could manage their motivation
efficiently, might have been exposed to more activities to foster
TSs. The final reason for the findings may be ascribed to this view
that the university students who enjoyed high levels of EI might
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have been more consistent. This consistency might have been
related not only to the classroom environment, but it might have
emphasized the significance of lifelong learning, leading to the
development of further development and application of TSs
throughout life.

Conclusion and implications

As noted above, the findings disclosed that the CLIL approach
played a positive role in developing the TSs of university students.
Further, the results indicated that EI positively affected the
development of university students’ TSs. Moreover, the findings
evidenced that EI significantly mediated the relationship between
the CLIL approach and the development of the university students’
TSs. Based on the findings of the study, it may be concluded that
the CLIL approach can be implemented to foster TSs which
occupy the central place in the lifelong context. The findings gave
the conclusion that EI can be cultivated so as to play a positive role
in improving TSs. TSs, regardless of job and discipline, are
characterized by relevance, necessity, reusability, and
transformation (Larraz et al., 2017).

In line with the results of the study, a range of implications
are presented for different stakeholders. The first implication is
for educational policy-makers to reconsider the positive role of
the CLIL approach and EI in fostering students’ TSs. As a
result, they should take urgent steps so that this approach and
EI can be accommodated in the education system. The second
implication is for teacher trainers. They are required to hold
pre-service and in-service training workshops to make L2
teachers familiar with the principles and procedures of the
CLIL approach and allow them to gain a comprehensive
understanding of the significance of EI in second language
education. In these training workshops, they should
be educated on the theoretical tenets and the practical activities
such that they could implement the CLIL approach and EI
efficiently in their classes. The third implication is for material
developers. For this, they are suggested to design and develop
the educational materials in line with the principles of the CLIL
approach and EI such that they can cultivate the students’ TSs
substantially. The fourth implication is for language teachers.
If they are to develop students’ TSs, they need to implement the
CLIL approach in their classes with respect to using activities
that raise students’ EI. The fifth implication of the findings is
for language learners who aim to improve their TSs. To do so,
they are supposed to join courses that are run based on the
principles and procedures of the CLIL approach, and EI is
given enough attention. The last implication is for L2 learners’
parents. They can register their children in courses that
integrate the learning of language and content together.

Due to time and resource constraints, the current research
suffered from some limitations. These limitations might pave
the way for further studies in the future. First, as this study
relied on the data collected from undergraduate students in
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Iran; thus, the results are only applicable to the Iranian higher
education contexts, future research can replicate the present
study in other parts of the world to generalize the credibility of
the findings. Second, as the collected data were quantitative,
further studies can be conducted using qualitative designs to
disclose how the CLIL approach improves students’ TSs. Third,
since the present study was cross-sectional, interested
researchers can carry out longitudinal studies to disclose how
the CLIL approach affects the development of TSs over a period
of time. Fourth, as the current research was conducted in the
setting of higher education, interested researchers can further
explore the effects of the CLIL approach on improving high
school students’ TSs. Last but not least, because the current
study focused on the impact of the CLIL approach on the
improvement of TSs with respect to the mediating role of EI,
future research can expand the spectrum by including more
variables in the research analysis.
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Few studies have investigated learners’ emotional experiences and the
interactions between emotion, cognition, and activity in the flipped foreign
language classroom (i.e., a mixed teaching mode that combines in-class
teaching and off-class self-directed learning). This study, from the perspective
of perezhivanie (a concept from sociocultural theory), addressed these
research gaps by exercising a longitudinal narrative study on a total of 32
Chinese-as-the-first-language university students of English who attended a
15-week English course with this teaching design. Among them, eight focal
students were randomly selected for further evidence of the characteristics of
the interactions between emotion, cognition, and activity. The results showed
that the participants experienced more of positive emotions than negative
emotions in the flipped classroom (FC) context, which supports the efficacy of
the pedagogy. But most importantly, complex interactions between emotion,
cognition, and activity were revealed. Generally, (negative) positive emotion,
cognition, and activity were interconnected; however, what is also evident is
that learners’ emotions either promoted or inhibited their cognitive functions,
and positive and negative emotions did not necessarily correspond to
positive and negative activities, respectively. This is due to the presence of
dynamic, developmental, and historical sociocultural mediators in learners
perezhivanija, be it teacher, peers, technology, teaching materials, teaching
activities in an FC, or the learners’ previous English learning anecdotes, etc.

perezhivanie, emotion-cognition-activity, dramas, sociocultural theory, flipped
classroom
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Introduction

All the learning processes unify cognition and emotion
including second-language learning. However, researchers in
the field of second-language acquisition (SLA) have primarily
focused on learners’ cognitive performance, leaving their
emotional experiences less explored (Swain, 2013; Dewaele and
Li, 2018). Among the limited number of research addressing
learners’ emotions in the field, a large majority of them targeted
only a single emotion, such as anxiety, enjoyment, burnout, and
boredom (Dewaele and Maclntyre, 2014; Jin and Zhang, 2019,
2021; Derakhshan et al,, 20215 Li, 2022), despite the facts that
second-language learning is a rather complex process whereby
many positive and negative emotions can be experienced even
in the same time window and that it is the positive or
negative emotionality that motivates or demotivates learners
over a long learning trajectory. Methodologically, research
on emotions has heavily relied on using Likert-type scales.
Albeit warranting a large dataset (Jiang and Dewaele, 2019;
Li, 2021, 2022), the downsides of this research paradigm are
the dichotomy of emotions into either positive or negative
(Wang et al, 2021), and only a single form of emotional
manifestation is attended to. Therefore, qualitative data are
needed with its advantages of including the characteristics of
typicality, complexity, and integrity, although the sample size
is small.

In addition, though FC teaching as an alternative to replace
teacher-led instruction in varying educational settings (van
Alten et al,, 2019), particularly in the second-language (L2)
domain (Mehring and Leis, 2018), has advantages such as more
frequent inter-student interactions before and after class (Roehl
et al, 2013), flexibility (Buechler et al,, 2014), and increased
student engagement (Chetcuti et al,, 2014; Malik et al,, 2018),
it also imposes new challenges on teachers and students alike.
For example, the use of information technology in FC teaching
can make learners feel difficult to concentrate (Qin et al., 2022).
They also face greater pressure to engage in more interactive
activities in the in-person part of the FC teaching (Malik et al,,
2018). All new challenges are likely to influence foreign language
learners’ emotions; consequently, it is necessary to conduct a
more in-depth discussion on learners’ emotional experiences
and influencing factors of learners’ emotion in FC teaching of
foreign languages.

By far, scarce studies have explored how learners
emotions form and develop in the FC from a perezhivanie
(unity of emotion, cognition, and social activities from
SCT) perspective to understand how learners interpret
and emotionally relate to the teaching environment, which
may shed some light on relevant studies. Thus, this study
aims to explore the developmental process of learners
emotions in the context of the FC through the lens of
perezhivanie. To achieve this goal, we adopted a multi-
dimensional narrative approach (Patton, 1990) to triangulate
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the findings by deploying written narratives at two time
points (at the beginning and end of the semester), as well
as on a longitudinal weekly basis lasting for 15 weeks.
The synchronic and diachronic narrative data provided
evidence not only on learners emotional states and its
dynamic changes but also on the dialectical interactions
between learners’ emotion, cognition, and activities in the
FC context.

Literature review

This section provides interpretations of related concepts
such as sociocultural theory, perezhivanie and drama, as well as
a brief overview of existing research on learner emotion.

Sociocultural theory

Sociocultural theory (SCT) rooted in cultural-historical
psychology established by Vygotsky and his colleagues
(Lantolf and Thorne, 2006). Although SCT literally includes
“social” and “cultural it is a theory of neither society
nor culture, but one of mind that explains the laws of
human beings’ mental functioning developed from social
relationships (Qin et al, 2019
Qin, 2021, Qin and Ren, 2021). The philosophical
origins of SCT are from the 18th and 19th centuries by
Germany philosophers Kant's and Hegel’s dialectics, as well

and cultural artifacts
2022

et

as Marx and Engels’ works on sociology and economics
critically drawing on Feuerbachs tenets of materialism
(Lantolf and Thorne, 2006).

Traditional psychology theories are keen to separate
cognition from emotion (Vygotsky, 1987). However, SCT
advocates their integrated and interactive contributions to
the development of mental functioning by proposing the
concept of perezhivanie. Originating from the Russian word
perezhivat, perezhivanie refers to “how an individual is aware
of, interprets, and affectively relates to a certain event”
(Vygotsky, 1994, p. 341). It continuously develops in a dynamic
manner since a very young age as individuals gain lived
experiences in the real world. Perezhivanie thus implies the
effect of the immediate and past sociocultural environment
on individuals, more specifically social relationships and social
activities (Vygotsky, 1994). Having said that, it must be noted
that not all social relationships and social activities influence
individuals’ development according to SCT but only those
“dramatic” ones (also known as dramas) that cause one’s internal
emotional conflicts and create critical perezhivaniya (Lantolf
and Swain, 2019). Research from an SCT perspective typically
uses critical perezhivaniya (plural form, or perezhivanija) as
units of analysis, which automatically attends to tripartite
interactions among emotion, cognition, and social environment
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(Roth and Jornet, 2013) and combines the past, the present, and
the future (Veresov, 2017).

Perezhivanie

Perezhivanie refers to an individual’s lived or emotional
experience, which is subjective thinking and feeling of the
environment, that is, “how the individual is aware of, interprets,
and affectively relates to a certain event” (Vygotsky, 1994,
p. 341). As a unit of analysis, perezhivanie represents the
dialectical unity of emotion and cognition. An individual’s
perezhivanie exerts effects on the individual’s social activity and
eventually builds the trajectory of development (Vygotsky, 1987;
Golombek and Doran, 2014). Therefore, perezhivanie covers
both objective environmental characteristics and subjective
personal characteristics. The difference between experience
and perezhivanie is that the former is a complete discrete
event that can be divided according to time and be recalled
through memories, while the latter is the ongoing conversion
It
is a dynamic and continuously updated unit that involves

of social activities from the social to the individual.
the interaction between situations, cognition, and emotions
relative to the individual (Roth and Jornet, 2013). Vygotsky
(1998) believes that the concept of perezhivanie can be
used to analyze the influence of the social and cultural
environment on the process of individual development.
In short, individuals experience the current environment
through their past perezhivanija and then form their new
perezhivanija, and the current perezhivanija will have an
impact on how individuals experience the new environment in
future.

Drama

Vygotsky (1997) believed that researchers need to trace the
individual history, that is, their past experience. Veresov (2017,
p- 59) pointed out that social relations in the individual’s past
experience would bring individual development, and not every
social relation can be developed into individual psychological
functions but only those “dramatic” social relations can. That is
to say, only those social relations that influence the individual’s
emotions can be used as the source of development (Lantolf and
Swain, 2019). In a word, dramas are those events that cause the
individual’s internal emotional conflicts, which is in line with
the genetic law. The relationship between drama, perezhivanie,
and development is that drama which brings rich emotions
forms an individual’s critical perezhivanie, thus influencing
the individual’s trajectory of development (Fleer et al, 2017).
From a perezhivanie perspective, despite the same environment,
some would feel it dramatic, thus gaining the opportunity to
develop, while others may not feel the environment special to
personal development.
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Learners’ emotion in sociocultural
theory

Previous learners’ emotion research from psychological
perspectives would focus on specific types of emotion and
attempt to explore the relation between emotional variables
and other quantifiable variables (Khajavy et al., 2018; Li et al,,
2020; Pawlak et al., 2020). However, emotion research from the
SCT perspective does not delve into the constituent variables
of emotion but records and describes emotional experience,
traces the process of emotional development, and explores the
interaction between learners and the sociocultural environment
from a holistic view. For example, Swain et al. (2015) used
narrative interviews to build a multilingual learning history of
a participant, Grace and constructed a developmental trajectory
by understanding her lived emotional experience (perezhivanie).
Sampson (2020) followed 47 Japanese first-year college students
and asked them to write down their feelings during English
class every week. After quantifying the qualitative data, it was
found that the sources of positive and negative emotions are
mainly classroom activities, classmates, identity, teacher, and
lesson. This kind of diachronic tracking of emotions and feelings
of a group can record learners’ emotional states and sources
of fluctuations and have important reference value for emotion
research in SLA.

