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Abstract 

This study, being involved in unfamiliar domino for the participating kindergarten children, 

aimed to examine (a) children’s experienced emotions, ability self-perceptions and 

perceptions of task-difficulty in pre domino performance condition and in post domino 

performance condition, (b) the effects of students’ ability self-perceptions and perceptions of 

task-difficulty on their experienced emotions in pre- and post- domino performance condition, 

and (c) the role of children’s ability beliefs and feeling of task- difficulty in the impact of the 

emotions on domino performance. The participants were 180 kindergarten students, 96 girls 

and 84 boys, age from 69 to 73 months, and they came from 25 classrooms. The results 

revealed (a) the variability of the intensity of the emotions within and between the pre- and 

post- domino performance, (b) children felt better in post- than in pre- domino performance, 

particularly in self-, task- and future activity- related emotions, (c) student estimated their 

ability as higher in post- than in pre- domino performance, while the pattern was reverse with 

respect to perceived domino-difficulty, (d) ability self-perceptions, compared to feeling of 

difficulty, was a more powerful formulator of most the emotions, particularly in pre- domino 

performance, and (e) the students’ pre- performance emotions, perceived task- difficulty, and, 

mainly, ability beliefs influenced their domino performance, while the feeling of difficulty 

and, particularly, ability beliefs enhanced the impact of the emotions on domino performance. 
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The findings are discussed with respect to their applications in children development and 

education, and to future research.  

Key words: Ability Beliefs; Domino performance; Emotions; Feeling of Task-Difficulty. 

1. Ιntroduction  

Despite the crucial role of students’ emotions in their subjective well-being, educational 

outcomes and personal development (Diener, 2000; Pintrich, 2003; Schutz & DeCuir, 2002; 

Schutz, Hong, Cross, & Osbon, 2006), apart from test anxiety (Zeidner, 1998, 2007) and 

attribution-based emotions in academic achievement (Weiner, 1992, 2002), student emotions 

have been little investigated (Efklides & Volet, 2005; Goetz, Zirngibl, Pekrun, & Hall, 2003; 

Meyer & Turner, 2002; Pekrun, 2009; Pekrun, Goetz, Titz, & Perry, 2002; Stephanou, 2007; 

Volet & Jarvela, 2001).  

Also, traditionally, cognition and emotions were considered as independent processes of 

information and behaviour, and, hardly, recently, research has focused on the ways student 

emotions interact with cognitive, metacognitive and motivational processes in classroom 

learning (Boakaerts, 2002; Dina & Efklides, 2009; Do & Schallert, 2004; Efklides, 2006b; 

Efklides & Petkaki, 2005; Pekrun et al., 2002; Schutz & Lenehart, 2002; Stephanou, 2011b; 

Stephanou, Kariotoglou, & Ntinas, 2011; Turner & Schallert, 2001).  

Similarly, while socio-cognitive constructs of student motivation, such as self-beliefs and 

feeling of task-difficulty have each been linked to academic achievement, not much research 

has explored their interactive role with emotions in real achievement situations (Anderman & 

Wolters, 2006; Boekaerts, Pintrich, & Zeidner, 2000; Eccles & Wigfield, 2002; Pintrich, 2000; 

Stephanou, 2004, 2007, 2011b).  

Yet, most empirical work has focused on literacy and mathematics, while other school subjects 

and extra curriculum activities have been hardly investigated (Baroody & Dowker, 2003; 

Kilpatrick, Swafford, & Findell, 2001; Mata, Monteiro, & Peixoto, 2009; Morrison, Bachman, 

& Connor, 2005; Paris, 2005; Stephanou, 2008). Furthermore, such research is very limited in 

kindergarten context, although the high importance of this period in children’s future academic 

and whole development (Birch & Ladd, 1998; Furrer & Skinner, 2003; Harter, 1999; Rutter & 

Maughan, 2002; Skinner, 1998; Stephanou, 2005; Viljaranta, Lerkkanen, Poikkeus, Aunola, & 

Nurmi, 2009). Kindergarten schooling effects are evident for some components of children’s 

literacy and mathematical developing (see Paris, Morrison, & Miller, 2006; Viljaranta et al., 

2009). However, preschool children, through the various activities and tasks at school, acquire 

knowledge and skills that are crucial for later achievement (Duncan, Dowsett, Claessens, 

Magnuson, Huston, Klebanov, & Japel, 2007; Ponitz, McClelland, Jewkes, Connor, Farris, & 

Morrison, 2008). General cognitive skills, general knowledge variables, memory and self- 

beliefs benefit from school experience (see Paris et al., 2006). The schooling effects reflect the 

classroom content, and the kindergarnt school experience is related to various game- related 

activities such as fiiling in a pazl or performing a domino.  

