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Abstract In Ihis chapter wc focus 011 teacher emotions resulting from appraisals or 
success or failure (i.c., teachers' achievement emotions) with respect to achieving 
instructional goals. Wc present our theoretical assumptions and empirical lindings 
regarding the antecedents and effects or achievement emotions more generally, and 
specify those for the context of leaching. Assuming that teachers' emotions impact 
their instructional hehaviour and arc affected by their appraisals regarding succeeding 
or f~liling during instruction, wc propose a model depicting the interplay between Icach~ 
Cl'S' emotions, their instructional bchavior, and student outcomes. Wc prescnt rcsults 
from two quantitative studies tcsting assumptions brought forward by the model. 
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Emotions matter ~ this is the conviction and ovcrarching thcme or all of the contri
butions to this volume. First of all, emotions arc considered important components 
of overall psychological well-being (Scilimmack 20ng), but also of psychological 
suffering (Posller ct al. 2005), As such, emotions have been identified as important 
determinants of teacher burnout, early drop-out, and rctirement rates in the teaching 
profession (Hughes 200 I; Ingersoll 20(2). From this perspective, teacher emol ions 
necessitate empirical attention for the sake of teachers' well-being and health, and 
for political reasons, for example, in terms or socictal costs involved in early retire
ment and health care for overtaxed teachers. Above and beyond the importance of 
emotions for teachers' own lives, emotions also serve as important factors guiding 
teachers' instructional behaviors. Teacher cmotions thus have considerable implica
tions for student learning, school climate, and the overall quality or education. 
From this perspective, teacher emotions demand empirical attention for the sake of 
student outcomes, This latter perspective predominantly guides our approach (0 

research investigating (cacheI' emotions. We seck to explore leacher emotions to 
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better understand classroom learning by linking teacher emotions, teaching behav~ 
iors, and student outcomes, which wc consider to be more intricately intertwined 
than previously recognized in the literature on tcacher emotions. 

In the present contribution, wc focus on the crucial tcacher task of classroom 
instruction. In addition, wc look at teacher emotions from an achievement perspec
tive where the pursuit of slIccess and avoidance of failure are central processes. 
That is, we focus on teachers' emotions resulting from theirjudgmcnls of perceived 
Sllccess or failure with respect to their classroom goals (cf., Hcckhausen 1989; 
Pekrun, 2000; 2006; Pekrun et al. 2(07). We further focus on three important emo
tions, namely enjoyment, anger, and anxiety. These three emotions have been shown 
to he experienced most frequently in everyday life (Scherer et a1. 2(04) and there 
is preliminary empirical evidence that these three emotions play a prominent role 
in tcaching (Sulton 2007; Sulton and Whcatley 20(3). 

In addressing teachers' enjoyment, anxiety, and anger related to classroom 
teaching, we divided the present chapter into two parts. To begin, we discuss our 
theoretical understanding of the antecedents and effects of emotional experiences 
and present corresponding empirical lindings. In presenting the potential antecedents 
and effects or emotions, we first highlight the respective theoretical frameworks 
and then !'ChIle them to existing findings regarding teachers and the educational 
context. Integrating these perspectives on emotions in the classroom, we proffer a 
model of reciprocal causation between teacher emotions, teaching bchaviors, and 
student outcomcs. In the second part of the chapter, we present our OWIl empirical 
data testing some of' the assumptions of the proposed model and discuss related 
conclusions and implications for future research. 

Antecedents of Teacher Emotions 

An Appraisal - Theoretical Approach 

Human emotions are initiated and modulated in a number of different ways. For 
some emotions, there likely is an evolutionarily transmitted base (e.g., Cosmidcs 
and Tooby 20(0), suggesting that emotional reactions to certain situations and 
events have proven adaptive over time. Similarly, focusing on immediate effects 
between situations and emotions, neurophysiological evidence implies that emotions 
may be the result of early conditioning which establishes direct links between 
situations, perceptions, and subcortical limbic emotional reactions (LeDoux 
1995). However, it has also been argued that no direct link exists between situations 
and events and subsequent emotional experiences, rathcr these situations and 
events nI'S! have to be cognitiveJy appraised in order to evoke specific emotions 
(Clore 1994; Lazarus 1991; Roscmall 200 I; Roseman and Smith 200 I; Seherer 
ct al. this volume). Our assumptions on the antecedents of emotional experienccs 
is largely groLlnded in sLlch an appraisal~lheoretical approach to emotions. 
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Within the appraisal-theoretical framework, various appraisals have been proposed 
as potential antecedents of emotions. Among others, the most frequently referenced 
appraisals include goal conumence (also referred to as valence), goal conducivencss, 
coping potential (also referred to as control), accountability (also referred to as 
agency or locus of causation), and goal sigll(jicance (e.g., Ellsworth and Scherer 
2003; Roseman 2001; Seherer 20(1). 

Upon examination of this list of appraisals, it is apparent that goals play an 
important rolc in the appraisal process. If a situation is appraised as congruent with 
and conducive to the attainment (~f one's goals, one will tend to experience a 
pleasant emotion; if a situation or event is perceived as inconsistent with or an 
impediment to the attainment of onc's goals, an unpleasant emotion will more 
likely be experienced. 

The dimensions of coping potential and accountability play an important role in 
further specifying which discrete (as opposed to general pleasant vs. unpleasant) 
emotions are experienced. The appraisal of coping potential corresponds with the 
judgment of whether onc has the personal resources to reach a desired goal or to 
avoid the non-Htlainment of a desired goal. This appraisal is particularly relevant 
for the formation of anxiety which is typically felt in the caSe of prospective goal
incongruence paired with low coping potential (Lazarus and Folkman 19X4; 
SoheI'Cr 1993; Smith and Lazarll' 1993). 

The appraisal of accountability corresponds with a judgment regarding the 
assignlllent of responsibility to oneself' or to another pen-ion should a desired 
goal be blocked. This appraisal is of particular relevance for the formation of 
anger, which is typically experienced in the case of goal-incongruence or goal
inconduciveness paired with other-accountability (Averill 19X3; Kuppens et al. 
2003; Parkinson 1999; Smith and Lazarlls 1993; Weiner 20(l7). 

Finally, regarding the appraisal dimension of W)(/l significal1ce, appraisal theory 
holds that the intensity of any emotional experience will be enhanced if a situation 
is appraised as significant or relevant to oneself. Situations and events relevant to 
us, and our attainlllent of subjectively important goals, involve us emotionally. In 
contrast, situations and events irrelevant to liS "leave us cold", that is, we do not 
react emotionally. 