Learners’ emotion studies in flipped
classroom

An FC is commonly referred to as the process of flipping
what is traditionally carried out in the classroom to an
independent homework activity before class. As such, lessons
involve problem-solving and higher order thinking tasks, which
are traditionally assigned to subsequent homework activities
(Mehring, 2016, 2018; Lig and Saele, 2019). Vitta and Al-
Hoorie (2020) defined FC as “...involves presentation of new
content to learners to be independently studied before class, and
then class time is devoted to reinforcing and engaging with the
‘flipped’ content.” In other words, in the FC, the in-person time
aims to help students solve problems and to engage students
in collaborative and hands-on activities (Bergmann and Sams,
2014; Mehring, 2018). The online time, an extension of in-class
learning, makes use of digital resources to support students’
learning linguistic knowledge and intercultural knowledge
(Hung, 2015, 2017; Chen Hsieh et al., 2017). In the traditional
classroom, teachers inculcate knowledge in students, who
often learn in a passive way. Instead, within the pedagogical
framework of the FC, teachers assist in and guide learners
through their learning process and thus allow greater learner
autonomy (Evseeva and Solozhenko, 2015; Adnan, 2017).

The FC indeed can provoke both positive and negative

learners’ emotions; however, so far, little research in EFL
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teaching has focused on both dimensions of emotions. Only
Kruk and Pawlak (2022) discussed this systematically in second-
language virtual classrooms, but mainly from a dualistic
perspective, dividing positive and negative emotions into two
non-interfering dimensions and only described characteristics
of each, respectively. In the existing research on both sides of
learners’ emotions in the FC, most of it has been teaching and
learning in science classrooms. For example, Jeong et al. (2016)
conducted a study in a general science course with sophomores
in a university in Spain and concluded that students’ perception
toward an FC included both negative (boredom and fear) and
positive (fun and enthusiasm) emotions. Gonzédlez-Gémez et al.
(2017) performed a comparative study between the traditional
classroom (TC) and FC in a general science classroom with
undergraduate students and concluded that in contrast to the
TC, the FC aroused more of positive emotions than negative
ones. However, in EFL classrooms, there are more studies
focusing on one dimension of learners’ emotion in the FC, be
it positive or negative. For example, Pan et al. (2022) inspected
the effect of Massive Open Online Course (MOOC) and FC
on EFL learners’ foreign language-speaking anxiety and attitude
toward English learning and concluded that participants in
both groups had positive attitudes toward technological-based
instructional environments. Gok et al. (2021), however, did not
find the FC triggered significantly higher anxiety, suggesting
the complexity of the antecedents of emotions, and many
factors might moderate the effect of pedagogical approaches on
learners’ emotions.

Another strand of research focused on the effect of
participating in classroom activities on emotions in the FC
context. For example, Gok et al. (2021) found that pre-class
preparation and in-class group work could alleviate learners’
anxiety. Abdullah et al. (2020) found that participating in
the well-designed in-class and out-of-class activities provided
students many opportunities to improve their self-confidence
and significantly reduced their anxiety due to a creative, safe,
comfortable, and encouraging learning environment forged
by the teaching approach. Malik et al. (2018) evaluated the
effectiveness of the FC approach by examining the relationship
between the FC and student engagement at physical, behavioral,
and emotional levels. The findings indicate that the FC improves
learners’ physical and cognitive engagement; however, no
improvement in their emotional engagement was observed.

Above all, we note that from an SCT perspective, the
interaction between emotion, cognition, and activity should be
examined if deeper understanding of learners’ emotion in the
FC is to be achieved. More importantly, the cognitive, affective,
and social interactions of individuals should be integrated as
a whole. Although studies on neurosciences have proved the
link and inseparability between cognition, emotion, and human
behaviors due to mental trauma (Sarr-Jansman and Rowberry,
2018; Malaei et al., 2022; Quadt et al,, 2022), and researchers
from education (Yob, 1997) and psychology (Greenberg and
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Safran, 1987; Eich and Schooler, 2000; Schnitzspahn and
Phillips, 2016; Belkhir, 2020) also noted the gap, only a few
studies found this trend in SLA. However, most previous studies
discussing the three components in one study in SLA were on
second-language teacher education. For example, Tasker et al.
(2010), Golombek and Doran (2014), Johnson and Worden
(2014), Golombek (2015), Johnson and Golombek (2016),
Johnson (2018, 2021), Agnoletto et al. (2021), discussed novice
language teachers’ development due to emotional and cognitive
dissonance during the practices of learning to teach. Even fewer
studies focused on the interaction between the second-language
learner’s emotion, cognition, and activities in a holistic way
(unity of individuals and society). Only Moeller (2021) discussed
about the significance of integrating feeling and thinking to
optimize language learning, claiming that if positive emotions
are activated, learners would put more efforts to language
learning and show greater sense of efficacy. However, by far, no
empirical studies on the interaction of the three components
of perezhivanie have been found implemented among second-
language learners in the FC.

In line with the previous discussion, the concept of
perezhivanie views individuals’ emotions, cognitions, and
activities (social activities engaged in) as inseparable and also
as a unity of the dialectical relationship between the three
(Swain, 2013; Lantolf and Swain, 2019). Furthermore, we note
that existing research rarely describes the dynamic changes over
time in learners’ emotions in the FC. Therefore, we argue that
in this context, there is a need for a longitudinal study on
learners’ emotions from a perezhivanie perspective. Based on
this argument, the present study is guided by the following
questions:

(1) What are learners’ emotional experiences in the context of
the FC?

(2) In what ways are learners’ emotion, cognition, and activity
combined in the context of the FC?

(3) What are the dramas (unit of analysis for perezhivanie)
that cause the interaction between emotion, cognition, and
activity?

Methodology

Context

The study was carried out in an EFL lesson using
an FC approach at a Northeastern China university. The
teacher for this lesson was a novice teacher with no prior
experience in foreign language teaching in higher education.
The classes for this lesson lasted 17 weeks. Review and
final examination were conducted in weeks 16 and 17, and

we only collected data from week 1 to week 15. In each
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week, students had one face-to-face session (90 mins), either
integrated or listening and speaking class (two modules of
EFL), supplemented by self-directed online learning through
a platform called Unipus (90 mins). In addition, the students
could communicate with the teacher through WeChat, a real-
time communication tool like Facebook Messenger and email, if
they had any questions.

Participants

The total participants were 32 sophomore undergraduates in
semester 4, majoring in a foreign language other than English,
but all took English as a foreign language course at a Northeast
China university. There were 28 female and four male students,
with an average age of 19.6 (SD = 1.1) years, who consented
to participate in a written narrative task in weeks 1 and 15,
respectively (weeks 16 and 17 were not included in the research
because they were the time for review and final examination).
Among them, eight students were randomly extracted from
low-, medium-, and high-English level subgroups of the total
sample achieved by allotting the 32 students to the three groups
in terms of their scores in a national-level English examination.
These focal students, representing different foreign language
backgrounds and different levels of English proficiency,
additionally accomplished narrative journals on a weekly basis
over 15 weeks of the semester. We present the narrative diary
data of the eight focal students after their consent. Table 1
reports in details the demographic information of eight focal
students who consented the narratives to be included in the
study anonymously.

Instruments and procedures

Narrative is a way of using language and other signs
(images, gestures, etc.) to produce a coherent account that

TABLE 1 Participants’ demographic information.

10.3389/fpsyg.2022.1005237

posits an interconnection between the past, the present, and
the future events (Dick et al, 2017). Emotion and cognition
are both developed from social activities (Gorbatkov, 2002;
Golombek and Doran, 2014); therefore, cognition, emotion,
and activity are inevitably unified in their narratives. Narrative
analysis is interested in broader interpretive frameworks used
by both the participant and the researcher to make sense of
particular incidents in the individual’s lives, which is compatible
to the “drama,” unit of analysis for perezhivanie, meaning the
“dramatic social relations or events” that caused individual
development (Fleer et al., 2017, p. 59). Researchers use narrative
analysis to understand how participants construct stories from
their own personal experiences, which contain the interaction
of emotion, cognition, and activity, suiting for the current
study. Johnson and Golombek (2002, p. 4) proposed that “the
conceptualization of narrative inquiry in Dewey’s (1916, 1920,
1933) educational philosophy, which, at its core, argues that
we are all knowers who reflect on experience, confront the
unknown, make sense of it, and take actions.

A written narrative was adopted in this study. The
total of 32 participants performed written narrative tasks
in their native language, Chinese (minimally 200 words), in
weeks 1 and 15, respectively. In week 1, they reported their
language learning experiences prior to the current semester,
including pre-college experiences. In week 15, they reported
their emotional experiences in in-class learning, including
the emotions experienced at the time points of presenting,
answering questions, discussing, participating in other activities,
and independent learning (watching online courses, etc.).
In other words, the purposes of the narrative study on
the participants were to understand their English learning
experiences prior to, at the beginning of, and during FC
learning, respectively (question 1). In total, 17,783 Chinese
characters were collected.

To investigate the interaction between emotion, cognition,
and activity (question 2) and locate the dramas that caused the
change of perezhivanija or interaction of the three elements

Pseudo Gender Major English learning CET 4! English proficiency
name language duration grade subgroup

Rita Female Russian 12 years 548 High

Jenny Female Japanese 11 years 528 High

Linda Female Japanese 11 years 517 Medium

Ryan Female Spanish 14 years 502 Medium

Zoey Female Arabic 13 years 449 Low

Vicky Female Russian 11 years 485 Low

Jim Male Japanese 11 years 489 Low

Jack Male Spanish 15 years 414 Low

A national-level English test in China called College English Test. Its equivalence to other international tests is illustrated at: https://ucsantabarbaraextension.zendesk.com/hc/en-
us/articles/360001614547- English- Language- Requirements-for- International- Programs. 550 + is nearly equivalent to IELTS 6.5. 425 is a threshold of passing grade which is roughly
equivalent to IETLS 4.5. An introduction to College English Test in China can be found at https://wenr.wes.org/2018/08/an-introduction-to-chinas-college- english- test- cet.
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(question 3) in the FC context, weekly written narrative reports
were collected from eight focal participants who consented to
submit their reports. The contents pertained to pre-class online
learning experiences, in-class activities, and after-class activities
(see Table 2). In total, 29,319 Chinese characters were collected
from this weekly narrative task.

Data analysis

Data analysis was conducted on NVivo 12 plus. The
purposes were to elicit the participants’ emotional experiences in
the FC context and the co-concurrences of emotion, cognition,
and activities (or actions taken). For the former, we not only
coded the emotions explicitly expressed by the participants in
their self-narratives but also those hidden in the lines. For the
latter, we adopted perezhivanie as the unit of analysis, that is,
we identified the episodes in the participants’ self-narratives
that contain dramas causing the interaction of emotion (E),
cognition (C), and activity (A) and tried to make sense of the
ways in which they co-existed. The first and the second authors
independently analyzed the data. They achieved a high inter-
rater consensus (90%). The two researchers discussed to solve
the disagreements that occurred between them.

As shown in Table 3, we coded narrative data based on
the three compositional elements of perezhivanie—emotion,
cognition, and activity. As perezhivanie is historical and
developmental as discussed before, we also coded learners’
language learning dramas or dramatic events that caused
learners’ perezhivanija to change, either in the history (before
college), prior to the term of the current study, or during the
process of the term (in college). To get a clearer picture of
FC teaching, we also traced those dramas that happened both
in face-to-face classes, where the teacher presented in-person,
and outside of the classroom where learners self-guided their
learning with the help of assigned online digital resources, where
the teacher presented through online support. In addition, we
intended to clarify that the coding of emotion, cognition, and
activities, respectively, are specifically justified, as given in the
following text.

TABLE 2 Aspects to be covered in eight focal students’
written narratives.

Narrative
aspects

Situations

Emotions and
cognition in ongoing
events

Before class: video watching,
self-directed learning on UNIPUS,
learning the resources shared by the
teacher or peers or found by the
participants themselves, etc.

In class: interactions with the teacher
and peers, classroom activities, etc.