Overall, it is important to look at kindergartners, because what is ‘best practice’ or, at least, 

salient at higher grades may have not the same meaning at kindergarten, since, among others, 
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metacognitive awareness arise at the age of 4-6 years (Demetriou & Efklides, 1990). For 

example, young students are highly motivated and estimate their abilities highly, despite their 

failure, while their competence beliefs and learning motivation tend to decline as they advance 

in school (Eccles, O’Neill, & Wigfield, 2005; Harter, Whitesell, & Kowalksi, 1992; Lepper, 

Corpus, & Iyengar, 2005; Stipek & Daniels, 1988; Stipek & MacIver, 1989).  Also, 

understanding the beliefs that kindergarten children develop in various school subjects or tasks 

is important because these beliefs become the criteria of interpretation of subsequent school 

and life experience (Aunola, Leskinen, Lekkane, & Nurmi, 2004; Aunola, Leskinen, & Nurmi, 

2006; Eccles, 2005; Eccles & Wigfield, 2000; Pianta, 1999). In addition, investigating 

students’ metacognitive awareness about their characteristics, such as competence beliefs and 

goals, and task characteristics, such as difficulty, has been recognized as a significant predictor 

of self-regulated learning (Boekaerts & Corno, 2005; Efklides, 2011). For example, students’ 

overestimation of their abilities in a task reflects lack of metacognitive awareness and forms 

ineffective self-regulation (see Efklides, 2006a,b).  

In response to this relative lack on these concepts and their inter-effects in kindergarten, the 

present study examined kindergarten children’s experienced emotions, ability beliefs and 

perceptions of task-difficulty in pre and after of performing a domino, and the role of these 

perceptions on the emotions, and domino performance.  

1.1 Association of Student Emotion with their Competence Beliefs, Task- Beliefs and Achievement  

In sum, the previous research findings regarding the association of emotions with learning, on 

one side, support that emotions have significant effects on cognitive information processing, 

motivation, quality of thinking, learning strategies, self- regulation, metacognition, and 

achievement (Boakaerts, Pintrich, & Zeidner, 2000; Efklides & Volet, 2005; Goetz et al., 2003; 

Pekrun, Goetz, Daniels, Stupnisky, & Perry, 2010). For example, children who feel well at 

school, compared to children who do not feel well at school, are more enthusiastic in 

participating at classroom activities, try harder, usually succeed, and, thus, become more 

confident about their school abilities (Ladd, Birch, & Bush, 1999; Mashburn, Hamre, Downer, 

& Pianta, 2006; Skinner, Wellborn, & Connell, 1990; Stephanou, 2005, submitted; Stipek, 

1998). Also, positive emotions, such as curiosity, enjoyment, hope and pride, enhance 

motivation, facilitate learning and increase performance (Clore & Huntsinger, 2009; Meyer & 

Turner, 2002, Pekrun et al., 2002; Stephanou, 2007, 2011b), whereas, intense negative 

emotions, such as anxiety, hopelessness, boredom and insecurity, and related thoughts, like a 

feeling of incompetent, interface with learning, decrease motivation, and is related to low 

performance (Kuyper, van der Werf, & Lubbers, 2000; Pekrun, 2005, Pekrun & Schutz, 2007; 

Pekrun et al., 2010; Zeidner, 2007).   

On the other side, cognitions, such as children’s goals, values, motives, perceptions of the task 

and perceptions of self, influence an emotional response to a given classroom situation 

(Pekrun, 2009; Turner & Schallert, 2001; Weiner, 2005). For example, high expectations of 

successful performance, beliefs of adequate ability to master the task and high value beliefs for 

the task influence the generation of the emotion of pleasure (Glaser-Zikuda, Fub, Laukenmann, 

Metz, & Randler, 2005; Glaser-Zikuda & Mayring, 2003; Pekrun, 2000). On the contrary, 
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beliefs of inadequate ability to master the task contribute to hopelessness and anxiety (Pekrun, 

2000; Stephanou et al., 2011; Zeidner, 1998). Perceived task-difficulty influences task- and 

future activity- emotions like boredom, enthusiasm and confidence (Efklides, 2006a; Pekrun, 

2009; Pekrun & Schutz, 2007).   