Classroom Goals and Their Appraisals as Antecedents 
of Teacher Emotions 

As stated above, our focus is on teachers' achievement emotions. In an achievement 
context, standards against which success ano failure can be measured and corre
sponding goals that can be strived for are central themes; conscquently, subjective 
appraisals of success (goal congruent) and failure (goal incongruent) can be con
sidered crucial ror the emergence of achievcment emotions (Pekrun, 2000; 2006; 
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Pckrull. Frenz\.!l cl al. 200?; Weincr, ll)g5; ll)g6).1 That is, to determine which 
emotions a person experiences in an achievement context. one needs to identify 
goals and resulting standards against which that person measures his or her sLlccess 
and failure. 

For students, such achievement standards seem 10 be relatively well-del1ncd. in 
addition students receive frequent formal assessmcnts that servc as feedhack 
regarding the degree to which they have reached these standards (e.g., grades). For 
teachers. howevcr, achievement standards seem to be less evident and frequent or 
formal assessments and feedback arc mostly lacking. This is particularly true 1'01' 

the German school system as opposed to the US system where recent policy has set 
relatively clear teacher slandards in terms of student achievement on standardized 
tests (Peterson and West 20(3). Therefore, wc argue that defining success and 
failure for leachers is not so obvious. In order to be able 10 posit clear hypotheses 
about the antecedents and outcomes of teachers' emotions, \\'e thus need to identify 
teaching idcals, that is, teachers' overarching visions of what they desire to accom~ 
plish through instruction, and infer the resulting goals (implying standards) teachers 
use to gauge their own success or failure. 

We propose that teachers strive for three ovcrarching instructional ideals. 
Specifically, via their instruction, teachers aspire to influence students' (a) cogni~ 
livc growth (i.e., the acquisition of declarative and procedural knowledge in aca
detllic domains), (b) motivation (i.e. topic interest, the willingness to invest 
academic erfort, self-regulation and goal selling), and (c) social-emotional skills 
(i.e., empathy and thoughtfulness towards classmates and the teacher, and student 
compliance with ci<lssroOI11 and school rules, i.e., discipline). Such a threefold 
conceptualizalion of higher-order instructional ideals that define successful teach
ing is in line with exisling models of teaching efTectiveness (Seidel and Shavelson 
2007; Zins el aL 20(4). It also corresponds with Tschannen-Mon.1Il and Hoy's 
(2001) threef'old conecptualiz<1tion of' teaching clricacy (comprising efficacy ['or 
instruction, student involvement, and classroom management). 

! Morc specifically. Pekrun suggcsts in his conlrol·value theory or achievement emotions that 
control and value appraisals arc central antecedents of el1lotional experiences in thc context or 
learning and ac!lievt.:lHe!l\ (pekrun. 2000; 2006; Pekrun. Frelll.e! et al.. 2(07). In this theory. control 
appraisals arc de!!ncd as the amount of perct.:ived control one has over achievement activities and 
outcolHes (Le., succcss and failure). which closely corresponds to what we cal! coping potential 
in t!le present contribution. Value appraisals. according to Pekrun's theory. per!ain to ,iudgments of 
the vi\1cnct.: of an achievemcnt outcome (success::::positive: failure::::ncgativc). and to the personal 
relevance of sllch an outcollle in a certain situation. When mapping Pekrun's appraisal terms onto 
the terms llsed in this contrihution. Pekrull's term "value appraisals" imply both the aspect of goal 
congruence (success:::: goal eongrucnt; failure:::: goal, incongrucnt) and the aspect of goal signifi
cance (personal relevance of both success and railure). Dcspite the alternate vocabulary used in 
the. presenl context. Pekrull's theory !<}I'!llS a central hasis n)r ollr considerations 1'l'gan.1ing the 1<)Illl<\
lion of teachers' emotions since we focus on teachers' achievement emotions in the present 
contribution. 
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We further propose that teachers' ideals precipitate specific behavioral goals 
related to student achievement behavior, motivation, and social-emotional behav
ior. A key appraisal then involves teachers continually gauging the correspon
dence between these specific behavioral goals and the perceived behaviors 
students display within the classroolll. Wc postulate that important appraisal 
dimensions for the correspondence between teachers' goals and actual studcnt 
behaviors concern goal consistency, goal conduciveness, accountability, coping 
potential. and goal significance. For example, onc spccific behavioral goal based 
on the overHrl'hing ideal of l'ognitivL' growth mi:!y be that all students should be 
able to correctly set up and solve a specific set or subtraction word problems. If 
a student cannot set up and solve the word problems by the cnd or the correspond
ing mathematics unit, a teacher may likely appraise this behavior as goal-incon
sistent. Another example. based 011 the overarching ideal of social-emotional 
skills, Illay be that students should remain silent while the teacher is talking. If a 
student is disruptive, the {cacher likely appraises this behavior as both inconsis
tent with the goal of adequate social skills, as well as an impediment to the goal 
of cognitive growth (both for the disruptive student and for the class as a whole). 
Furthermore, tile teacher will appraise who (e.g., teacher or student) was account~ 
<lble for these goal-inconsistencies and goal-impedimellts, and will ask himself 
whether he has the coping potential to overcome these situations (i.e. whether he 
is capahle of enabling the studenllo correctly set up and solve these types of word 
problems or whether he is capable of getting the students to follow classroom 
rules, respectively). 

These appraisals of student behavior relative to classroom goals are considered 
to he predietive of subsequent teacher emotions. Appraisals of goal congruence and 
goal conduciveness should influence the pleasantness of a teacher's emotional 
experience. For example, a teacher should experience enjoyment if student bchav
iors arc in line with the specific behavioral goals set for a particular lessoll or unit. 
Furthermore, the appraisal dimensions or accountability and coping potential 
should be pnrticularly important in predicting anxiety and anger. That is, teachers' 
emotional experiences should be dominated by anxiety when they doubt their ability 
to attain certain classroom goals through their own erfort or competence, and thus 
feel incapable of avoiding the nOIl-attainment of' these goals (l..-azarus and Folkman 
19X4: Scherer 1993; Smith and Lal:arus 1993). Conversely. teachers should react 
with (/l1ger if a desired goal is not realized and non-attainment is appraised as other
caused (Averill 19X3; Kuppens et al. 2003; Parkinson 1999; Smith and Lal.arus 
1993; Weincr 2(07). 