After class: review, homework, peer
interactions, and other activities etc.
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Coding of learners’ emotions toward
flipped classroom

As discussed earlier regarding learners’ emotion from the
SCT perspective, the researchers do not specify positive or
negative emotions. Therefore, for learners’ emotion in this
study, we coded all kinds that emerged out of the data,
including positive emotions and negative emotions (for details,
see Table 4).

Coding of learner cognition toward
flipped classroom

Belkhir (2020, p. 3) stated that the term “cognition” refers
to “the process by which knowledge and understanding are
developed in the mind.” The adjectival form “cognitive” means
“connected with thinking or conscious mental processes.”
Cognitive psychologist Matlin (2005, p. 2) defined “cognition”
as a mental activity with various cognitive processes. In her
view, cognition includes a wide range of mental processes, such
as perception, memory, imagery, language, problem-solving,
reasoning, and decision-making. She further described the
cognitive approach as a theoretical stance that focuses mostly
on people’s knowledge and their mental processes. However, for
(L2) development from the SCT perspective, social interaction
is not just a facilitative mechanism; cognition itself is social
(Lantolf and Thorne, 2007). Speech (e.g., the written narrative
in the present study), which is, of course, central in SCT, is
regarded as an effective tool for thought and action during
interaction with either the self and the others (Lantolf and
Thorne, 2006). According to Vygotsky’s theory of cognitive
development, cognitive abilities are acquired through social
instruction and construction, and therefore, learners need to
engage in social interactions for L2 development (Vygotsky,
1978). Therefore, in this study, we hold that how the learner
perceives a teaching activity or the design of a task in the FC
(which is certainly a social activity) renders the “teacher-task-
learner” interaction. If a learner recorded his or her perceptions
of FC in the narrative (a form of speech), it was regarded as
the learner’s cognition toward FC, since perception reflects the
individual’s thinking (mental process) of an activity or an event
(a social interaction) as discussed above.

Coding of learners’ activities in flipped
classroom

The coding of learners’ activities is only concerned with
those activities that the learners participated in and recorded in
the narratives, including in and out of the in-person classes both
online and offline.
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TABLE 3 Coding scheme of the analysis of leaners’ written narratives.

Time and space

Dramatic events/Dramas and examples

10.3389/fpsyg.2022.1005237

Perezhivanie (definitions for the three elements
as seen in the paragraph below)

Before College English learning histories or historical dramas that caused Emotion
change of learner perezhivanie, i.e., learners’ interactions Such as positive emotions including enjoyment, gratitude,
with teachers, classmates, friends, parents, technology etc. interest, and excitement; negative emotions fear, anxiety,
embarrassment, sense of difficulty, and boredom etc.
Cognition
As defined in Vygotsky (1978), Belkhir (2020), cognition of
English learning in this study means how a leaner believes an
activity or task (as social interactions) as a mediator to English
learning.
Activity
English learning activities that learners participated in.
In College Out-of-class: English learning stories or dramas that
caused change of learner perezhivanie, i.e., learners’
interaction with video watching, autonomous learning, the
content of video, time management, the use of technology,
etc.
In-class: English learning stories or dramas that caused
change of learner perezhivanie, i.e., learners’ interaction
with teachers, classmates, friends, parents etc., including
sociocultural mediators such as group discussion, group
presentation, error correction, assessment, the use of
technology, etc.
Results Emotional experiences in the process

Learners’ emotion characteristics and
changes in flipped classroom

This section is composed of three subsections that present
the participants’ emotional profile at the beginning of and
during FC teaching as well as the interaction between emotion,
cognition, and activity with the participants’ self-narrative
excerpts. (The excerpts are italicized, and pseudonyms are used
for the participants).

Emotional profile at the beginning of
flipped classroom teaching

The participants reported experiencing 13 emotions in
online and offline mixed FC classes at the beginning of
the semester, including five positive-valence emotions and
eight negative-valence emotions (see Figures 1, 2 for details).
Positive emotions accounted for 35% of all the emotions
reported and negative emotions 65%. Among the positive
emotions, enjoyment was dominant and was mentioned in
25% of the entries; among the negative emotions, nervousness
(22% of the entries), followed by boredom (18%) and
anxiety (11%).
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of flipped classroom teaching

The participants reported a larger portion of positive
emotions than negative emotions during the process of FC
teaching, although the total number of positive and negative
emotions remained unchanged, in comparison to the beginning
of this teaching mode (see Figures 1, 2). The dominant
positive emotions included enjoyment, gratitude, interest, and
excitement; negative emotions included fear, nervousness,
embarrassment, sense of difficulty, and boredom. It is worth
noticing that boredom decreased from 18% to 10% after FC
pedagogy was adopted. Nervousness and anxiety occurred less
frequently (see Figure 2). Many new positive emotions like
gratitude, excitement, surprise, self-confidence, and sense of
fulfillment appeared by the end of the research semester, proving
the facilitative function of the FC in positivizing learners’
emotions.

The unity of learners’ emotion,
cognition, and activity

The participants’ self-narratives highlight the unity of

learners’ emotion, cognition, and activity, which features both
linearity and non-linearity. One way of their combination is
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TABLE 4 Coding scheme of varieties of learners’ emotions emerged in narrative data.

Level 2 code Level 1 code

Definition and example

Positive emotions enjoyment

easiness

interest

Sense of achievement

enthusiasm

Sense of expectation

gratitude

excitement

surprise

Self Confidence

Sense of fulfillment

Less reluctance

Feeling of novelty

Negative emotions Nervousness'

Boredom

Anxiety

Sense of difficulty

Embarrassment

Fear

when a learner recorded feeling a positive, activating emotion arising from ongoing
learning activities or tasks (Dewaele, 2021; Li et al,, 2021), i.e., “I enjoyed watching
videos at face-to-face class.”

When a learner recorded feeling comfortable or relaxed, or free from worry or pain in
learning something or participating in a task (Cambridge Dictionary Online), i.e., “The
teacher made extensive use of multimedia in the class, creating a relaxed learning
atmosphere.”

Foreign language learning interest is a state of wanting to learn or know something out
of curiosity. Interest is feeling and commitment to something or activity without
command (Shanty, 2019), i.e., “I think the videos we watched in the class were quite
interesting.”

English learning achievement is defined as the perceived and assessed part of a learner’s
mastery of abilities and subject materials as estimated with legitimate and valid tests
(Joe et al, 2014), i.e., “The process of preparing for the presentation and presenting it in
class made me feel great.”

When a learner recorded a feeling of energetic interest in English or activity and a desire
to be involved in learning English (Yusriyah et al,, 2021), i.e., “I'm always passionate
about learning English.”

When a learner recorded the feeling that good things are going to happen in the future
in English learning (Leal et al,, 2017), i.e., “T was looking forward to taking English
classes every week.”

when the learner feels obliged to do something out of gratefulness to the teacher’s timely
support (Wilang, 2022), i.e., “I am very grateful to the teacher for her encouragement
before the CET 6 exam.”

When a learner recorded feeling excited to do something in learning English
(Cambridge Dictionary Online), i.e., “The teacher said ‘very good, which made me
excited and happy for the whole class.”

When a learner recorded feeling surprised to do something in learning English
(Cambridge Dictionary Online), i.e., “T was surprised to hear the different ideas I was
exposed to.”

Learner’s self-confidence in using the L2, operationally defined in terms of low anxious
affect and high self-perceptions of L2 competence (Clément et al., 1994; Listyani and
lananuraksakul, 2019), i.e., “After I finished the presentation, the teacher encouraged
me and affirmed my English pronunciation and Mandarin, which made me feel more
confident about myself.”

When a learner recorded feeling happiness because of doing what he/she intended to do
in language learning (Cambridge Dictionary Online), i.e., “The learning methods and
the English videos shared by the teacher in Wechat group are very useful. I have a full
sense of gain.”

When a learner recorded feeling more willingness than reluctance to participate in
English learning activity (grounded theory), i.e., “Compared to last semester, at least in
this semester I was less reluctant when I completed my study tasks.”

When a learner recorded feeling happiness with learning something new about English
(Mather and Plunkett, 2012), i.e., “I felt that the teacher was particularly enthusiastic,
and the teaching contents she used were more novel and fresher compared to my
previous English teachers.”

when the learner recorded feeling nervous of answering questions in class (Weitoft and
Rosén, 2005; Hishikawa et al,, 2019), i.e., “I was nervous when the teacher asked
questions.”

When a learner recorded feeling bored as a negative, deactivating emotion arising from
ongoing learning activities or tasks, and anxiety as a negative, activating emotion
evoked by envisioned results related to future learning outcome or performance (Li
etal, 2021), i.e,, “I think it’s a bit boring to learn contents on UNIPUS.”

when a learner stated feeling a negative, activating emotion evoked by envisioned
results related to future learning outcome or performance (Jin et al., 2021; Li et al,,
2021), i.e., “Sometimes I also felt anxious, like when I was about to take an exam, but I
haven’t started to review or I did not know anything yet.”

when a learner recorded feeling difficult of doing some tasks or learning something, i.e.,
“Doing presentation in class is quite difficult to me.”

When a learner recorded some feeling embarrassed moments in or outside of
classrooms, i.e., “It would be a little embarrassing for me to take the initiative to answer
questions.”

When a learner recorded feeling faced with uncertain or unfavorable conditions and
being afraid of negative outcomes which stemmed from personality or pressure
(Rahmat, 2020), i.e., “I felt frightened when I was asked a question by the teacher.”
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TABLE 4 (Continued)

Level 2 code Level 1 code

10.3389/fpsyg.2022.1005237

Definition and example

Indifference

Disappointment

Frustration

Guilt

When a learner recorded feeling almost nothing toward any tasks or activities in FC,
i.e., “For online classes and exercises in UNIPUS, the most frequent emotion I
experienced was indifference.”

When a learner recorded feeling disappointed with some teaching design, activity or
task, i.e., “The effect of the UNIPUS is really poor.”

When a learner recorded the feeling of being upset or annoyed, especially because of
inability to change or achieve something in English learning (Cambridge Dictionary
Online), i.e., “I want to learn English well, but I can’t do it.”

When a learner recorded attention toward his or her behavior, negatively scrutinize
every aspect of it, and carefully examine ways to undo it, such as ‘if and only if I had
[not] done such-and-such’ (Teimouri, 2018), i.e., “I also felt guilty and ashamed when
I was distracted and couldn’t answer the question.”

Some scholars use anxiety and nervousness interchangeably, such as Weitoft and Rosén (20

a temporary feeling of insecurity associated with specific worries about a stressful situation. T
the other hand, is more debilitating and persistent, reflecting recurrent thoughts, as well as ne,

)5), while others distinguish between the two terms (Hishikawa et al,, 2019). Nervousness is
hese worries usually disappear after someone is successful enough to manage it. Anxiety, on
gative expectations of events and an inability to tolerate uncertainty. They may be associated

with general or specific fears that do not go away despite positive experiences of successfully overcoming them.
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FIGURE 1

Overall positive emotions from pre- and post-written narratives by the 32 students.

that negative emotions led to negative cognition to further
negative behaviors. As the case of Vicky, her lower confidence in
listening and speaking abilities (cognition) led to her denial of
the usefulness of classroom presentation (emotion). Eventually
she refused to do the presentation part in the classroom
(activity)!:

As my personal speaking and listening are not very good

(C), I may not like the presentation part very much (E),

1 In this session, the sentences showing activity, emotion or cognition
are marked with: (A) represents lines of “activities,” (C) represents
“cognition,”(E) represents emotion.

Frontiers in Psychology

and I don’t know if this thing improves learning (C). I only
participated in power point file editing (A). (Excerpt from
Vicky’s narrative in week 1I).

Another student, Linda, felt difficulty in learning English
well, so she did not take the online course seriously and did
not believe in the value of the online lesson. Thus, negative
emotion (I would not take online classes very seriously) triggered
both negative cognition (I don’t think online lessons can help
much for me) and activity (Instead of doing homework on the
Internet, I prefer paper) at the same time. In what follows,
both negative cognition and negative emotion caused negative
behavior. For example, Linda did not understand the words
taught by her teacher and felt troublesome to find out their
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meaning in the dictionary, so she did not pay attention to the
online class:

I am very busy with my major studies (C). I want to learn
English very well, but I feel so difficult to do it well (C).
I would not take online classes very seriously (E). And, I
don’t think online lessons can help much for me (C). Instead
of doing homework on the Internet, I prefer paper (A). It
is very convenient to mark it (C). Sometimes when I don’t
understand the words taught by online teachers and it is
troublesome to look it up in the dictionary (E), I would not
watch online classes carefully and seriously (E). In general,
I really don'’t like online classes (E). (Excerpt from Linda’s
narrative in week 15).