1.2 Association of Students’ CompetenceBbeliefs and Task- Beliefs with Achievement 

Recent research on student motivation focuses on sociocognitive constructs and their role in 

academic learning and achievement (Boekaerts, Pintrich, & Zeidner, 2000; Pintrich & 

Schunk, 2002; Stephanou, 2008; Wosnitza, Karabenick, Efklides, & Nenniger, 2009). 

Competence beliefs and task-difficulty beliefs are two such constructs included in the 

expectancy-value model of motivation (Eccles & Wigfield, 2002; Pintrich, 2003; Wigfield & 

Eccles, 2000), on which this study is partly based. 

In sum, previous research on academic achievement, part of which was just above presented, 

has supported the positive role of ability self-perception on performance, even after controlling 

for ability (Beane, 1999; Pintrich & Schunk, 2002; Stephanou, 2004, 2008; Stephanou et al., 

2011).  Students who estimate their ability in academic situations highly (and are highly 

motivated), use effective achievement strategies, persist even when they faced with 

challenging task, insist in pursuing their goals, and perform better than the children who have 

low motivation and ability beliefs (Anderman, 2004; Dermitzaki & Efklides, 2000; Efklides, 

2001; Ryan & Deci, 2000; Stephanou & Tatsis, 2008; Wigfield & Eccles, 2000, 2002; 

Zimmerman, 2000). Similarly, perceived task difficulty is associated with the academic 

performance, since it facilitates the awareness of the process in pursuit the target goal and 

correlates strongly with self-regulatory process (Efklides, 2006b, 2011; Yzebut, Lories, & 

Dardenne, 1998; Zimmerman & Schunk, 2001) 

1.3 Aim and Hypotheses of the study 

This study, being involved in unfamiliar domino for the participating kindergarten children, 

aimed to examine (a) children’s experienced emotions, ability self-perceptions and 

perceptions of task-difficulty in pre domino performance condition and in post domino 

performance condition, (b) the effects of students’ ability self-perceptions and perceptions of 

task-difficulty on their experienced emotions in pre- and post- domino performance condition, 

and (c) the role of children’s ability beliefs and perceived task- difficulty in the impact of the 

emotions on the domino performance.  

The hypotheses of the study were the following: 

The students will experience various and a variety of intensity of emotions in pre- and post- 

domino performance condition (Hypothesis 1a).  There will be differences between the pre- 

and post- domino performance in emotions, particularly in self- and task- related emotions 

(Hypothesis 1b). While the children will estimate their ability in the domino as adequate and 

the domino as a not difficult task, their ability beliefs and perceptions of task- difficulty will 

differ between the pre- and post- domino performance condition (Hypothesis 2). Both ability 

beliefs and feeling of difficulty will positively influence the generation of the emotions in 

pre- and post- performance condition but their relative power in formulating them will differ 
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between the two conditions and within each condition (Hypothesis 3a). Also, ability beliefs 

and feeling of difficulty will mainly influence the self- related emotions (competence, 

confidence) and the task- related emotions (not boredom- boredom), respectively (Hypothesis 

3b). The students’ pre- domino performance emotions, ability beliefs and feeling of 

task-difficulty will positively influence their subjectively perceived domino performance 

(Hypothesis 4a). Ability beliefs and feeling of task-difficulty will enhance the impact of the 

emotions on performance (Hypothesis 4b). 

2. Method 

2.1 Participants  

The participants were 180 kindergarten students, 96 girls and 84 boys, age from 69 to 73 

months. The children randomly came from 25 classrooms of twenty different Kindergartens 

from various regions of Greece, and they represented various parental socioeconomic levels. 

None of the participating children was familiar with the specific domino which was used in 

this study.  

2.2 Measures 

All questionnaires were in Greek Language. To facilitate children’s understanding of the 

response scales the procedure was adapted from Valeski and  Stipek (2001), which is below 

presented in the emotion scale and in the Procedure section (see also Stephanou, 2005, 

Stephanou & Balkamou, in press).   