Finally, any teacher emotion should be affected by the appraisal of goal signifi
cance. That is, achieved or unachieved goals equated with more personal significance 
should result in more intense (both pleasant and unpleasant) emotional reactions. 
For example, a teacher should experience more intense enjoyment upon a students' 
success at setting up and .')olving a specific equation. inasmuch as he attaches 
personal relevance to the students' ability to solve this problem. Conversely, he 
should react with more anxiety and anger, inasmuch as he attaches personal rele
vance to Cl goal that is not attained. 
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Empirical Evidellce of the Lillk Betweell Appraisals 
alld Teacher Emotions 

A.c. Frenze-l et al. 

There arc scattered empirical findings supporting our assumptions concerning 
the relation between teachers' attainment of bchavioral goals for the classroom 
and teachers' emotional experiences. Interview studies support the notion that 
the perception of student cognitive gains causes joy in teachers. 1n his synopsis 
of interviews with a sample of 60 teachers foclIsing on emotions, Hargrcavcs 
(2000) quotes leachers who reported sources of pleasant emotions as, "being 
perceptive enough to identify a student with a learning disability and then suc
cessfully modifying their learning for them", "making a kindergarten child slick 
at learning to write his name", or "motivating an insecure less able child to 
achieve in mathematics" (all p. 818). In cases where learning gains arc not made 
and this is appraised as caused by intentional or at least potentially changeable 
behavior on the part of the students, there is evidence that tcachers react with 
anger. In this context, an important theoretical framework and rich empirical 
resource is Weiner's work on attribution-dependent arousal of anger and pity 
(Weiner 1986). Within the educational context, Graham and Weiner (1986) and 
Reyna and Weiner (2001) have shown that teachers' anger is caused by an attri
bution of students' academic failures to insufficient effort on the pari of the 
students. 

In line with our assumption that the perception of high motivational engage
ment among students should contribute to teachers' experience 01' pleasant emo
tions, Zembylas (2002) quotes a teacher saying, "What really makes an experience 
so wonderful is how fascinating it is to see kids being engaged" (p. 92). With 
respect to the goal of student social-emotional skills, there is also evidence that 
teachers' pleasant emotions are fueled by student compliance with classroom 
rules. For example, Winograd (2003) describes in his diary study on the emo~ 
tional experiences of teaching: "When the room is quiet and I have the impression 
of allentiveness, I feel (. .. ) at case and able to use humor" (I'. 1656). Typically, 
students are made accountable for low levels of rule compliance, which is why 
misbehavior constitutes onc of the most frequently mentioned sources of teacher 
anger. Consistent with our assumptions regarding the arousal of anger, SUllon 
(2007) sllmmarized in her comprehensive work on teacher frustration and anger 
that leachers "most commonly get angry and frustrated when their academic 
goals are blocked by the misbehavior, inaHention, or Jack of motivation of stu
dents" (I'. 263). 

In Slim, these findings provide empirical support for our asslImptions regarding 
appraisals related to the achievement of c1as~room goals and teachers' emotions. 
Howevcr, wc lack research that has investigated the size of rclationships between 
student behaviors as perceived by teachers 01) the onc hand, and teacher emotions, 
on the other. Overall, little is known regarding the potential predictors of teacher 
emotions (Schutz et al., this volume). 
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Consequences of Teacher Emotions: Influences of Emotions 
on Cognition and Behavior 

Influences of Emotions on Cognition and Belzavior 

Emotions strongly impact our behaviors and thoughts (e.g., Daglcish and Power 
1999). These bchavioral and cognitive consequences of cmotions likcly have an 
evolutionary has is: According to evolution theorists, emotions serve the purpose of 
initiating actions which over time have proven to he adaptive (i.e., they increase 
chances of survival, Cosmides and Tooby 2000; Dillard 199H). In IIUIt respect, elllot ions 
can he delined as reactions to perceived environmental conditions that prepare and 
mobilize us to manage situations in an adaptive manner (Frijda 1986; Lazarus 
1991), Specifically, unpleasant emotions are typically related to avoidance hchaviors, 
whereas pleasant emotions tend to he related to approach tendencies whieh allow 
for exploration of the unknown. 

Going beyond the mere association between positive emotions and general 
approach tendencies, Fredrickson (2001) postulates in her broaden-and-build theory 
of positive emotions that the experience of joy broadens onc's action repertoire. 
According to her theory, positive emotions not only indicate success, but they also 
produce or promote success by broadening thinking and casing the generation of 

ideas in the presence of obstacles. 
Apart from the initiation of action (approach vs. avoid), emotions also influence 

information processing. Findings from mood research show that positive mood is 
closely linked to creative, holistic ways of thinking, while negative mood is accom
panied by detail-oriented and rigid ways of thinking (CIOl'e et al. 1994: Isen 200g; 
Mitchcll and Phillips 2007; Sinc1air and Mark 1992). 

Finally, emotions have a deeply rooted cOlllmunicative function (Anderson and 
Guerrero 1998; Lal.arLlS 1991). They arc related to characteristic facial features and 
postures that convey messages to interaction partners. For example, joyful expres
sions tend to serve as an invitation for interaction. While c-xperiencing anxiety, onc 
may express inferiority, whereas expressions associated with anger may signify a 
willingness to attack. Due to these expressive components of emotions, emotions can 
have strong effects not only on the actors, but also on their interaction partners. 

Teacher Emotiolls alld their I~tfects Oil Teaching Behavior 

Drawing on the cognitive and behavioral effects of emotions, we suggest that the 
emotions teachers experience have effects 011 their teaching behavior. Due 10 the 
described emotionally induced action tendencies. reclfI'f'(!111 pleasant and unpleas
ant emotional experiences during teaching should influence teachers' bchavioral 
tendencies pertaining to teaching. Depending Oil the pleasantness of their emotions, 
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teacher behaviors should either be characterized hy general approach or avoidance 
tendencies. In addition, the broadening effects of pleasant emotions 011 thinking 
and information proccssing should provide teachers who recurrently experience 
pleasant emotions with a broad, easily retrievahle repertoire or leaching strategies. 
On the onc hand, thi~ might lead to a high level of creativity and variation during 
lessons. On the other hand, these teachers might be able to react flexibly to con
crete situations during lessons, even in the face of obstacles or difl1culties. 
However, teachers who recurrently experience anxiety and anger in the classroom 
might have problems deviating from previously planned lesson scripts and might 
be prone to predominantly use rigid leaching strategies, including repetitive 
exercises. 

Finally, teacher emotions may also influence the quality of leaching as a result 
of the expressive consequences of emotions, particularly because of their influences 
on enthusiasm expressed during teaching. A leaching approach characterized by 
enthusiasm (Le. vivid gesture, varied tonc, maintaining eye contact, humor and 
vivid examples) has been shown to be highly effective (Babad 2007; Gage and 
Bcrliner 1998). While it can bc assumed that teachers who experiencc joy during 
teaching will exhibit increased enthusiasm, the emotions of anxiety and anger 
should be incompatible with an enthusiastic teaching approach. 