Jenny’s data showed that negative emotions could bring
positive actions (or activities participated in) and cognition. She
felt anxious because of a heavy workload with her major and
did not feel satisfactory with her course grades. Both anxiety
(emotion) and dissatisfaction (cognition) led to her increased
self-planning behaviors (activity) and positive self-concept of
planning ability (cognition):

Due to the heavy work from my major language courses, there
may be delays in time plan (C). Before I took English class I
concentrated on a lot of things, so I got anxious sometimes
(E). After studying English this semester, I feel that I have
improved a lot in terms of autonomous learning (C). When
I was preparing for the CET 4 exam last semester, I didn’t
really study down to earth because I was too ambitious to
complete too many tasks at the same time (E). The final grade
was not very satisfactory (C). This semester I was preparing
for the CET 6 exam, I have set up a daily plan according to my
own situation, and memorized words carefully every day (A).
Although I don’t know whether my final grades will satisfy
me, my self-planning ability has been improved (C). (Excerpt

from Jenny’s narrative in week 15).

There was evidence showing that positive actions contribute
to positive emotions and positive cognition. The student, Ryan,
answered her teacher’s question well (activity) and was praised
by the teacher, leading to her happiness (emotion) and greater
engagement (activity) in the English class. Eventually, she
believed that even if she would pass the important English test
of CET 6 for college students in China and was determined to
make more efforts to learn the language (cognition).

In a Listening and Speaking class, I answered a question
very well (A). The teacher said ‘very good’, which made me
very excited and happy for the whole class (E). When 1 felt
the homework is boring (E), the teacher still examined our
homework with passion and gave us feedback on WeChat
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group on time (A). I was often ashamed of being called to
answer questions (E) because I didn’t preview the contents of
the class in time before class (A), but the teacher kept waiting
for my reply, reminded me and encourage me (A). So I am
willing to learning English and take classes seriously (E). Even
if I pass the CET 6, English learning is not over (C). (Excerpt
from Ryan’s narrative in week 15).

There was a non-linear flow from positive cognition to
positive cognition through positive action and positive emotion.
In the case of Ryan, she recognized the teacher’s efforts in
preparing the course (activity) and thus took each lesson
carefully and was willing to complete homework (emotion). In
the end, she thought doing homework was a great training for
listening and writing (cognition).

I understand teacher took a lot of effort in preparing lessons
(A), so I take each class very attentively (E). The teacher
made me discover the joy of learning English (E). I am
willing to complete my homework carefully after class (E).
The seemingly boring transcribing homework (E) is actually
a great training for listening and writing (C). (Excerpt from

Ryan’s narrative in week 15).

Dramas accounted for the interaction
between cognition, emotion, and
activities in flipped classroom teaching

As discussed before, drama is the unit of analysis of a
learner’s perezhivanie, which refers to “dramatic events” that
cause conflicts or change of the learner’s perezhivanie—unity
of cognition, emotion, and activities. Digging into the data, we
found some typical dramas, mentioned later, some of which
are common among students, and others are of individual
characteristics.

Dramas of classroom activities

Among a variety of interactive activities, such as “textual

» «

structure analysis,” “sentence meaning induction,” and “passage
theme extraction,” the participants particularly welcomed those
which offered them a chance to be exposed to novel out-
of-textbook knowledge, for example, watching movies and
book recommendation. All the students perceive these activities
helpful and beneficial to English learning (cognition, dramas
1 and 2). The underlined lines in the excerpt of drama 1,
“learning English by watching an excerpt from the classic movie
The Devil Wears Prada” attracted more attention from the
learners and added more fun, and their perezhivanija or the
interaction between activities, emotion, and cognition surely
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FIGURE 2
Overall negative emotions from pre- and post-written narratives by the 32 students.

improved their learning motivation. In addition, drama 2 is Dramas of the teacher contribution

the classroom activity of “recommending an interesting book.”
Jim was extremely interested and serious in this activity. His
perezhivanie even extended to future improvement of the
presentation skills in other courses. Certainly, drama 2 is a very

The teacher plays a crucial role in determining learners’

emotional experiences. By selecting well-designed tasks
and interesting learning materials, teachers can highly

crucial social event in Jim’s learning experience. promote their students’ positive emotions. In addition,
Drama 12 : their emotional support to students, including positive
feedback following students performance, recognition,
In face-to-face classes, there are many interactions between and encouragement, provides students a safe psychological
the teacher and students (A), which can mobilize my attention environment wherein positive emotions are nurtured. In the
(C). One of the most impressive scenes in this semester is case of Ryan, for example, the “dramatic events” related to
learning English by watching an excerpt from the classic her perezhivanie development is attributed to the responsible
movie “The Devil Wears Prada’ (A-Drama). I feel that it adds teacher who made her discover the joy of learning in the
some fun (E) to combine the boring content of the lesson with FC because the teacher would prepare “unique and carefully
the movie clips. (Excerpt from Jenny’ narrative in week 15, selected” materials and videos that she would use in class,
June 29, 2021). which made her learn English more attentively out of
interest (see drama 3). Rita had a similar experience of
Drama 2: having a good responsible teacher (in previous learning
history in the middle school) who led to the change of her
When it came to the lesson about reading, the teacher asked perezhivanie, which means her learning activities, emotion,
the whole class to bring a book they like, write down the and cognition all changed toward positivity because of the
reasons to recommend it in English (A-Drama), and then teacher (see drama 4).

the whole class randomly exchanged their books (A), which
is very interesting (E). The teacher also participated and
got my book. I was so happy (E). So, when preparing for
the presentation, I was quite serious about it (A). It was a
relatively smooth presentation for the first time, and I didn’t
get stuck (A). Although there will be no English classes in the
future, and there will be no English presentations, there will
still be presentations in other courses, so it is better to prepare
well (C). (Excerpt from Jim’s narrative in week 15, June 29,
2021).

2 In this session, the sentences showing dramas are annotated with
underlines; (A) represents lines of "activities,” (C) represents “cognition,”
(E) represents “emotion.”
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Drama 3:

Ryan:  “Our  teacher is  cheerful and full of
positive  energy, sometimes quite humorous. Her
classes  have wvery rich content, from which I
have always learned a lot of knowledge (C).
The materials and videos prepared in each Listening and

Speaking class are unique and carefully selected (A-Drama),

not just those materials in the textbook. I understand teacher
took a lot of effort in preparing lessons, so I take each class
very attentively (C)...Whenever I felt the homework is
boring (E), I found the teacher still examined our homework
with passion (E) and gave us feedback on WeChat group on
time (A). "(Excerpt from Ryan’s narrative in week 15, June
28, 2021).
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Drama 4:

Rita: My English was only 60/100 at a very low
the but
in the middle school I met a terrific teacher who was very
helpful and cared about me very much (A-Drama)...I liked
him (E) and I think I want to learn English well (C), so I
started to like English (A), even now I still enjoy learning
English very much (E). (Excerpt from Ritas 2nd verbal
narrative in week 15, July 1, 2021).

level when I was in primary  school,

Dramas of peer contribution

Active peer dynamics in the classroom was conducive
They
that getting new knowledge shared by peers during the

to the participants’ positive emotions. reported
time of oral presentation (drama) led to their surprise
and enjoyment, which is another drama. By listening
to others presentation allowed the participants to know
their better and thus build

cohesion, which, in turn, contributed to their positive

classmates inter-personal
emotions of a good surprising gain in the class (as shown
in drama 5).

Drama 5:

Jenny: When discussing everyone’s fashion choices (A),
I found that everyone has different ideas (C-Drama). 1 was
surprised (E) because I was exposed to different concepts, and
I felt that it was also an opportunity to get to know others (C).
(Excerpt from Jenny’s narrative in week 15, June 29, 2021).

Dramas of previous English learning
history

Individual difference plays an important role here (Wang
and Derakhshan, 2021). Learners’ levels of language proficiency
determine to what extent they take part in classroom
activities. Some of the current participants felt interested in
their peer classmates’ presentations because their language
capability allowed them to understand what was said. On
the contrary, those low language proficiency tended to have
negative feelings like boredom, apathy, and even helplessness
because they neither could personally get involved in class
activities nor understood others. Jack’s past English learning
history shows he was learning science in high school and
his self-awareness of his low proficiency made him lack
self-confidence, which led to his disbelief in this class

learning helpfulness.
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Drama 6:

Jack: In high school, I studied science (A). Chinese and English
have always been drags for me (E-Drama), but after college

entrance examination, I came to this university to learn
language by mistake. At the beginning, I tried (A), but then I
didn’t understand it at all (C). I have been learning Spanish
(A), so I have almost forgotten English (C). Now I'm a little
bit self-defeating (E). (Excerpt from Jack’s narrative in week
15, June 29, 2021).

However, Zoey, on the opposite, was a bit unlucky. Once
teased by peers on her “strange” English accent turned out to
be her drama, which made her puzzled and feared speaking up
again in class. To make things even worse, she was confused
about the value of classroom learning because some boys in the
class would love to make fun of her accent.

Drama 7:

Zoey: There was a semester in Grade One, every time
when I was asked to speak up in the classroom (A),
don’t
know why (C), maybe because there were too many boy

my peers would laugh at my accent (A-Drama). . .I

classmates in the class and they loved to make fun of my
accent (A). . .So ever since then I feared speaking up in class
(E & A)...(Excerpt from Zoey’s 2nd verbal narrative in week
15, July 1, 2021).

In a word, learners experienced an array of dramas in the FC,
which could be emotional, cognitive, or behavioral “dramatic
events” that aroused the interaction of the learner’s emotion,
cognition, and activities or (actions taken), hence causing the
dynamics of perezhivanie.

Discussion

Interplay of learners’ emotion,
cognition, and actions (or activities)

This study intended to investigate learners’ emotional
experiences in the FC and explore the different ways in which
emotion, cognition, and action co-exist in this pedagogical
context. Regarding the first question, the results showed
that the participants experienced both positive and negative
emotions in the FC, mirroring the findings in Li et al.’s (2020),
Sampson (2020), and Kruk and Pawlak (2022). In comparison
to negative emotions, more positive emotions were reported
by the participants, particularly enjoyment, interest, confidence,
surprise, and gratitude, showing that the FC can lead to
emotional positivity, that is, a high ratio of positive to negative
emotions (Jeong et al., 2016; Gonzilez-Gémez et al., 2017).
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Maclntyre and Vincze (2017) revealed that positivity led to
stronger language learning motivation. Thus, the teacher’s goal
is never to erase learners’ negative emotions, which is also
impossible, as negative emotions are inevitable part of learning.
Instead, they should find ways to limit learners’ negative
emotions to the point that negative emotions do not overwhelm
the positive ones (Jin et al., 2021). To this end, exercising the FC
pedagogy seems to be effective.

Narrative analysis also showed that emotion, cognition,
and activity did not stand alone but united in a dramatic
event (Greenberg and Safran, 1987; Vygotsky, 1994; Lantolf
and Swain, 2019; Agnoletto et al.,, 2021). This finding reflects
the construct of perezhivanie and suggests that sociocultural
theory is a useful theoretical framework to research into
emotion, cognition, or activity (Tasker et al., 2010; Golombek
and Doran, 2014; Johnson and Worden, 2014; Golombek,
2015; Veresov, 2017; Johnson, 2018, 2021; Johnson and
Golombek, 2018). Regarding the pattern of their combination,
it was often shown in the qualitative data that negative
(positive) emotion, cognition, and activity were interlocked,
but occasionally negative emotions can also lead to positive
cognition and actions, showing dialectical relations between the
three (Vygotsky, 1994). As the case of Jenny, she felt anxious
and dissatisfying with course grade, which made her improve
self-planning ability and then forge a positive self-concept about
herself. The implication is that negative emotions should not
terrify learners and teachers (Li et al., 2020; Li, 2021, 2022). The
key point is to find ways to manage negative emotions, which
thus do not paralyze thinking and behaviors (Jiang and Dewaele,
2019; Jin et al., 2021), but bring positive outcomes to language
learning. On this point, students can make use of their own
agency to self-regulate their negative emotions, highlighting
the importance of developing learners’ proper cognition of
negative emotions and training their self-regulatory strategies
of emotions.