Emotions.  Students’ emotions in pre- and post- domino performance were assessed by 

mentioning the extent to which they experienced the emotions of satisfaction, pleasure, not 

boredom-boredom, competence, happiness, hope, encouragement, confidence, not 

angry-angry, calmness, cheerfulness and enthusiasm.  

The emotions had the form of adjectives with two opposite poles, with the positive  one 

having the high score of 5, representing the positive emotion, and the negative one having the 

low score of 1, representing the negative emotion (e.g., happy 5  4  3  2  1 unhappy). In 

accordance to Valeski and Stipek (2001), the five point scale was represented by five bars of 

increasing size. The smallest bar was placed at the one point of the scale, the largest bar was 

placed at the five point of the scale, and the rest three bars, gradually increasing in size, were 

placed between these two opposite poles. Children were read aloud the questions, and they 

were asked to point the bar that represents the extent of their specific emotion (e.g., ‘You can 

use these bars to show me how happy you are right now’). The children were also asked to 

describe their emotions in free answers, as a check for understanding. The construction of the 

scale was consistent with previous researches (see Efklides & Volet, 2005; Goetz et al., 2003; 

Pekrun, 2009;  Weiner, 1992, 2005), and it is a valid and reliable research instrument in 

studying emotions experienced in achievement situations in Greek population (see Stephanou, 

2005, 2007, 2011b). The scale was reliable, since alpha value was at .72.  

Ability self-perception.  Ability self- perception scale comprised four items (e.g., ‘You can 

use these bars to show me how good you are in this domino’). Responses ranged from 1 = not 
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at all good to 5 = excellent. The consistency of the scale was based on previous similar scales 

(see Eccles & Wigfield, 2002; Nurmi & Aunola, 2005; Pekrun, 2000; Spinath & Spinath, 

2005; Stephanou, 2004, 2007, 2008, submitted). Cronbach’s alpha value was .82.  

Perceived domino difficulty. Childern’s perceptions of the domino difficulty was examined by 

a scale of four items (e.g., ‘You can use these bars to show me how difficult is this domino 

for you’). Responses ranged from 1 = very much to 5 = not at all difficult.  The construction 

of the scale was in accordance to previous literature (see Eccles & Wigfield, 2002; Efklides, 

2002; Pintrich & Schunk, 2002). Cronbach’s alpha was .79. 

Perceptions of domino performance. Children’s perceptions of domino performance scale 

consisted of two items (e.g., ‘You can use these bars to show me how well you did in this 

domino’). Responses ranged form 1 = not at all well to 5 = very much.  Similar scale was 

used by previous studies (see Pintrich & Schunk, 2002; Stephanou, 2004, 2007). The value of 

Cronbach’s alpha was .83. 

Personal factors. A set of questions was about personal factors, such as age and gender.  

2.3 Procedure  

First, teachers’, school administrators’ and parents’ permission was assured. Then, the 

participating children were contacted and familiarized with the interviewers, who were the 

authors of this study, and they were assured anonymity and confidentiality. Interviewers had 

also familiarized children with the scales to ensure that they understood the answering scales. 

More precisely, the children were administered the questionnaire, after they had practiced on 

the procedure and they had mastered 100% of the procedure. The children practiced on the 

extent to which they liked some toys, such as car and doll.  

The children were interviewed individually during a regular class in a quite classroom in their 

kindergarten. The interviewers, initially, exhibited the domino performance to the children, 

and, then, asked them to perform the domino. The participants were administrated the 

questionnaire twice, in pre- and after- domino performance. In both conditions, the children 

responded, first, to the emotions scale and, then, to the rest of the scales. The children were 

periodically asked by the interviewers to describe their answers in words, as a check for 

understanding. 

As above mentioned, the children were not familiar with this specific domino. Data were 

collected at the middle of a kindergarten year to ensure that the children had good time to feel 

safe in their school environment.   