Empirical Evidence of the Link Between Teacher 
Emotions alld Behavior 

There is a conspicuous lack of empirical l1ndings regarding possible effects or 
teachers' emotional experiences on their teaching behaviors. Exceptions arc Sulton 
(2004; 2007) who reports that teachers convey their belief that the expression of 
pleasant emotions makes their teaching more effective, and at the same time, that 
teachers arc convinced that reducing their unpleasant emotions aides their effective
ness. Similarly, Witcher, Onwuegbuzic, and Minor (200 I) report that American 
teacher candidates rated enthusiasm for and enjoyment of the profcssion as highly 
important factors influencing instructional quality. Onc potential shortcoming of 
these studies is that they only explored subjective teacher reports of the potential 
effects of emotions on teaching bchaviors; hardly any study to date appcars to have 
explored the relationship between tcacher emotional experiences and their teaching 
behaviors as assessed by external observers. Exceptions are early studies from the 
I 950s to 1970s that documented detrimental etfects of teacher anxiety on teaching 
elTectiveness as rated by supervisors and students (Coates and Thoresen 1976). 
Another exception is a recent study by Kunter ct a1. (2008) who conducted a study 
examining the relationship between teachers' self ... reported enthusiasm and student
reported facets of leacher behaviors. These authors confirmed that teacher-repOl'led 
enthusiasm for teaching was positively related to studcnt reports of cognitive 
challenge, social support, and discipline levels during instruction. Furthermore, 
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providing support for the hypothesis that leachcrs' emotional experiences are 
related to their expressivencss and rcsulting enthusiasm in their teaching style, in 
one of our own recent studies, we could show that teachers' own ratings of enjoy
ment during leaching were positively related to teacher enthusiasm as rated by the 
students (Frcnzel et a1. in press). 

Overall, the theoretical deliberations and empirical findings presented above 
point to the idea that the emotions teachers experience during teaching have impor
tant cognitive and behavioral consequences and therefore seem to he of crucial 
importance for teachers' instructional behavior. Consequently, they may have 
effects on student outcomes. AI the same time, we have argued that student out
comes and the corresponding appraisals by the teachers seem to be important for 
the formation of teacher emotions, In that respect, we propose that teacher emotions 
and student outcomes are more intricately intertwined than has been recognized in 
the lilerature on teacher emotions so I~lr. In order to depict the processes underlying 
the interrclations betwecn teacher emotions and student outcomes, we propose a 
model, which wc describe in more detail below. 

A Reciprocal Model 

To summarize our postulations of the antecedents and effects of teacher emotions, 
we propose a reciprocal model linking teacher appraisals with respect to the cor
respondence among perceived and desired student behaviors, teacher emotions, 
instructional bchavior, and student outcomes. The model is displayed in Fig. 7.1. 

To explain the model, we begin with given conditions in a classroom, implying 
certain (pre)existing levels of students' competence, motivational engagement, and 
social-emotional skills (i.e., student outcomes). Teachers may directly infer some of 
these objective conditions /i'om formal circulllstances - such as grade level or socio
economic makeup of the classes. In many respects, though, thcse inferences stem from 
observing the students and their achievement hehavior, motivation, and social 
behavior. We thus ascribe particular importance to teachers' subjective perccptions of 
these student bchaviors in class. In addition, as described earlier, we propose that teachers 
bring with them to a classroom three ovcrarching leaching ideals, namely student 
cognitive growth, motivational engagement, and the development of social-emotional 
skills. In each lesson, these overarching ideals, adapted to the current conditions, arc 
translated into specific behavioral goals, implying standards 1'01' students' achicvement 
hehavior, motivation, and social-emotional bchavior. 

We further postulate, as described earlier, that the cognitive appraisals concern
ing goal congruence, conduciveness, and significance or the bchavioral goals, as 
well as appraisals of coping potential and personal accountability represent core 
antecedents or teachers' emotional experiences. Finally we assume, as described 
abovc, that recurring emotional experiences should influence teaching approaches 
and the use of leaching strategies. Recurring pleasant emotions should be associated 
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Objective Classroom Conditions Overarching Teaching Ideals 

• Students' competence level • Cognitive growth 
• Students' motivational engagement level • Motivational engagement 
• Students' social-emotional skills level • Development 01 social-emotional skills 

1 
Teachers' Subjective perceptions 
of Student Behaviors 

~~l~ 
Teachers' Goals 
for Student Behavlors 

r-' • Achievement behavior • Achievement behavior 

• Motivation • Motivation 
• Social-emotional behavior • Social-emotional behavior 

"- ------_.-/ 

'--

-...",.-

Teachers' Appraisals 

• Are student behavior s consistent with goals? 
• Are student behavior 5 condllcive to goals? 

potential to optimize goals? 
or the blocking of goals? 

als? 

• Do I have the coping 
• Who is responsible I 
• How important are go 

Teacher s' Emotions 

Instructio nat 8ehavior 

timl1lation • Cognitive s 
• Motivational stimulation 
• Social support 

Fig. 7.1 A model of reciprocal causation hetween teachcr emotions, instructional bchavior and 
studcnl outcomes 

with flexible lIse or cognitivdy activating leaching strategies and a motivationally 
stimulating teaching approach, whereas unpleasant emotions should debilitate such 
flexibility and creativity during teaching. These instructional behaviors, in turn, 
should affect student outcomes, closing the cycle as proposed by our reciprocal 
model. In addition to these processes, it is conceivable that the emotions cxperi~ 
enced in class also arfect both the teachers' perceptions of tile student behaviors and 
might lead to an adaptioll of their classroom goals; this is indicated by two further 
feedback loops in the Illodel. 
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Two Empirical Studies 

In the following section, we present two studies, which were designed to test certain 
assumptions regarding putential causes and ei'lccts of teacher emotions as depicted 
in ollr model. Specifically, these studies were aimed at exploring how teachers' 
enjoyment, anger, and anxiety were related to their perceptions of student hehaviors 
and to their instructional behaviors. 