Drama as an effective lens to observe
the learners’ Perezhivanija displaying
both historical and developmental
characteristics

For the study of the development of individual higher
mental functioning, Vygotsky (1997) believed that perezhivanie
is historical. Accordingly, in this study, we traced participants’
English learning history in the far past (before college), near
past (before the present term), and weekly data. We found that
dramas that aroused the change of perezhivanija can be relative
to learners’ past history, present events, or social relations
(Swain, 2013; Ng, 2021). In the narrative, Zoey’s drama of being
ridiculed by peers because of her accent is similar to the findings
in the study by Jiang and Dewaele (2019) in which they found
Chinese students have higher levels of foreign language anxiety,
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which may be attributable to Chinese educational background.
This was also in contrast to Grace’s experience in the study by
Swain et al. (2015). Instead of being inspired by the experience
of being ridiculed like Grace, Zoey in the present study became
afraid of speaking English. Golombek and Doran (2014) also
claimed that how individuals interpret the lived experience
would influence the way they interpret and react to the current
situation.

Drama is also developmental over time. For example,
a good teacher in the previous learning history exerted
its effect on how students get along with English studies
in college (narrative of Rita). In addition, drama also
arouses future expected experience with learning, such as
Jim who believes that the presentation skills learned in
English class can be applicable to other subjects. Drama
and perezhivanie are two essential concepts for understanding
how the general genetic law of development works and how
the social becomes the individual (Fleer et al, 2017). To
be specific, drama brings rich emotions, forming individual’s
critical perezhivanie, thus influencing individuals’ trajectory
of development.

Implications

This study holds important implications for both research
and teaching. This study shows that emotion does not
occur alone but is closely combined with cognition and
activity in a certain sociocultural context. Therefore, rather
than encouraging isolationism, this study indeed advances a
systematic perspective to emotion, cognition, and behavior
studies incorporating social and relational factors. In this
way, the ever-present cognitive approach to foreign language
teaching (Swain, 2013) and the newly emerging emotional turn
in language development studies (MacIntyre and Gregersen,
2012; Jin and Zhang, 2019, 2021) finally have a common
ground on which they can work. In addition, in this study,
although negative emotions were reported by the participants
with their FC experiences, positive emotions took hold.
This suggests that the FC in general is welcomed by the
participants. With its mixed teaching modes that combined
in-class teaching and out-of-class learning, the FC indeed can
bring a brand new teaching and learning ecology in which
learners are given more autonomy to explore after class, and
teachers serve as a guide to solve the problems encountered
by students during their explorations. Nevertheless, we must
also note that the negative emotions that the participants
reported should not be ignored since they might signal
the disadvantages of the FC, which should be addressed
by teachers in specific instructional contexts. Gregersen
and Maclntyre (2014), inspired by the positive psychology
movement, explained that negative emotions are not always
bad as they can help learners to eliminate an obstacle, but
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they can be paralyzing if not properly dealt with during
the teaching and learning process (Dewaele, 2015). Finally,
what further emerged from the data was that learners prefer
some activities specifically designed for the FC, which required
them to prepare before class and present in class with all
their research. Most of the participants positively commented
on the activities they emotionally enjoyed during the in-
class time, and this brings more implications to EFL teachers
who are working in the FC mode. It is for sure worthwhile
to organize more workshops working out more innovative
designs compatible with the FC teaching design as it is of
great difference to previous traditional classroom teaching
(Gao et al., 2022).

Conclusion

This study established that the FC could effectively
improve learners’ positive emotions in foreign language
learning, although they might also experience negative emotions
under this teaching mode. With no exception, all teaching
approaches and methods have their own pros and cons and
thus should be tailored to particular groups of students
when applied. In addition, this study suggests that an
SCT approach to language psychology gives deeper insights
into emotions by providing a very useful analytic tool,
perezhivanie, that sheds light on the complex interactions
between emotion, cognition, and activity. Future studies might
continue with the current study design but consider exploring
in-depth what accounts for the complex interactions between
emotion, cognition, and action in both learners and teachers,
and in what ways learners and teachers can make these
interactions beneficial.

Limitations and suggestions

This study has limitations. First, this study was only
conducted on one class from a university. The number of
participants were limited, and there was a lack of heterogeneity
among the samples in many aspects like age, gender, and
English learning experiences. Therefore, although the findings
are quite inspiring, researchers are encouraged to interpret the
findings with caution. Second, this study relied on purely the
participants’ self-reports regarding their emotional experiences
in the FC, based on which the efficacy of the FC was investigated,
thus lacking of field observation to triangulate the narrative
findings. In addition, the teacher was not included in this study.
Thus, the pros and cons of FC teaching could not be viewed from
the teacher’s perspective. Last but not least, we developed robust
coding systems for meaning units emerged from the narratives
on various kinds of emotions, cognition, and activities; the
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coding, though of referential value, still needs more shaping
for future studies.
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Appendix
1. Direction for pre-semester narrative for all the participants:

Please describe your previous experience of English learning before college and what you have experienced in college in the flipped
classroom. You may talk about events, persons, or any special artifacts that you can remember. Please write minimally 200 words.

2. Direction for post-semester narrative for all the participants:

Please describe your experience of English learning in the flipped classroom during this semester. You may talk about events,
persons, or any special artifacts that you can remember. Please write minimally 200 words.

3. Direction for weekly narrative for 8 focal students

Please describe your experience of English learning in the flipped classroom during this week. You may talk about events, persons,
or any special artifacts that you can remember. Please write minimally 200 words.
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Due to the potent role of teachers’ emotion regulation in effective teaching,
it seems essential to see how emotion regulation can contribute to other
relevant teaching constructs. In this regard, the present study is intended to
probe into the causal relationship among teacher emotion regulation, self-
efficacy beliefs, engagement, and anger. In so doing, the Language Teacher
Emotion Regulation Inventory (LTERI), The Teacher Sense of Efficacy Scale
(TSES), The Engaged Teacher Scale (ETS), and The Teacher Anger Scale (TAS)
were administered to 581 English as a Foreign Language (EFL) teachers in Iran.
To gauge the causal relationships among the variables, confirmatory factor
analysis (CFA) and structural equation modeling (SEM) using LISREL 8.80 were
conducted. The results indicated that language teacher emotion regulation
could positively and significantly predict teachers’ self-efficacy beliefs and
engagement at work. Moreover, the influence of language teacher emotion
regulation on the teacher’s anger is significantly negative. That is, the stronger
emotion regulation is implemented the better teachers can manage their
anger. The implications of this study may uncover new prospects for effective
teaching, especially during the COVID-19 pandemic.

teacher emotion regulation, teacher self-efficacy beliefs, teacher engagement,
teacher anger, EFL teachers
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Introduction

Emotions are an inevitable part of teaching. Considering
the indisputable relevance of emotions experienced in the
workplace for teachers effectiveness, it is important that
teachers employ effective strategies in order to regulate such
emotions. Through the lens of emotion regulation, teachers
are able to evaluate and modify the intensity and duration of
the emotional experiences in the workplace (Chang and Taxer,
2021). Moreover, due to the potent role of teachers’ emotion
regulation in effective teaching, it seems essential to see how
emotion regulation can contribute to other relevant teaching
constructs.

Self-efficacy as a prominent teacher-related construct affects
every area of individuals’ endeavors. As voiced by Bandura
(1997), self-efficacy is the individuals' evaluation of their
potential to adjust and structure activities to achieve their
ultimate objectives. In the realm of teaching, self-efficacy
beliefs shape how teachers approach goals, challenges, and class
activities (Lazarides and Warner, 2020; Liu F. et al,, 2021).
In Chen’s words (2018), efficacious and positive teachers are
more successful. Efficacious teachers show more job satisfaction
and deal with students’ misbehavior and demotivation more
efficiently (Buri¢ and Kim, 2020; Vadivel et al, 2021). In
contrast, teachers with a low sense of self-efficacy are apt to
lose faith in their abilities (Barni et al.,, 2019). The research
history on teacher self-efficacy shines back on the reciprocal
relationships between self-efficacy and an array of positive
teacher and student-related issues (Martin and Mulvihill, 2019;
Amirian et al., 2022; Ma, 2022; Zheng et al., 2022).

In recent years, studies on the associations between teacher
self-efficacy and work engagement have been quite rosy (Li
et al, 2019; Zeng, 2020; Rezai et al., 2022). For instance, recent
studies indicate that teachers with higher perceived self-efficacy
are more engaged in their work activities (Buri¢ and Macuka,
2017; Lietal,, 2019; Xu et al,, 2022). Engaged teachers show high
levels of dedication and commitment to educational objectives;
they are completely immersed in the class activities and attentive
to their students’ needs (Klassen et al., 2013; Buri¢ and Macuka,
2017; Addimando, 2019; Vadivel and Beena, 2019). Today’s
continuously challenging environment, in particular, the current
outbreak of the COVID-19 pandemic, calls for engaged teachers
who regulate their emotions. Among the primary emotions of
human beings, anger is repeatedly used, and it is one of the
six emotions with noticeable facial expressions across cultures,
along with fear, sadness, surprise, disgust, and joy (Ekman, 1992;
Namaziandost and Cakmak, 2020).

Based on the existing literature on teachers’ emotions, the
most prominent experienced positive emotion is happiness,
while anger is the most prominent experienced negative
emotion in teachers’ professional lives (Chang, 2013; Frenzel,
2014; Buri¢ and Frenzel, 2019; Azizi et al., 2022). The main
potential stimuli triggering teachers’ anger in their professional
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lives are disciplinary issues and lack of student commitment
to tasks and homework (Khajavy et al, 2018), uncooperative
colleagues and parents’ misbehavior (Sutton and Wheatley,
2003), blocked academic goals and students’ inappropriate
manners (Sutton, 2007), as well as educational policies and
school organization (Buri¢ and Frenzel, 2019). Other potential
sources of teacher anger include the COVID-19 pandemic and
lockdown, as well as remote online teaching and uncertainty
about the future. Based on the existing literature on teacher’s
anger, it is positively correlated with teachers’ burnout (Chang,
2013; Tilwani et al., 2022) and emotional exhaustion (Buri¢ and
Mog, 2020). In contrast, the interplay between teachers’ anger
and their job satisfaction (Buri¢ and Frenzel, 2019), wellbeing,
and self-efficacy beliefs is negative (Buri¢ and Kim, 2020). In
response to the challenges of the twenty-first century, arming
teachers with self-aid constructs that target effective teaching
should be considered at the forefront of education policies.
Language teachers and university professors are by no means
an exception, and their significant role in effective language
teaching cannot be overlooked.

What emerges from the review of the related literature is that
the associations among language teacher emotion regulation,
perceived self-efficacy beliefs, work engagement, and anger have
not been brought to the foreground of research foci (Gross
and Thompson, 2007; Buri¢ et al., 2017; Abdollahi et al., 2022),
particularly in the EFL context (Chahkandi et al,, 2016; Fathi
and Derakhshan, 2019; Chang, 2020; Chang and Taxer, 2021;
Li and Liu, 2021; Liu F. et al,, 2021). Therefore, the dearth
of research in this domain calls for more studies that put
forward a clear picture of the influence of emotion regulation
on teachers’ sense of self-efficacy, work engagement, and anger.
More precisely, how emotional regulation serves as underlying
principles that form teachers’ efficacy beliefs, work engagement,
and anger management in the context of Iran, where English is
taught as a foreign language. Thus, to delve into the construct
of language teacher emotion regulation in the Iranian EFL
context, the present study puts forward the need to examine
the association of language teachers’ emotion regulation with
their efficacy beliefs, work engagement, as well as anger (see
Figure 1). The outcome of such an exploration is significant in
the teacher’s effectiveness as it could illuminate how emotion
regulation as an important skill empowers language teachers to
modify and manage themselves efficaciously and to be engaged
even in emotion-provoking situations at the workplace. This
study set out to fill in this educational gap by answering the
following research questions:

1. To what extent could EFL teachers’ emotion regulation
predict their self-efficacy beliefs in the workplace?

2. To what extent could EFL teachers’ emotion regulation
predict their engagement in the workplace?

3. To what extent could EFL teachers’ emotion regulation
predict their anger in the workplace?
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FIGURE 1
Theoretical structural equation model.