3. Results 

3.1 Emotions, Ability Self-Perception and Feeling of Task-Difficulty in Pre- and Post- 

Domino Performance 

Inspection of Table 1 reveals the variability of the intensity of the emotions between the 

condition of pre- domino performance and the condition of post- domino performance, and 

within each of them. Specifically, the results from two repeated measure Anovas, in which 
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the thirteen emotions was the within-subjects factor, showed significant effect in pre- domino 

performance, F(11, 169) = 13.50, p < .01, η
2
 = .50, and in post- domino performance, F(11, 

169) = 16.50, p < .01, η
2
 = .57. Post hoc pairwise comparisons showed that, in pre- domino 

performance, the children mainly experienced the intense positive emotions of pleasure, not 

anger, encouragement and satisfaction, whereas hope, confidence, calmness, competence 

were the bottom positive emotions. After performing the domino, the children mainly felt the 

intense positive emotions of encouragement, not anger, enthusiasm and not boredom, while 

they experienced to a lower extent the positive emotions of competence, hope, calmness and 

confidence.  

In addition, the results from repeated measure Anovas, one for each of the emotions, in which 

the pre- and post- domino performance condition was the within-subjects factor, showed that 

the children felt better in post- performance than in pre- performance, particularly in self-, 

task- and future activity- related emotions: confidence, hope, not boredom encouragement 

and enthusiasm.  

These findings are in agreement with Hypotheses 1a and 1b.    

The findings regarding the children’s perceptions about their ability in domino and their 

perceptions of domino difficulty confirmed Hypothesis 2. More precisely, the children had 

from moderate to high perceptions of task-ability and did not perceived the domino as very 

difficult. Also, they students estimated their ability as higher in post- than in pre- domino 

performance, while they perceived the domino as more difficult after they performed it than 

in pre- performance condition.  

Table 1 Descriptive statistics and differences between pre- and post- domino performance in 

students’ emotions, ability beliefs and feeling of domino difficulty  

 Pre- domino 

performance 

Post- domino 

performance 
  

 Mean SD Mean SD F(1, 178)* n
2
 

Happiness 3.73 1.03 4.14   .95 35.40 .18 

Satisfaction 3.78   .96 4.11   .95 21.10 .12 

Pleasure  3.89   .96 4.20   .93 19.55 .11 

Cheerfulness 3.69 1.08 4.07 1.06 23.15 .13 

Calmness 3.48 1.13 3.97 1.11 51.82 .25 

Not anger - anger  4.05   .98 4.43   .80 29.67 .16 

Not boredom- boredom  3.67 1.11 4.22 1.06 61.80 .28 

Competence 3.56 1.14 3.95 1.04 32.90 .18 

Encouragement 3.87   .92 4.37   .80 55.20 .26 

Confidence 3.44 1.11 3.98 1.07 66.75 .30 

Hope 3.36 1.13 3.96 1.08 69.30 .31 

Enthusiasm 3.84   .99 4.38   .85 59.20 .27 

Ability beliefs   3.76 1.10 4.10   .98 19.20 .12 

Feeling of difficulty  3.75 1.18 3.49 1.05 11.52 .07 

Note: *: All F- values are significant at the .01 level of significance.   
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3.2 Effects of Feeling of Task-Difficulty and Ability Beliefs on Emotions in Pre- and Post- 

Domino Performance 

The results from multiple regression analyses (Table 2), with stepwise method, in which 

feeling of difficulty and ability self-perceptions were the predictors and each of the emotions 

was the predicted variable, reveled that (a) ability self-perceptions and feeling of difficulty, as 

a group, explained a great amount of the variance of the emotions in both pre- domino 

performance, R
2
 ranged form .45 to .65, and post- domino performance, R

2
 ranged form .35 

to .56,  and (b) in both pre- and post- performance condition, ability self-perceptions and 

feeling of difficulty, as a group, explained a greater amount of the variability of the emotions 

of pleasure, satisfaction and calmness than they did in the rest of the emotions. Also, the 

students, who perceived their ability in the domino as higher and perceived the domino as 

less difficult, compared to those who perceived the respective factor as less favouring, 

experienced more positive emotions in both conditions pre- and post- performance. However, 

while both ability beliefs and feeling of difficulty accounted in the variance in the emotions 

in pre- and post- performance condition, their relative power in influencing emotions differed 

between the two conditions and within each condition. More precisely, (a) ability 

self-perceptions, compared to feeling of difficulty, was a more powerful formulator of most 

the emotions in both conditions, except for satisfaction and pleasure in pre- performance 

condition, and not boredom in post- performance condition, (b) the difference between the 

two predictors in formulating emotions appeared to be higher in the pre- performance 

condition than in the post- performance condition, and (c) both ability beliefs and feeling of 

difficulty influenced differently the emotions in the pre- and post- performance conditions.  