Study 1: "J was allxious during this lesson" - Frequencies 
of Enjoyment, Allgel; alld Anxiety and the Link to Teacher 
Perceptiolls of Student JJehavior 

111is study was designed to explore teacher experiences of enjoyment, anger, and 
anxiety in relation to teaching. In addition, we aimed to lest the hypothesis that 
teacher perceptions of student bchaviors (i.e., achievement bchavior ! specifically, 
academic performance1, motivation, and social-emotional behavior Ispecifically, dis
ciplined behaviorJ) in class should be related to their emotional experiences during 
teaching. The underlying assumption for this hypothesis was that the more positively 
teachers judge students' behaviors, the more likely teachers are appraising the 
situation as consistellt with and conducive to their classroom behavioral goals 
regarding student achievement behavior, motivation, and social-emotional behavior. 
Consequently, teachers should report more pleasant and less unpleasant emotions. 
We thus expected that perceivcd levels {)fthese student behaviors should be positively 
related to pleasant teacher emotions (including cnjoyment), and negatively related to 
unpleasant emotions (including anxiety and anger). 

We used two different methodological approaches to assess the study variables. 
()n the onc hand, wc assessed teachers' general impressions of their classes' academic 
performance, motivation, and discipline levels. On the other hand, perceptions or 
student academic performance, motivation, and discipline were assessed Llsing 
diaries, which the teachers tilled oul directly after several lessons in these classes. 
L·ikewise, teachers' emotions wcre assessed in a trait-like approach, asking them 
how they generally feel when teaching these classes, with mu hi-item scales assessing 
enjoyment, anger, and anxiety during teaching. In addition, we assessed emotions 
in a state-like approach, asking teachers in the diaries to indicate the degrce to 
which they had experienced enjoymcllt, anger, and anxiety during the previous lesson. 

'Illis multimethod approilCh Hllowed us to explore teachers' experiences or enjoy
ment, anger and anxiety in detail. The trait-like approach lends to capture teachers' 
overall elllotional experiences during leaching, and provides more reliable indicators 
or these emotional experiences based 011 multi-item scales. The state-like approach, 
despite ils susceptibility to unreliability due to single~ile11ls, provides real-lime, 
in vitro experiences, which arc less prone to memory biases. Additionally, as a result 
or our multilllelhod approach, we could explore relationships between classroom 
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characteristics or academic performance, motivation, and discipline on the onc hand, 
and teacher emotions, on the other, both across and within teachers. Using the ques
tionnaire data (trait assessments), wc could explore atross te({dICl~~' whether leachers 
with classes they generally perceived as high performing, motivated, and disciplined 
report generally experiencing more enjoyment, and less anger, and anxiety than 
other teachers who generally perceive their classes as low performing, ulll110livalcd 
and undisciplined. Using the diary data (state assessments), wc call additionally 
explore within teachers how they feci during lessons in which they perceive their 
students as performing well, being motivated, and disciplined, compared to lessons 
which the teachers experience as less goal congruent in these respects. 

Sample and Measures 

A total of N=237 teachers participated in this study. The sample was comprised of 
teachers from primary school (11 =99; 959{, female 2) and secondary school (11 = 138; 
54% female). German primary school includes grades I through 4. Thereafter students 
arc streamed into three secondary school tracks based on prior achievement. The 
secondmy schoolteachers from OUl' study all taught at "Hauptschule" which is the school 
track with the lowest academic demands in the German three-tiered secondary 
school system. 

The Illultimethod design of the study involved two assessment phases. Teachers 
lirst completed a questionnaire assessing their general judgments of the academic 
performance, motivation, and discipline level among the respective groups of students 
with a single item each ("Overall, how do you rate the level of academic performance/ 
motivation/discipline in this class?"). They rated these items along a three-point scale, 
ranging from I (rather low), to 3 (ldgh). Next, teachers' enjoyment, anger, and anxiety 
were assessed with four items each. Items for these scales were adapted from the 
"Achievement Emotions Questionnaire" which was originally developed for school 
age and university age students (Pekl'Ull et al. 2005; Pekrun et al. 2005). Sample items 
are, "} really enjoy teaching this class" for enjoyment, "Teaching this class gives me 
many reasons to get angry" for anger, and "When teaching this class, I am tense and 
nervous" for anxiety. Items were answered on a four-point Likerl scale ranging from 
I (strongly disagree), to 4 (strongly agree). Each of these multi-item scales proved to 
be internally consistent, with Cronbach's a of .92 for enjoyment, .R9 for anger, and 
.86 for anxiety. 

The second assessment phase consisted of lesson diaries. Over the course of two 
weeks, teachers were asked to lill in a diary after each lesson they taught in the 
m<\jor subjects: German, mathematics, and science in primary school, and German, 
mathematics, science, and English in secondary school. Inlhese diaries, three items 
assessed leachers' perceptions of students' behaviors, namely, "Students understood 

?The high percentage of females is typical in primary schools in Bavaria (Bavarian State Offin~ 
for Statistics and Data Processing 200R) 
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the material during this lesson", "Students were motivated during this lesson". 
and "Students were disciplined during this lesson", In addition, teachers rated the 
items "I enjoyed this lesson", "J was angry during this lesson", and "I was lense and 
nervous during this lesson". Each of these six items used a fOll1'~point Liken agree~ 
ment scale. 

Results 

To gain a picture of the salience of the emotions of enjoyment, anger, and anxiety for 
teachers during teaching, wc explored three indicators based 011 our lllultimethod 
assessment approach. First, we looked at mean values of the Irail~like Illulti~ilem 

scales of enjoyment, anger, and anxiety. Second, wc inspected mean values of all the 
state-level assessments of teacher emotions across the two weeks, Third, to explore 
the frequency of these three state-level emotions across several lessons, wc calculated 
the proportion of lessons in which the teachers indicated a score of 3 01' 4 on the 
four-point Likert answer scales (Le., they agreed or strongly agreed 10 having cxperi
enced the corresponding emotions in that lesson). For each of these indicators, we 
also analyzed potential differences between rrimary and secondary school. 

Regarding the salience of enjoyment, anger, and anxiety for teachers during 
teaching, each or the three indicators provided a similar picture. 11lblc 7, I provides 
mean and standard deviations separately for primary and secondary school teachers. 
The overall means both for trait-level and for state-level teaching enjoyment were 
wen above the mid-point of the scale (2.5) for all teachers, but primary school 
teachers scored systematically higher than secondary school teachers on each of the 
enjoyment indicators (t-tes!s for the comparison or the trait scale mean/sI ale mean 
and frequency scores revealed t-values 01'2.76/4,22/3.24, ps<,OI each; effect sizes 
of the differences in terms of Cohen's d were .37/.59/.46, respectively). 