In this regard, the following null hypotheses could be
formulated:

HOL. EFL teachers’ emotion regulation has no impact on
their self-efficacy beliefs in the workplace.

HO2. EFL teachers’ emotion regulation has no impact on
their engagement in the workplace.

HO3. EFL teachers’ emotion regulation has no impact on
their anger in the workplace.

Literature review

In the following sections, an overview of the relevant

literature on emotion regulation, self-efficacy, work

engagement, and anger is provided.

Emotion regulation

Emotion regulation can be defined as physiological,
behavioral, and cognitive processes that individuals employ
to effectively manage and respond to emotional experiences
(Gross, 1998; Gross and John, 2003; Gross and Thompson,
2007). That is, emotion regulation shapes which emotions
people have, when they have them, and how they experience
or express them (Gross, 1998; Kolganov et al., 2022). Similar
to other types of self-regulation and self-management skills,
experienced emotions are modulated to fulfill educational
objectives; and, to do so, various strategies may be applied,
which are defined as emotion regulation strategies (Taxer and
Gross, 2018; Taylor et al., 2020; Alipour et al., 2021; Li and
Liu, 2021). In the classroom, both teachers and students are
exposed to different emotional experiences. The teachers, as the
center of the classroom are expected to establish an optimal
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emotional climate; they should manage their own emotions and
their learners’ emotions (Taxer and Gross, 2018). Simply put,
emotion regulation empowers both teachers and students to
strengthen pleasant emotions and weaken unpleasant emotions
(Fried, 2011).

Previous studies in the realm of emotion regulation have
documented the predominance and significant contributions of
teacher emotion regulation to effective teaching. For instance,
Taxer and Gross (2018) studied the aim and quality of
emotion regulation in classes. They concluded that teachers
with instrumental and hedonic emotion regulation goals
tried to manage their own and their learners’ emotions.
Similarly, Morris and King (2018) investigated the effective
role of emotion regulatory strategies in managing the in-
class frustration experienced by university language teachers.
According to their findings, language university teachers
employed contextually dependent emotion regulation behaviors
that help them to increase levels of confidence and control over
the stressors.

In a recent study by Chang and Taxer (2021), teacher
emotion regulation strategies in response to classroom
misbehavior were investigated. They concluded that teachers
who usually reappraise are less likely to experience unpleasant
emotions in the face of students’ misbehavior and express fewer
suppression experiences when negative emotions are felt. The
implemented strategies to regulate emotions were classified
as reappraisal or suppression. The researchers of this study
suggested further study to inspect the effectiveness of other
strategies used to regulate emotions. In the same token, Chang
(2020) explored the association between teachers’ beliefs about
emotional display rules in the class, their attitudes toward
emotion regulation strategies, and feelings of burnout. This
study concluded that display rules affect expressive suppression
and burnout. Likewise, Morris and King (2018) conducted a
series of semi-structured interviews, classroom observations,
and corresponding stimulated-recall sessions among seven EFL
teachers at a university in Japan. Based on the data analysis,
a major mechanism for reducing the experienced frustrations
among EFL university teachers is emotion regulation.

In light of the undeniable importance that teachers
emotions and emotion regulation have for effective teaching
and learning, Jiang et al. (2016) carried out a mixed-method
study. In so doing, the students’ perceptions of their teachers’
emotions and emotion regulation while teaching were explored.
The results of the students’ survey and teachers interviews
indicated that antecedent-focused emotion regulation appeared
more preferable than response-focused emotion regulation.
Moreover, reappraisal was more effective than suppression
in increasing positive-emotion expression and decreasing
negative-emotion expression. In like manner, Fathi et al.
(2021) explored a structural model of teacher reflection, self-
efficacy, burnout, and emotion regulation among Iranian EFL
instructors. They found that teacher self-efficacy and reflection
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were positively correlated with emotion regulation. Also, their
findings revealed that teacher emotion regulation was negatively
correlated with burnout.

Self-efficacy

The concept of self-efficacy, rooted in Albert Bandura’s
social-cognitive theory of behavioral change, is conceptualized
as individuals’ confidence in their abilities to implement
the courses of action necessary to produce a given
1997, 1986). This
highlights that people with higher degrees of confidence
their of

achieving the desired outcomes due mainly to a clearer

accomplishment (Bandura, definition

in capabilities could have greater chances
sense of purpose and a stronger will to surmount the
obstacles in a given task. Bandura (1986) believed this
through  self-

regulatory processes, which connect thought to action and

metacognitive  capability is manifested
include self-monitoring, performing self-guidance through
personal standards, and corrective self-reactions. Bandura’s
agentic socio-cognitive theory (1986) also emphasized the
individual’s ability to reflect on themselves, their thoughts,
and actions.

Self-efficacy mirrored individuals’ potential to organize
and perform the requirements of an action to fulfill an
achievement (Bandura, 1997). It affects individuals’ thinking,
their future actions, their coping strategies while facing
emotional demands, and the attempts they put forth in a given
endeavor (Bandura, 2012). Self-efficacy is both a personal and
social construct because each person functions individually
and collectively. Individuals’ concerns about their collective
efficacy influence what they choose to do as a group, how
much attempt they make to perform it, their persistence and
tolerance, and their probability of success (Bandura, 1997;
Schunk and Pajares, 2002).

Self-efficacy is one of the important factors that influence
adjusting teaching tone, which leads to beneficial outcomes in
learning and cyclically increases teacher efficacy. This specific
form of efficacy is known as teacher efficacy. Simply put,
teachers’ faith in their ability can influence their attitude,
commitment, motivation, willingness, and effectiveness (Barni
et al, 2019) and support students’ outcomes (Martin and
Mulvihill, 2019). Efficacy beliefs influence teachers’ instructional
practices, inter- and intra-teacher relationships (Martin and
Mulvihill, 2019), and their passion for teaching (Moe, 2016).
Furthermore, teachers efficacy is associated with learners
motivation, achievement, and efficacy (Tschannen-Moran et al,,
1998). High-efficacy teachers experience lower stress levels
and less burnout than low-efficacy teachers (Chen, 2018). It
is noteworthy that academic and theoretical knowledge of
language teaching by no means guarantees a teacher’s level of
self-efficacy.
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In a recent study by Buri¢ and Kim (2020), the positive
effect of teacher self-efficacy on three aspects of instructional
quality, namely classroom management, cognitive activation,
and supportive climate, was concluded. Furthermore, the
negative relationships between teacher self-efficacy and anger
were supported by Buri¢ and Frenzel (2019). In another
recent investigation, the predictive impact of teachers’ work
engagement on their self-efficacy was determined (Li et al,
2019). In the same line of inquiry, the role of teachers
motivations in determining the strength of the relationships
between teacher self-efficacy, openness to change, and self-
transcendence was endorsed (Barni et al., 2019).

In an attempt to further clarify the predictive role of EFL
teachers’ self-efficacy and collective teacher efficacy in affecting
the psychological wellbeing in the Iranian context, a survey was
conducted by Fathi et al. (2020), in which they concluded that
teacher self-efficacy was a stronger predictor of psychological
wellbeing than collective teacher efficacy. Likewise, Zheng
et al. (2022) investigated the contributions of self-efficacy and
emotion regulation to L2 teacher grit. Their findings suggest
that self-efficacy and emotion regulation are major determinants
of university professors’ L2 grit. Furthermore, the results of
this study highlighted the critical role of self-efficacy beliefs
in fostering emotion regulation among university professors.
Taking a similar path, Li et al. (2022) concluded that emotion
regulation and critical thinking could predict immunity in
higher education.

Work engagement

Work engagement offers a royal road to professional
development. This is an affective-motivational construct
with an emphasis on willingness and involvement at
work (Silva et al, 2020). It is generally considered to be
associated with job involvement (Lawler and Hall, 1970),
job commitment (Mowday, 1998), and job empowerment
(Thomas and Velthouse, 1990). The first conceptualization of
work engagement originated from Kahn (1990), who defined
this concept as the absorbing emotionally, cognitively, and
physically into one’s job responsibilities. As an affective-
motivational construct, work engagement reflects individuals’
desire for involvement in and gratification in the job (Van
Beek et al, 2011). In other words, work engagement is the
allotment of an individual’s resources to do their best at
work (Christian et al., 2011; Wang et al., 2022). Schaufeli and
Salanova (2011) viewed work engagement as a work-related
state of mind established by vigor, dedication, and absorption.
Vigor is physical or mental energy and determination to do
work activities. Dedication refers to one’s willingness and
enthusiasm for his/her work. Absorption means completely
engrossed and preoccupied with ones work (Schaufeli and
Bakker, 2004).
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Different variables influence how individuals perceive
themselves, their work, and the relationships between the two.
As Kahn (1990) stipulated, individuals present varying degrees
of their selves, physically, cognitively, and emotionally, in the
roles they perform. In this regard, Kahn (1990) utilized the
concept of self-in-role and assumed that individuals show
different depths of their selves while performing different
activities during their work days.

Due to different conceptualizations and various definitions
of the concept of work engagement, inconsistencies developed
in the way it was assessed (Schaufeli and Salanova, 2011;
Klassen et al., 2013; Kuok and Taormina, 2017; Shu, 2022).
In this study, the Engaged Teacher Scale (ETS) was utilized,
which was developed and validated by Klassen et al. (2013).
ETS is a multi-dimensional measure of work engagement that
is specifically targeted at the work carried out by teachers
in classrooms and schools. Cognitive-physical engagement,
emotional engagement, social engagement among students, and
social engagement among colleagues are the four components of
this scale. Cognitive-physical engagement is the extent to which
teachers cognitively and physically devote their time, energy,
and attention to teaching tasks. Emotional engagement refers to
teachers’ positive emotional responses to different activities at
work. The distinguishing feature of this model is that it adds
a dimension for assessing social engagement (energy devoted
to establishing relationships) and its causal explanations among
teachers. Recent studies by Silva et al. (2020), Topchyan and
Woehler (2020), and Shu (2022) confirmed and supported the
good psychometric qualities of the ETS in educational settings.

Teaching is influenced by teachers’ social relationships
with students and colleagues, and these reciprocal relationships
play mediating roles in enhancing student engagement and
positive student outcomes (Oga-Baldwin and Nakata, 2020).
Effective teachers are those who are socially engaged with their
students (Jennings and Greenberg, 2009; Wang et al., 2022).
Research on teacher work engagement seems to be scarce.
However, the previous studies on teacher work engagement
highlighted teacher-related variables that affect or are affected
by work engagement. To be more specific, the existing literature
highlighted the close relationships between work engagement
and other positive teacher-related outcomes. For instance, Zeng
et al. (2019) examined the interplay among growth mindset,
work engagement, perseverance of effort, and wellbeing for
teachers in China. The data analysis indicated that growth
mindset, wellbeing, and perseverance of effort could all predict
work engagement. In another study by Oga-Baldwin and Nakata
(2020), the influence of engaging teacher practices was explored,
and their results indicated that students are more responsive and
active in classes with engaged teachers.

Likewise, Topchyan and Woehler (2020) investigated the
effects of teacher status (full-time vs. substitute) and its
interaction with demographic information on the teacher’s
job satisfaction and work engagement. Based on the findings
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of this survey, both status and gender influence teachers
job satisfaction and work engagement. Furthermore, female
teachers were more engaged with students and the length
of teaching experience did not affect job satisfaction or
work engagement. In a cross-contextual analysis, the role of
emotion regulation and psychological wellbeing as predictors
of work engagement was explored (Greenier et al,, 2021), and
concluded that emotion regulation and psychological wellbeing
lead to work engagement among British and Iranian teachers.
Nevertheless, psychological wellbeing displayed a stronger
prediction of work engagement than emotion regulation. Also,
it was found out that the association between psychological
wellbeing and work engagement was stronger for British
teachers.