The above findings totally confirmed Hypothesis 3a, and partly confirmed Hypothesis 3b.  
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Table 2 Multiple regression analyses for the effects of ability beliefs and feeling of task- difficulty on emotions in pre- and post- domino performance  

 Pre- domino performance  Post- domino performance 

(N = 180) Predictors R
2
 R

2
ch Fch

*
 F

*
 beta t

*
 R

2
 R

2
ch Fch

*
 F

*
 beta t

*
 

Happiness Ability beliefs  

Feeling of task- difficulty 

.46 

.49 

.46 

.035 

131.50 

10.40 

75.00 .46 

.28 

5.25 

3.25 

.29 

.35 

.29 

.070 

63.60 

16.55 

 

43.15 

.35 

.32 

4.40 

4.10 

Satisfaction Ability beliefs  

Feeling of task- difficulty 

.52 

.59 

.52 

.069 

167.00 

25.85 

 

110.30 

.41 

.40 

5.20 

5.05 

.43 

.51 

.43 

.080 

114.45 

25.22 

 

78.80 

.44 

.35 

6.30 

5.02 

Pleasure  Ability beliefs 

Feeling of task- difficulty 

.57 

.65 

.57 

.076 

206.90 

32.90 

 

141.55 

.43 

.42 

5.90 

5.75 

.50 

.56 

.50 

.060 

155.75 

20.90 

 

98.55 

.53 

.30 

8.06 

4.60 

Cheerfulness Ability beliefs 

Feeling of task- difficulty 

.53 

-- 

.53 

-- 

173.28 173.30 .72 13.15 .28 

.31 

.28 

.030 

60.60 

6.70 

 

34.75 

.40 

.21 

4.90 

2.58 

Calmness Ability beliefs 

Feeling of task- difficulty 

.57 

.59 

.57 

.012 

208.85 

 4.60 

 

109.20 

.62 

.17 

7.86 

2.15 

.42 

.49 

.42 

.078 

111.65 

23.55 

 

75.90 

.49 

.34 

6.35 

4.85 

No anger - anger  Ability beliefs 

Feeling of task- difficulty 

.49 

.51 

.49 

.020 

150.45 

  6.25 

 

79.50 

.53 

.21 

6.12 

2.49 

.43 

.46 

.43 

.033 

117.35 

9.30 

 

66.50 

.52 

.22 

7.20 

3.05 

Not boredom- 

boredom  

Ability beliefs 

Feeling of task- difficulty 

.43 

.45 

.43 

.016 

119.10 

 4.40 

 

63.65 

.51 

.19 

5.57 

2.09 

.32 

.35 

.32 

.029 

74.65 

6.75 

 

42.00 

.45 

.20 

5.60 

2.58 

Competence Ability beliefs  

Feeling of task- difficulty 

.50 

-- 

50 

-- 

151.85 151.85 .71 12.55 .31 

.36 

.31 

.052 

70.50 

12.35 

 

44.00 

.39 

.28 

5.00 

3.55 

Encouragement Ability beliefs  

Feeling of task- difficulty 

.42 

.47 

.42 

.044 

111.85 

12.80 

 

68.25 

.40 

.32 

4.50 

3.57 

.42 

-- 

.42 

-- 

110.30 110.30 .64 10.40 

Confidence Ability beliefs 

Feeling of task- difficulty 

.51 

-- 

.51 

-- 

162.30 162.30 

 

.71 12.75 .39 

.45 

.39 

.054 

100.20 

14.80 

 

62.45 

.46 

.28 

6.25 

3.90 

Hope Ability beliefs 

Feeling of task- difficulty 

.55 

-- 

.55 

-- 

191.25 191.25 .74 

 

13.80 

 

.35 

.39 

.35 

.040 

84.65 

10.20 

 

50.85 

.45 

.24 

5.80 

3.20 

Enthusiasm Ability beliefs  

Feeling of task- difficulty 

.36 

-- 

.36 

-- 

87.95 87.95 .60 

 

9.40 .40 

.42 

.40 

.024 

102.00 

6.20 

 