Table 7.1 Means and standard deviations of primary and se<:ondary teachers' reports of enjoy
ment, anger, and anxiety during teaching 

School Tcaehers Secondary Scho()1 Tea<:h<:rs 

Emotion Assessment M Sf) M Sf) 

Enjoyment Mean trait sum scale 3.00 0.41 3.44 0.45 
Mcan of all state items 3.23 11.35 3.02 11.35 

Lesson l1'equcncy 83% 76(k 

Anger Mean trai! sum scale 1.94 0.51 2,tn 0.56 

Mean of all state items 1.56 11.36 1,63 ().41 

Lcsson frequency 12% IY;'r.-

Anxicty Mean trait sum scale 1.45 0.43 1.45 0.44 
Mean of all state items u() 11.30 1.31 0.35 
Lesson frequency 7(/0 7% 

No/I'. Trait and state means were calculated as the sum of answers to a!l items divided hy item num
ber, resulting in a possible range of I-A, Lcsson frequency was calculated as the percentage of les
sons in which teachers agreed or strongly agreed to have experienced the respcctive emotion 
,~,~ 11<·0! 
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Anger, despite considerably lower mean levels relative to the mid-point of the 
scale and also lower lesson frequency as compared to enjoyment, can also be con
sidered salient for teachers. Finally, anxiety played a comparably subordinate role 
in teachers' emotional experiences. However, considering the frequency of anxiety 
across all lessons, this emotion is not completely negligible. Both among primary 
and among secondary school teachers, 7% of lessons were filled with feelings of 
nervousness and tension. 

Wc further proposed that teacher experiences of enjoyment, anger, and anxiety 
during lcaching should be related to their perceptions of student performance, motivation, 
and discipline. To test this hypothesis, we ran a series of multiple regressions, with 
teacher perceptions of students' behavior as independent variables, and emotions as 
dependent variables. For the analyses of the trait-level scales on teaching emotions 
wc used classical mulliple regression. However, the analysis of the diary data required 
a multilevel approach, since diary entries were nested within teachers\ 

Table 7.2 provides thc standardized weights for the regression of trait-level 
tcacher enjoymclll, anger, and anxiety on general perceived levels of student per
formance, motivation, and discipline in thcir classes. Contrary to our predictions, 
teachers' pcrceptions of students' performance level was ullJ'clated to all three of 
the teacher emotion scales. However, as expected, the general perceived level of student 
motivation was highly predictive of teachers' trait-level emotional experiences, 
with positive relationships for enjoyment, and negative relationships for anger and 
anxiety. In addition, general perceived discipline level proved to be a strong predictor 
for all three trait-level emotions. The higher leachers rated the discipline levels 
among their students, the more enjoyment and the less anger and anxiety they 
reported generally experiencing when teaching these students. Overall, these models 

Table 7.2 Predicting teacher enjoyment, anger, and anxiety (trait asscssments): standardized 
regression wcights from multiple regression 

Teacher perception of general student bchaviors " 

Performance 
Motivation 

Discipline 

R' 
** p<.OJ 

Teacher self-report of emotional 
cxperience 

------~~ ~~~~ 
Enjoymcnt Anger Anxiety 

0.04 ··0.10 -0.11) 
O.38'~* -0.28*'" -0.21)" 

0.42"" ---0.51 ** -0.46** 
0.49 0.54 0.40 

" assessed e.g. as, "Ove-rHU, how do you rate the [eve! of performance in this class'!" 

"Neglecting tbe nested data structure would have resulted in an underestimation of standard errors 
since scores within teachers arc dependent and similar (Raudenbush & Bryk 2002; Snijdcrs & 
Bosker. 1999). We used the software package HLM 6.04 (Raudenbush, Bryk, & CongdnTl, 2007) 
to analyze the within-teacher regression weights for the regression or enjoyment, anger, and anxiety 
nn perceived student behaviors during the lesson. In addition to taking the nested data structure into 
account, HLM also provides an en1cieJlt and elegant way of handling missing data by applying the 
full information maximum !ikelihood approach (Schafer and Graham, 20(2). 
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Table 7.3 Predicting teacher enjoyment, anger. and anxiety (state assessments): 
Within-person standardiz,ed regression weights from multiple two~level regression 

Teacher perception of student 
behavior in the lesson" 

Performance 
Motivation 

Discipline 

R2Wilhi1t 

:~* 1'<.01 

Teacher self-report of emotional experience 

Enjoyment Anger Anxiety 

0.30" -0.16" -0.09** 
0.42" -0. IS*' -0.09*" 
0.25" ··0.42*'" ·0.22*' 
0.58 0.50 0.49 

"assessed c.g. as, "Students were motivated during this lesson" 
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explained 49(){" 549(1, and 40% of' the between-teacher variance of enjoyment, 
anger, and anxiety respectively. 

Tahle 7.3 displays the results of the two-level regressions as performed with 
HLM. In conlrastto the results from the multiple regressions presented above, these 
analyses pertain to within-teacher variations of emotions. In line with our hypotheses, 
each of the three j~lcets of perceived student behaviors contrihuted to the prediction 
of enjoyment, anger, and anxiety during the lessons. Whereas teacher perceptions 
of student performance, motivation, and discipline during the lessons were positively 
whIted to enjoyment, perceptions of these student behaviors were negatively related 
to anger and anxiety during teaching. Overall, across lessons, these models could 
explain 58%, 500{,. and 49% of thc within-teacher variability of enjoyment. anger, 
and anxiety, respectively. School lype (primary vs. secondary) did not moderate 
the relationship between teacher perceptions of student characteristics and teacher 
emotional experiences in either of the two sets of regression analyses. 

Summary and Discussion 

A lil'st important finding of this study was that enjoyment was the emotion most 
frequently reported by both primary and secondary school teachers in our study. 
This supports Hargreaves' notion that classroom teaching is "charged with positive 
emotion" (1998, p. 835). Comparing the teachers from primary vs. secondary schools 
further revealed that the primary school teachers reported higher mean levels and 
higher frequencies of enjoyment during teaching than secondary school teachers. 
This might in part be explained by closer and more intense relationships among teachers 
and students in primary school as compared to secondary school (Hargrcaves 2000; 
Lonie 1975). However, in contrast to Hargreaves' assertion that these closer 
relationships imply generally higher emotional intensity, that is both for pleasant and 
unpleasant emotions, in our data there were no mean or jj'cquency differences in 
anger and anxiety between primary and secondary school teachers. An explanation 
for the similarly (low) levels of reported anger among all teachers might be internalized 
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display rules which imply that experiencing and showing anger as a tcacher is 
inappropriate (Stilton 2004; Winograd 2(Xl3). Similarly, teachers may not consider it 
socially appropriate to admit that they arc anxious during leaching. 