Anger

Anger is an instinctive reaction to circumstances where a
person feels offended or wronged, which is usually activated
by external factors such as injustice, humiliation, physical
conditions or illnesses, etc. (Harmon-Jones and Harmon-
Jones, 2016). Anger physiologically causes the release of stress
hormones, increases heart rate, blood pressure, heavy breathing,
and body temperature (Hall, 1899). The review of the literature
on anger conceptualizations demonstrated that, for centuries,
anger was regarded as a sin, a weakness, or as a madness;
thus, it was to be avoided or controlled (Thomas, 1990).
Then, the Western view of anger began to change, partly
due to the misinterpretation of Freud’s work (Thomas, 1990).
Furthermore, this shift of interpretation is owed to Darwinian
evolutionary theory and the research of ethologists such as
Konrad Lorenz (Thomas, 1990). Following this stage, Americans
came to believe that it is not always possible to control this
powerful emotion. This standpoint may account for a sharp
increase in violent crimes in America in comparison to Japan,
where people believe anger should be controlled (Harmon-
Jones and Harmon-Jones, 2016). However, the theory of innate
aggression was rejected because there was no scientific basis
to support the notion that humans are instinctively aggressive
(Kuppens et al., 2003).

According to Buri¢ and Frenzel (2019), teacher anger,
like other human emotions, is a complex and multifaceted
construct, consisting of various distinguishable emotional
components (subjective, cognitive, motivational, expressive, and
physiological). Among the potential stimuli triggering teachers’
anger at work could be uncooperative colleagues, parents
misbehavior (Sutton and Wheatley, 2003), blocked academic
goals and students’ inappropriate manners (Sutton, 2007), as
well as educational policies and school organization (Buri¢ and
Frenzel, 2019). Thus, teacher anger is triggered not only because
of their students, but also because of their colleagues, students’
parents, and the educational system (Buri¢ and Frenzel, 2019).
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Furthermore, Jacob et al. (2017) asserted, based on the reciprocal
model on the causes and effects of teacher emotions, that
situations and events that teachers perceive as impeding their
goals, as well as appraisals of responsibility for this goal
impediment, trigger their anger.

An overview of the literature on teacher anger shows
that it is positively correlated with teachers’ burnout (Chang,
2009; Liu and Chu, 2022), surface acting (Taxer and Frenzel,
2015), and emotional exhaustion (Chang, 2013; Buri¢ and Moe,
2020). By contrast, the relationships between teacher anger and
their wellbeing (Buri¢ et al., 2020) as well as job satisfaction
(Macdonald, 1999) are proved to be negative. In a similar
vein, the relationships among teacher anger, emotional labor,
wellbeing, and teachers’ self-efficacy were examined by Buri¢
and Frenzel (2019). The data analysis indicated that all facets
of teacher anger were positively correlated with surface acting
and deep acting was unrelated to teacher anger. Moreover,
teachers who attempt more to really experience and show the
expected emotions tend to experience less anger in relation to
their students.

Theoretical framework

To explain emotion regulation, the process-oriented model
of emotion regulation with five temporal points (i.e., situation
selection, situation modification, attention deployment,
cognitive change, and response modulation) is proposed by
Gross (1998). By extensive review of the existing literature,
the theoretical conceptualizations on the emotion regulation
in general, and teacher emotion regulation in particular, a
new model for language teacher emotion regulation was
introduced by Heydarnejad et al. (2021b). This model includes
six dimensions, i.e., situation selection, situation modification,
attention deployment, reappraisal, suppression, and seeking
social support. The three dimensions of situation selection,
situation modification, and attention deployment were rooted
in Gross’s process-oriented model of emotion regulation (1998).
Reappraisal and suppression were based on Gross and John’s
conceptualization (2003), and seeking social support as the last
dimension was inspired by Jennings and Greenberg (2009) as
well as Taxer and Gross (2018).

In the teaching context, Banduras self-efficacy theory
reflected teachers’ beliefs about their abilities to engage their
learners effectively and to achieve educational objectives
efficiently (Tschannen-Moran et al., 1998; Heydarnejad et al.,
2021a; Sudina et al, 2021). Bandura (1997) introduced
sources of efficacy beliefs as mastery experience, vicarious
experience, social or verbal persuasion, and physiological or
affective states. Among these factors, mastery experience has
the most influential role in self-efficacy beliefs. The next
step is observing a successful performance by other similar
people (Tompson and Dass, 2000). The third source of
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self-efficacy is originated from social or verbal persuasion.
Successful persuasion fosters people’s perceptions of their
abilities and future accomplishments (Schunk and Pajares,
2002). Psychological and affective states as the last source
highlight the role of positive factors in boosting individuals’
efficacy beliefs (Bandura, 1997).

The concept of work engagement is theoretically supported
by self-determination theory (SDT) (Bakker et al,, 2011; Zeng
et al, 2019). As SDT suggests, individuals who are engaged
in their work are encouraged to bring improved presentation,
perseverance, and inventiveness to their work (Oga-Baldwin
and Nakata, 2020). To define teacher engagement, Klassen
et al. (2013) developed a model including three dimensions:
cognitive-physical engagement, emotional engagement, social
engagement with students, and social engagement with
colleagues. Cognitive-physical engagement is the cognitive
and physical devotion of teachers to their teaching. Emotional
engagement refers to teachers’ enjoyment and entertainment
aligned with instruction (Han and Wang, 2021). Social
engagement with students and social engagement with
colleagues are the last two dimensions of this model, which
focus on the social dimension of teachers’ jobs (Jennings and
Greenberg, 2009; Oga-Baldwin and Nakata, 2020).

Various schools of thought conceptualize anger from
different perspectives. Psychoanalytic orientations theorize
that emotions are drive-related, and suppression of these
1990).
Behavioral orientations conceptualized anger as a reaction
to the blocking of a goal (Thomas, 1990). Furthermore, the
Skinnerian behavioral conceptualization believes that anger

powerful drives is deemed unhealthy (Thomas,

is a learned response to environmental stimuli (Skinner,
1953). Sociocultural theories focus on the interpersonal nature
of anger. According to this theory, if the expectations of
individuals are not met, it may cause anger (Sullivan, 1953).
Contemporary social/psychological perspectives also emphasize
that most angry episodes are social events (Thomas, 1990). From
the humanistic orientation, emotion is neither an expression
of instincts nor a learned response. In the current study, the
Teacher Anger Scale (TAS) was employed (Buri¢ and Frenzel,
2019), which was designed based on the above-mentioned
theories.

Materials and methods

Participants

A sample of 581 teachers (283 male and 298 female)
participated in this research, who were teaching English as a
foreign language at different private language institutes and at
different levels of English proficiency in Iran. To be able to
achieve generalizability, the following criteria in selecting the
participants were considered: variability in age groups, years of
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teaching experience, genders, and cities where teachers work.
The age range of participants in this phase was between 23
and 53 (M = 40.300, SD = 9.207) with 1-30 years of teaching
experience (M = 18.233, SD = 9.115). They majored in different
branches of English: English Teaching (295), English Literature
(94), English Translation (151), and also linguistics (41). Among
the participants, 42 teachers were Ph.D. candidates, and 294
teachers held MA degrees; the rest of the teachers were BA.

Procedure

The data collection for this study started in November 2021
and ended in February 2022 through a web-based platform. That
is, the participants received an electronic survey form including
the Language Teacher Emotion Regulation Inventory (LTERI),
the Teacher Sense of Efficacy Scale (TSES), the ETS, and the
TAS through Google Forms. Since all teachers were qualified
enough in English, the language of all four scales was English
and, in this way, a construct-irrelevant factor was avoided.
Conducting the electronic survey enables researchers to collect
data from different regions with varying age groups and teaching
experiences. Altogether, 581 forms were received with an 84.5%
return rate. On account of the design of the electronic survey
(each part in the electronic survey form was designed to be
necessarily linked), no data were missed.

Instruments

The language teacher emotion regulation
inventory

The LTERI (Supplementary Appendix 1), designed and
validated by Heydarnejad et al. (2021b), is based on the
process model of emotion regulation (Gross, 1998, 2014;
Gross and Thompson, 2007) and semi-structured interviews
with EFL high school teachers and university professors.
This scale requires the language teachers to think about
similar situations from their teaching experiences and rate the
statements in the light of their employed emotion regulation
strategies. The LTERI contains 27 items on a five-point Likert
scale anchored by 1 (“never”) and 5 (“always”) with six
components, i.e., situation selection, situation modification,
attention deployment, reappraisal, suppression, and seeking
social support. Heydarnejad et al. (2021b) reported acceptable
reliability for all sub-scales of the LTERI (ranging from 0.718 to
0.814). In the present study, the results of Cronbach’s alpha test
were acceptable (ranging from 0.715 to 0.801).

The teacher sense of efficacy scale

To determine teachers’ self-efficacy beliefs, the Teachers’
of Efficacy Scale
Appendix 2) developed and validated by Tschannen-Moran

Sense (long form) (Supplementary
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et al. (1998) was employed. This scale consists of 24 items on a
9-point Likert scale with three sections: (1) efficacy in student
engagement, (2) efficacy in instructional strategies, and (3)
efficacy in classroom management. The total reliability and
reliability of each factor reported by Tschannen-Moran et al.
(1998) were satisfactory. In this study, the reliability of the TSES
estimated through Cronbach’s alpha was acceptable (ranging
from 0.796 to 0.870).

The engaged teacher scale

Teachers’ engagement at work was assessed using the
Engaged Teacher Scale (ETS) (Supplementary Appendix 3) by
Klassen et al. (2013). This instrument includes 16 items, using
a seven-point Likert scale (1 = Strongly disagree; 7 = Strongly
agree), with four subscales that represent the underlying
dimensions of teacher

engagement at work: cognitive

engagement, emotional engagement, social engagement
with students, as well as social engagement with colleagues.
In a quantitative study by Azari Noughabi et al. (2020), the
reliability of the scale was reported as satisfactory (Cronbach’s
0.89). In the current study, the reliability of the

scale estimated via Cronbach’s alpha was acceptable for all

alpha =
sub-components of ETS (ranging from 0.796 to 0.898).

The teacher anger scale
To assess the

Appendix 4), designed and validated by Buri¢ and Frenzel

teacher anger, TAS (Supplementary
(2019), was employed. It contains 16 items on a five-point
Likert scale (1 = never, 5 = always) and four facets of teacher
anger: (1) students-related, (2) parents-related, (3) colleagues-
related, and 4) system-related. The reported reliability indices in
the study of Buri¢ and Frenzel (2019) were acceptable (ranging
from 0.77 to 0.82). In the present study, the reliability of the
TAS was estimated via Cronbachs alpha, and the result was

satisfactory (ranging from 0.713 to 0.865).

Data analysis

To analyze the data, CFA and SEM using LISREL 8.80
were conducted. SEM is a robust multivariate procedure used
to take a confirmatory hypothesis-testing approach for the
proposed structural theory (Schreiber et al,, 2006). An SEM
model involves two parts: the measurement model and the
structural model. The measurement model is used to examine
the relationships between the observed variables and latent
variables (Hair et al., 1998). The structural model is used to
gauge the relationships between the latent variables.

Results

The results of the statistical analysis computed by the
collected data are reported in this section.
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The descriptive statistics of EFL in-service teachers’” emotion
regulation strategies, self-efficacy beliefs, work engagement, and
anger were displayed in the following table.

Based on Table 1, among language teacher emotion
regulation strategies, situation selection (M = 4.109, SD = 0.672)
and situation modification (M = 3.806, SD = 0.532) got the
highest mean scores, whereas the mean score of suppression
was the least (M = 2.883, SD = 0.767). Furthermore, among
the components of self-efficacy beliefs, instructional strategies
(M = 6.941, SD = 0.857) displayed the highest mean scores.
Student engagement (M = 6.835, SD = 0.776) and classroom
management (M = 6.816, SD = 0.712) were the subsequent
subscales of self-efficacy beliefs endorsed by EFL in-service
teachers.

Among the subscales of teacher engagement, emotional
engagement presented the highest mean scores (M = 6.361,
SD = 0.665). The mean scores of the subsequent sub-scales
were as follows: cognitive engagement (M = 6.228, SD = 0.953),
social engagement: students (M = 6.176, SD = 0.806), and social
engagement: colleagues (M = 5.618, SD = 0.800). Regarding
teacher anger subscales, student-related anger (M = 3.296,
SD = 0.628) was the main cause of Iranian EFL in-service
teachers’ anger at the workplace. Colleagues-related (M = 2.835,
SD = 0.834), system-related (M = 2.704, SD = 0.947), and
2.401, SD = 0.884) were the
subsequent triggers of Iranian EFL in-service teachers anger

parents-related anger (M =

at the workplace.