56.40 

.52 

.19 

6.90 

2.50 
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Note: 
*
: All F- values, p < .01; Fch <  6.75, p < .05,  Fch > 6.75, p < .01; t < 2.58, p < .05, t > 2.58, p < .01; -- : p > .05.
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3.3 Effects of Pre- Performance Feeling of Task-Difficulty, Ability Beliefs and Emotions on 

Domino Performance  

Hierarchical regression analysis (Table 3), in which perceived domino performance was the 

predicted variable and the pre- performance emotions, ability beliefs and perceived task 

difficulty were the predictors, was conducted. More precisely, emotions entered into first step 

and both ability self-perceptions and feeling of task-difficulty entered into second step of the 

analysis. The results revealed that (a) the two set of predictors had significant effect on 

domino performance explaining 58% of the amount of the variance, (b) the intense positive 

emotions, the high ability self-perceptions and the low feeling of difficulty leaded to 

perceived  high domino performance, (c) while all of the emotions were positively 

associated with domino performance, only the emotions of enthusiasm, encouragement, 

calmness and, mainly, hope had unique contribution in performance, and (d) the feeling of 

difficulty, R
2
ch = .013, and, mainly, ability beliefs, R

2
ch = .042, enhanced the impact of the 

emotions on domino performance. Hence, Hypotheses 4a and 4b were in the main confirmed 

by these findings.  

Table 3 Results from hierarchical regression analyses for the role of ability beliefs and feeling 

of difficulty in the impact of emotions on domino performance  

 R
2
 R

2
ch Fch F b t 

Hope .43  .43 115.45 115.45 .30 4.55 

Enthusiasm .47 .046  13.20  68.90 .17 2.58 

Calmness  .51 .041  12.65  53.65 .17 2.48 

Encouragement .53 .020   6 80  42.10 .10 2.15 

Ability beliefs .57 .042  14.15  50.00 .23 3.48 

Feeling of difficulty  .58 .013    4.40  48.70 .17 2.40 

Notes:  All F- values, p < .01; Fch <  4.40, p < .05,  Fch > 4.40, p < .01; t < 2.58, p < .05, t > 2.58, p < .01. 

4. Discussion 

This study aimed to examine kindergarten children’s emotions, perceptions of task- difficulty 

and ability self-perceptions before and after performing an unfamiliar domino, the effects of 

perceptions of task- difficulty and ability self-perceptions on the emotions in both conditions, 

and the interactive role of pre- domino performance ability beliefs, task beliefs and emotions 

on the perceived by the children domino performance.  

4.1 Emotions  

The findings regarding the children’s emotions in pre- and post- domino performance were in 

the main consistent with our predictions. Specifically, the kindergarten students experienced 

moderate to intense positive emotions. This finding might be partly explained by the age of the 

participants. More accurately, preschool children tend to optimize their life experience, and use 

an optimistic style in explaining achievement behaviour (see Peterson & Steen, 2005; Roberts, 

Brown, Johnson, & Reinke, 2005; Snyder, Rand, & Sigmon, 2005; Stephanou, 2011a; 

Wigfield & Eccles, 2002). However, it should be mentioned that there was variability in 



International Journal of Learning & Development 

ISSN 2164-4063 

2012, Vol. 2, No. 1 

www.macrothink.org/ijld 387 

emotions which indicated that some of the children did not experience the situation positively. 

This needs to be further researched.  

The high importance of the domino for the children, and the high importance of performing 

well in the domino, may be another explanatory factor of these findings, since in such 

conditions individuals feel intense and various emotions (Stephanou, 2007, 2011b; Weiner, 

2001, 2002).  

Another explanation of this result might be the combination of children’s ability 

self-perceptions, familiarity, perceptions of task-difficulty and importance of the task for their 

ego. More accurately, empirical evidence in education suggests that students’ emotions may 

range from highly positive to highly negative in a difficult, unfamiliar and relevant to their 

goals learning situation (Efklides, 2001, 2006b; Pekrun et al., 2010; Volet, 2001; Wosnitza & 

Volet, 2005). The participating children in the present study did not perceive the domino as a 

very difficult task, and had not experience in this specific domino. On the other hand, 

students who feel competent develop coping strategies to protect well-being, and are more 

motivated to pursue their goals (Eccles & Wigfield, 2002; Guay, Marsh, & Boivin, 2003, 

Schunk & Zimmerman, 2006). Hence, in the present study, the children probably were highly 

motivated to succeed in the domino, and felt competent by ascribing domino difficulty to lack 

of experience, not to lack of ability. However, this needs to be further investigated.  