Overall, the means and Ji'cqucncics of anger and anxiety were comparably low. 
Nevertheless, both or these ullpleasant emotions do seem to play a relevant role in 
teacher's emotional lives, given that teachers reported experiencing anger in about 
1 Yk and anxiety in about 7% or all their lessons. Even higher !i'cqucncics might have 
been reported for feelings or Ihlstralion, which can be considered to be closely related, 
but 1101 identical, with the emotion or anger (Scilu\z et al., this volume). Teachers seem 
to he rather open about reporting feelings of Ihlstration (Sutlon 2(07). 

Moreover, our data largely supported our assumption that teacher perceptions of 
student performance, motivation, and discipline arc related to their emotional 
experiences. Onc exception was that primary and secondary school teachers' general 
perceptions of their classes' performance levels were unrelated to their general 
levels of selr~reported emotional experiences. However, these teachers' perceptions 
or student performance within aClUal lessons were indeed significantly positively 
related to their enjoyment in these lessons, and negatively related to their experi
ence of anger and anxiety in these lessons. 

Furthermore, generaljudgmellts or the classes' motivation and discipline levels 
could explain between-teacher variance in the experience or teacher enjoyment, 
anger, and anxiety. Those teachers who rated their classes as generally highly 
motivated and disciplined reported less anger and anxiety than their colleagues who 
generally rated their classes as unmotivaled and undisciplined. Likewise, within 
teachers, lessons in which students were judged to be motivated and attentive 
provoked less anger and anxiety than lessons in which students were rated less 
motivated and disciplined. For the emotion of enjoyment, student motivation 
seemed 10 be the most important predictor, whereas for anger and anxiety, student 
discipline was most relevant. 

It should be noted that these clfccts were rather strong for the ell1otion or enjoyment, 
with almost 6(YYr .. of the within-teacher variability and 5(Y,Yr, of the between-teacher 
variability or enjoyment explained by these perceived student behaviors. Effects were 
a little smaller (about 50/40% explained within-/bctween-teacher variance, respectively) 
for the emotion or anxiety. 

Study 2: "Our teacher explains things really well" - 111e Link 
Between Teacher Emotions and Instructional Belwvior 

The data reported here arc taken rrom a Im'ge-scale longitudinal project analyzing 
students' mathematics learning and related personal and context variables across 
grades 5 to <) ("Project for the Analysis of Learning and Achievement in 
Malhematics" PALMA, sce Pckmn, vom Hole et aI., 2(07). 

For the present analyses, data from student and teacher questionnaires at onc 
time point (grade X) arc reported. With these analyses, wc test our hypothesis that 
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teachers' emotional experiences during teaching arc related to their teaching behaviors. 
The design or the study allowed us to link teachers' subjective experiences with a 
rather objective indicator of their leaching behavior, namely aggregated swdent 
perceptions. Several studies have documented the value or student reports, aggregated 
to class means, to assess instructional variables (Ale<lmoni 1999; Dc long and 
Weslerhoi' 2001; Tralllwe;n Cl al. 2(06). 

Sample and Scales 

The student salllple consisted of N= 1,762 grade-8 students (52(Yr, female) from 71 
classes. The average class size was 24.8 students. The teacher sample consisted of 
these classes' N=71 mathematics teachers (29(){, female). Within the three-tiered 
Cierlllan tracking systelll in secondary school, 11 = 27/19125 classes and teachers 
were from the low/medium/high track. 

Teacher enjoyment, anger, and anxiety were assessed with self-report scales 
comparable to the ones used in Study I. In this study, items were answered on a 
five-point Likert scale ranging from I (strongly disagree) to 5 (stmngly agree). The 
scales were again highly internally consistent, with Cronbaeh's a coefi1cienls of .87 
for enjoyment, .89 for anger, and .86 for anxiety. 

Students were asked to rate their mathematics teachers' instructional behavior 
in terms of cognitive quality, motivational quality, and social-emotional support. 
Cognitive quality was assessed with two sets of items, elaboration and comprehen
sibility. Elaboratiol/, in terms of how teachers COllllect mathematics classroom 
instructiollto the "real world", was assessed with five items, including "Our math
ematics teacher explains many things by giving examples from everyday life". 
Comprehensibility was assessed with four items such as "Our teacher makes math 
so easy to understand that you can even grasp difficult concepts". Motivational 
quality was also assessed with two sets of items, teacher enthusiasm (4 items, e.g., 
"Our mathematics teacher tries to get students excited about the subject of 
mathematics") and autonomy support (5 items, e.g., "Our mathematics teacher 
allows us to try and discover our own solutions to problems"). Finally, student 
ratings of teachel' social-emotional support, operationalized as .wpport qlterfail· 
lire, were assessed with four items (e.g., "After a bad grade, my mathematics 
leacher encourages me for next time"). All of these scales were highly internally 
consistent at the individual level, as indicated by high Cronbach a coefficients 
ranging betwecn .75 and .R6, 

To determine whether aggregated individual-level ratings of students on these 
scales were reliable indicators of the respective class-level constructs, we lIsed 
the inlraelass correlations (lCC) Type I and 2 (Bhese 2000; Raudenbllsh 2002). 
Classes systematically differed inlheir perceptions of their mathematics teachers' 
behaviors, as indicated by high values of ICe( I), which ranged between .17 and 
,30. The corresponding high ICC(2) documented the reliability of the aggregated 
student ratings; they ranged between .84 and .9 I (for the use of ICC(2) as a reli
ability indicator of class-aggregated values sce e.g. Lildtke ct al. 2(06). 
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Table 7.4 Pearson Correlations between Lcachers' self-reported emotions and instructional 
behaviors as observed by students 

Aggregated student perceptions 
of teacher behavior 

Elaboration 

Comprehensibility 

Autollomy support 
Teacher enthusiasm 

Support aftcr failure 

'" p<.05: ** p<.OI 

Results 

Teacher self-reported emotional experiences 

Enjoyment Anger Anxiety 

(UT' 0.29' ··(U9M 

(UO" -(UT' ·0.41"'" 
0.28' -0.25"' ··0.34"'"' 
0.34'" ·0.23 ·(U5" 
0.51" -0.29*'" -0.33""' 

Tahle 7.4 shows Pcarson correlations between teachers' self-reported levels or 
enjoyment, anger, and anxiety when teaching the respective classes, and students' 
aggregated ratings of their teachers' instructional behaviors. In line with our 
hypotheses, teacher enjoyment was positively related to student ratings of' elabo~ 
ration, comprehensibility, autonomy support, teacher enthusiasm, and support 
after failure. Interestingly, teachers' experience of enjoyment was most strongly 
(positively) related to students' perceptions of social-emotional support. COllversely, 
there were negative relationships between teachers' reported anger and students' 
perceptions of teacher instructional behavior. Anxiety also proved to be rather 
strongly negatively related to the perceived teacher hehaviors. 