The Kolmogorov-Smirnov Test was utilized to inspect the
normality distributions of the data and, consequently, to decide
on employing a suitable statistical method for the current study.
In the following table, the result of the Kolmogorov-Smirnov
test is provided.

As Table 2 displayed, the data were normally distributed
because the sig value for all the instruments and their
subcomponents was higher than 0.05. To examine the structural
relations, the proposed model was tested using the LISREL 8.80
statistical package. To gauge the model fit, the following fit
indices were used: the chi-square magnitude, the Root Mean
Square Error of Approximation (RMSEA), the comparative fit
index (CFI), and the normed fit index (NFI). According to
Joreskog (1990), the chi-square should be non-significant and
the chi-square/df ratio should be lower than 3. Also, the root
mean square error of approximation (RMSEA) should be lower
than 0.1 (Joreskog, 1990). The NFI with the cut value greater
than 0.90, GFI with the cut value greater than 0.90, and CFI with
the cut value greater than 0.90 indicates a good fit (Joreskog,
1990). As Table 3 presents, the chi-square/df ratio (2.833) and
the RMSEA (0.056) reached the acceptable fit thresholds. The
other three fit indices, GFI (0.972), NFI (0.921), and CFI (0.932)
were also acceptable.

The t-values and standardized estimates were inspected
to gauge the strength of the causal relationships among the
variables. As Figures 2, 3 illustrate, language teacher emotion
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regulation affects teachers’ sense of efficacy beliefs (B = 0.81,
t = 20.35) and engagement (f = 0.84, t = 22.05) significantly
and positively; the t-value was greater than 1.96. The effect
of language teacher emotion regulation on teacher anger was
significantly negative (8 = -0.77, t = -16.89) and the t-value was
lower than -1.96.

Table 4 also displays the acceptable criteria for fit indices
in the second model (phase 4). That is, the chi-square/df ratio
(2.730) and the RMSEA (0.055) reached the acceptable fit
thresholds. Moreover, GFI (0.912), NFI (0.962), and CFI (0.922)
were acceptable.

Figures 4, 5 (Model 2) demonstrate that language teacher
emotion regulation influenced all sub-components of teacher
self-efficacy beliefs significantly and positively, as follows:
student engagement (8 = 0.84, t = 19.01), instructional strategies
B =088 t =
t =
of the Engaged Teacher Scale. That is, language teacher

18.77), classroom management (B = 0.80,
17.42). The same holds true for the sub-components

emotion regulation influenced cognitive engagement (B = 0.89,
= 0.94, t = 19.39),
social engagement (students) (8 = 0.84, t = 19.77), and social

22.03), emotional engagement (B =

engagement (colleagues) (B = 0.80, t = 12.70) significantly
and positively. Moreover, the significantly negative effects of
language teacher emotion regulation on the sub-components
of teacher anger were illustrated as follows: students-related
(B =-0.87, t = -22.89), parents-related (8 = -0.77, t = -14.20),
colleagues-related (B =-0.81, t = -14.31), and system-related
(B =-0.73,¢t =-13.03).

A Pearson product-moment correlation was run to examine
the relationships among the variables.

As indicated in Table 5, there are significant relationships
among the LTERI and student engagement (r = 0.619, p < 0.01),
instructional strategies (r = 0.640, p < 0.01), and classroom
management (r = 0.599, p < 0.01). Considering the correlations
among the LTERI and the sub-components of engaged teacher
scale, the results are as follows: cognitive engagement (r = 0.461,
0.536, p < 0.01),
social engagement: student (r = 0.520, p < 0.01), and social

p < 0.01), emotional engagement (r =

engagement: colleagues (r = 0.432, p < 0.01). In addition, the
relationships among the LTERI and the subcategories of the TAS
are as follows: students-related (r = -0.587, p < 0.01), parents-
related (r = -0.298, p < 0.05), colleagues-related (r = -0.361,
p < 0.01), and system-related (r = -0.202, p < 0.05).

Discussion

This study was an attempt to uncover the interrelatedness of
language teacher emotion regulation, self-efficacy, engagement,
and anger. This aim was accomplished by utilizing a
structural equation modeling approach targeted at building
a causal structural model by which the contribution of
each of the aforementioned constructs can be estimated.
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TABLE 1 Descriptive statistics.

10.3389/fpsyg.2022.1019984

Inventory N Minimum Maximum Mean Std. deviation
Situation selection 581 1.00 5.00 4.109 0.672
Situation modification 581 1.00 4.40 3.806 0.532
Attention deployment 581 1.00 4.25 3.337 0.638
Reappraisal 581 1.00 4.20 3.405 0.586
Suppression 581 1.00 4.00 2.883 0.767
Seeking social support 581 1.50 4.50 3.477 0.654
Student engagement 581 5.00 8.38 6.835 0.776
Instructional strategies 581 4.25 9.00 6.941 0.857
Classroom management 581 5.00 9.00 6.816 0.712
Cognitive engagement 581 3.25 7.00 6.228 0.953
Emotional engagement 581 4.00 7.00 6.361 0.665
Social engagement: students 581 3.50 7.00 6.176 0.806
Social engagement: colleagues 581 2.50 7.00 5.618 0.800
Students-related 581 2.25 5.00 3.296 0.628
Parents-related 581 1.50 5.00 2.401 0.884
Colleagues-related 581 1.75 5.00 2.835 0.834
System-related 581 1.00 5.00 2.704 0.947

TABLE 2 The results of Kolmogorov-Smirnov test.

Inventory Sub-scales N Kolmogorov-Smirnov Z Asymp. Sig. (2-tailed)
The language teacher emotion Situation selection situation 581 1.205 0.110
regulation inventory modification attention
581 1.315 0.063
Deployment 581 1.252 0.087
Reappraisal 581 0.840 0.481
Suppression 581 1.209 0.107
Seeking social support 581 0.903 0.388
Total 581 1.081 0.193
The teachers’ sense of efficacy Student engagement 581 1.280 0.075
scale
Instructional strategies 581 0.570 0.901
Classroom management 581 0.946 0.332
Total 581 0.881 0.419
The engaged teacher scale Cognitive engagement 581 0.946 0.333
Emotional engagement 581 1.320 0.065
Social engagement: Students 581 1.317 0.061
Social engagement: 581 0.855 0.458
Colleagues
Total 581 1.155 0.139
The Teacher Anger Scale Students-related 581 0.882 0.417
Parents-related 581 1.180 0.123
Colleagues-related 581 0.948 0.330
System-related 581 0.527 0.944
Total 581 0.892 0.404

Data analyses indicated that the EFL teachers’ emotion
regulation predicts their self-efficacy skills and engagement
in a positive direction. In contrast, the effect of the EFL

teachers’ emotion regulation on their feelings of anger is in a

negative direction.
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Emotion regulation strategies offer teachers ways to
control their emotions and act effectively. The more teachers
practice emotion regulation, the better they can manage
and modify the emotional demands. This capacity offers the

self-measurement of teachers’ emotional experiences and gives
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TABLE 3 Model fit indices.

10.3389/fpsyg.2022.1019984

Fitting indexes X2 daf x2/df RMSEA GFI NFI CFI
Cut value <3 <0.1 >0.9 >0.9 >0.9
The first model 328.69 116 2.833 0.056 0.972 0.921 0.932
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TABLE 4 Model fit indices.

10.3389/fpsyg.2022.1019984

Fitting indexes X2 df x2/df RMSEA GFI NFI CFI
Cut value <3 <0.1 >0.9 >0.9 >0.9
The second model 4963.76 1818 2.730 0.055 0.912 0.962 0.922

directions to their professional wellbeing. The findings of
the present study revealed a close relationship between the
language teachers’ emotion regulation and their self-efficacy
belief (see Model 1). Therefore, the first null hypothesis
of the study (HOl. EFL teachers emotion regulation has
no impact on their self-efficacy beliefs in the workplace)
was rejected. A detailed inspection of the results indicated
emotion regulation influences the teacher self-efficacy sub-
components (student engagement, instructional strategies,
and classroom management) significantly (see Model 2).
Scrutinizing the relevant literature on teacher emotion and
teacher self-efficacy beliefs echoes a growing body of research
that illuminates the intertwined relationship between teacher
emotion and their efficacy (Buri¢ et al, 2017; Buri¢ and
Macuka, 2017; Buri¢ et al.,, 2020; Liu H. et al., 2021; Chen
and Cheng, 2022). In this regard, Buri¢ and Moe (2020)
acknowledged the interrelationships of teacher self-efficacy,
positive emotions, and teacher wellbeing, which affect teacher
enthusiasm. Similarly, Chen (2018) confirmed that teacher
efficacy is positively associated with their emotions. This
finding is in accord with those of Fathi et al. (2020),
Heydarnejad et al. (2021a), Liu H. et al. (2021), and Amirian
et al. (2022) as well as Xiyun et al. (2022). Additionally,
Cansoy et al. (2020) and Zheng et al. (2022) confirmed
that teacher emotional wellbeing and self-efficacy beliefs are
interrelated. According to the LTER model (Heydarnejad
et al, 2021b), emotion regulation is the output of appraisal,
attention deployment, situation modification, seeking social
support, situation selection, and suppression. When teachers
use effective emotion regulation strategies, the better they can
manage and modify their emotional experiences (Li et al,
2022; Zheng et al, 2022). Effective emotion regulation can
affect teachers’ sense of efficacy. Based on Banduras self-
efficacy theory (Bandura, 1982), efficacious teachers implement
mastery experiences and use social experiences for successful
achievement. Furthermore, it is implied that the psychological
and affective states as sources of teacher self-efficacy can be
regulated via emotion regulation and help their cognitive
development.

The predictive power of language teacher emotion
regulation on their work engagement, as another objective of
this study, was confirmed by the results of the present study
(see Model 1). Thus, the second null hypothesis of the study
(HO2. EFL teachers’ emotion regulation has no impact on
their engagement at the workplace) was rejected. In detail,
language teacher emotion regulation significantly and positively
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influenced cognitive engagement, emotional engagement, social
engagement (students), and social engagement (colleagues)
(see Model 2). It implies that emotion-regulatory strategies
provide a balance in the professional lives of language
teachers. In such a situation, language teachers feel more
enthusiasm and engagement in teaching activities. From
these findings, it can also be inferred that a language teacher’s
emotion regulation maximizes social engagement with
students and colleagues. Therefore, for teachers, emotion
regulation pinpoints the effective path for raising teachers
social commitment and enhancing their personal and job
accomplishments. This result can be supported by the
underpinning premises of the LTER model and SDT (Mulyani
et al, 2021; Wang et al, 2022). That is, implementing each
of the emotion regulatory strategies enhances the emotional
balance of teachers’ professional lives and can result in teachers’
engagement. Additionally, this outcome reconciles with prior
studies, though limited and quite rare in the EFL context,
which focus on the relationship between teachers’ emotions
and their engagement in the workplace (Zeng et al, 2019;
Lazarides and Warner, 2020; Topchyan and Woehler, 2020;
Liu and Chu, 2022).

Moreover, the results of the present study shed more light
on the impact of teacher emotion regulation on their anger.
As it was concluded, the influence of emotion regulation on
teacher anger was significantly negative (see Model 1); thus,
the third null hypothesis (HO03. EFL school teachers” emotion
regulation has no impact on their anger management at the
workplace) was rejected. To be precise, the data analysis
indicated that the main cause of Iranian EFL teachers’ display
of anger is student-related. Following student-related anger,
colleagues-related anger, system-related anger, and parents-
related anger, respectively, trigger Iranian EFL teachers’ anger,
which necessitates the role of emotion regulation (see Model
2).
experimentally, given that language teachers spend most of

This outcome seems plausible, both theoretically and

their time dealing with their students and then colleagues
(Buri¢ and Frenzel, 2019). Teaching is under the influence
of teachers” social relationships with students and colleagues
and any inconsistencies in these reciprocal relationships may
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