Summary and DisclIssion 

In this study, wc could provide evidence suggesting that teachers' self-reported enjoy
ment, anger, and anxiety arc systematically related to students' perceptions of teach
ing quality. Teacher enjoyment is positively related to tcaching quality. Specifically, 
teachers who report feeling enjoyment deliver not only cognitively challenging and 
coherent lessons, but they arc also morC motivationally supportive by providing 
enthusiastic lectures and opportunities for autonomous student behaviors. In addition, 
students of "joyful" teachers rcported receiving rnore support after f~lilurc from their 
teachers. Conversely, the more anger teachers experience during tcaching, the lower 
their students rate the quality of teaching. Additionally, students rated the cognitive 
quality of instruction as lower and felt less socially supported by angry teachers. 

Teacher anxiety, despite overall low levels, shows even stronger negative relation
ships with student-perceived teaching quality. Students of teachers who report 
being tense and nervous during teaching perceive their teachers' explanations as 
less elaborated and less coherent than students of less anxious teachers. Teacher 
anxiety is also negatiVely related to student ralings of' leaching enthusiasm and 
social support. These findings underline the notion that anxiety, despite low mean 
levels and comparably low frequency as documented in Study 1, has important elTects 
on tcaching quality, even more so than anger. 
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Conclusions and Implications for Future Resealoch 

Each of the three cmotions considered in the present chaptcr - enjoyment, anger, 
and anxiety - clearly are prominent, discrete emotions for teachers when they arc 
engaged in their most important duty, namely classroom teaching. Teachers not 
only reported experiencing these emotions with considerable frequency, but each 
emotion was also systematically related to important facets of teaching quality. 
Specifically, the relatively low mean ratings for anxiety in no way imply that this 
emotion is inconsequential for teachers. Given that teachers report experiencing 
anxiety in approximately 7% of lessons and given its relatively strong relationship 
to teacher behavior as found in our study, this cl1lotion deserves further research 
efforts. Future studies might also explore other emotions not considered in this 
study, even if their occurrences arc comparably rare. I-";"or example, pride, shame, 
frustration, or contempt might play an important role for teachcrs' overall emo
tional well-being (e.g., Eid and Diener 2004; Grant and Higgins 20(3) and might 
also have strong motivational impaCls and thus determine teaching behaviors. 

Regarding potential antecedents of teacher emotions, it is important to note 
that our data thus far only provide evidence regarding the relationship between 
teacher perceptions of student performance, motivation, and discipline on the one 
hand, and teacher emotions, on the other. We propose that onc underlying process 
for these relationships is the appraisal of goal consistcncy and goal conducive
ness provided students' achievement behavior, motivation, and social-emotional 
behavior is judged positively. However, these goal consistency and goal condu
civeness appraisals have not directly been assessed in our study. Furthermorc, in 
line with existing appraisal theories of emotions, we suggest that appraisals of 
coping potential, accountability, and goal significance may play an additional 
role in shaping emotional experiences, particularly in determining more precisely 
which discrete emotions are experienced (e.g., anger vs. anxiety). Future studies 
should explore the specific role of appraisals for teachers' emotional experi
ences. For examplc, the appraisal of coping potential could be explored hy incor
porating teacher self~e1Ticacy beliefs. For students, the importance or self-efficacy 
heliefs for the experience of enjoyment and anxiety has been well documented in 
research (e.g., Frenwl ct al. 2007; Pekrun et al. 2002; Zcidncr 199R), but the 
relationship between self-efficacy and emotions so far does not seem to have 
been explored for teachers. 

Regarding the appraisal of goal significance, our research thus far has implicitly 
assumed that each of the three overarching classroom ideals and resulting goals for 
student behaviors is equally important for teachers' emotional experiences. 
However, it is conceivable that teachers attach varying importance to these ideals. 
For example, some teachers may attach the highest importance 10 reaching high 
cognitive standards in their classroom, whereas others Illay place more importance 
on motivation or social-emotional growth. As a result, teachers will attach varying 
importance to the hehavioral goals they set for their students to achieve in specitlc 
lessons. According to appraisal theory, the appraisal of goal signif'icance should be 
positively related to the intensity of any emotion, both pleasant and unpleasant. 
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Wc would thus expect the attainment or l10nattainmcnl of a subjectively signilicant 
(vs. nonsignificant) goal to have stronger otlcets on the experienced intensity of 
emotions. Future studies could explore potential interaction effects between 
appraisals of goal significance and goal consistency with respect to classroom goals 
on the quality and intensity of teacher emotions. 

Furthermore, it should be noted that the data presented here arc correlative, thus 
interpretations in terms of cause-effect relationships should be made cautiously. 
For example, even though it is plausible, and in line with an appraisal-theoretical 
approach to emotions, that teachers appraisals of the attainment of their classroom 
goals affect their emotional experiences, it is also conceivable that the emotions 
leachers experienccs shape their perceptions of classroom events, That is, a teacher 
experiencing pleasant emotions may tend to perceivc his class as beller performing 
and more motivated, and might therefore be more tolerant of minor disruptions in 
class than a teacher who experiences unpleasant emotions. Furthermore, just as it 
is plausible that teacher emotions influence the quality of their teaching, it could 
also be the case that certain objective classroom conditions directly influence 
teaching behavior. Some classes may provide a conducive ellvironment for the 
implementation of certain desirable teaching strategies, e.g, high competence level 
among students may be conducive to the implementation of independent problem 
solving activities, Additionally, appraisals regarding discrepancies between desired 
and actual student behaviors might directly affect teachers' instructional behavior, 
irrespective of emotions. However, we argue that emotions are immediate and 
inevitable consequences of appraisals and, consequently, wc propose that teacher 
emotions are important "catalysIs" for leaching behavior. 

For these reasons, we are convinced that attending to teachers' emotional experi
ences offcrs great promise for further understanding and optimizing classroom 
interaction processes. Emotionally positive classrooms are likely successful 
classrooms. Pleasant emotions enable teachers to best fulnll their teaching respon
sibilities and to maintain their emotional well-being and health, Additionally, 
cnhancing students' pleasant emotions in the classroom should be one important 
goal of instruction, because these emotions arc important for students' learning and 
achievement, and because they are an important educational goal, in and ofthelllselves 
(Pekrun 2006; Pekrul1 et al. 2(02). Classrooms, which arc characterized by enjoyment 
of leaching and learning likely provide optimal grounds for overcoming obstacles 
and promoting positive development and achievcmcl)c 
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