Also, the participants, being at the specific age, might have expected to perform well, and, 

consequently, they felt well before performing the domino. Similarly, confirmation of their 

high performance expectations leaded to positive emotions. 

Interestingly, it seems that performing the domino was an interesting and challenging, but not 

unattainable, task for the children, since, in pre- domino performance, they mainly 

experienced the positive emotions of pleasure, not anger, encouragement and satisfaction, and, 

since, in post- domino performance, they mainly experienced the positive emotions of 

encouragement, not anger, enthusiasm and not boredom. In addition, the participants felt 

better in post- than in pre- domino performance, particularly in self-, task- and future activity- 

related emotions: confidence, hope, not boredom, encouragement and enthusiasm, suggesting 

the high expectations of success in similar tasks in the future. Also, based on Seligman’s 

(2002) view of classification of emotions, the children mainly experienced emotions which 

are related to the present (e.g., pleasure) and the future (e.g., encouragement). Yet, the 

emotion of satisfaction reflects the children’s effort to achieve their goal (see Anderman & 

Wolters, 2006; Frijda, 2009; Pekrun & Stephens, 2009).  

Furthermore, it seems that the children regulated their emotions before and after performing 

the domino. Relevant to the topic literature shows that preschool children become 

increasingly skilled at employing diverse emotion regulation strategies (Holodynski & 

Friedlmeier, 2006). However, research needs to explore the emotion regulatory strategies in 

various similar tasks.  

4.2 Ability beliefs, Feeling of Task- difficulty and Τheir Effects on Emotions  

The findings regarding self- and task- beliefs, confirming our expectations and previous 
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reports (e.g., Aunola et al., 2006; Eccles et al., 2005; Wigfield & Eccles, 2002; Wigfield, 

Byrnes, & Eccles, 2006), indicated that the kindergarten children had moderate to high 

perceptions of ability perceptions in domino and that they did not perceive the domino as a 

very difficult task.   

Furthermore, the fact that the children after performing the unfamiliar domino enhanced their 

ability beliefs in it corresponds to research evidence documenting the crucial and positive 

role of familiarity in self- beliefs (see Efklides, 2001, 2006b; Wosnitza & Volet, 2005).  

Also, the children, perceiving the domino as more difficult after than before performing it, 

supported the notion that young children’s metacognitive awareness is low (see Demetriou& 

Efklides, 2000).  

Yet, in consistency with our prediction and research evidence in classroom situation (Pekrun 

et al., 2007; Pekrun et al., 2010; Schutz & Lenehart, 2002; Turner & Schallert, 2001), the 

children’s feeling of domino difficulty and perceptions of ability in domino, together, 

positively influenced their emotions after and, mainly, before performing the domino. 

Probably, performing the domino in itself rather than the self- and task- beliefs influenced the 

children’s emotions. Research needs to explore this issue more.  

Furthermore, the two concepts, as a group, best predicted the emotions of pleasure, 

satisfaction and calmness, that are task- and goal- related emotions (Frijda, 2009; Pekrun, 

2009), than the other emotions. In addition, while both ability beliefs (Glaser-Zikuda et al., 

2005; Stephanou et al., 2011; Zeidner, 1998) and feeling of difficulty (Efklides, 2006a; 

Pekrun & Schutz, 2007) accounted in the variance in the emotions in pre- and post- domino 

performance condition, their relative power in influencing emotions differed between the two 

conditions and within each condition. For example, ability beliefs, compared to feeling of 

difficulty, were a more powerful formulator of all of the emotions, except for satisfaction and 

pleasure in pre- domino performance, and boredom in post- domino performance, in which 

the pattern was reverse. These specific findings partly  supported the view that ability self 

perceptions and perceived task-difficulty is mainly related to self esteem-, and task- and 

future activity- related emotions, respectively (Efklides, 2006a; Goetz et al., 2003; Pekrun et 

al., 2002; Weiner, 1992, 2002).  

4.3 Performance  

The findings regarding domino performance were in the main consistent with our 

expectations and previous research evidence. More accurately, the children, who experienced 

intense positive emotions, perceived the domino as an easy task, and had high perceptions of 

their ability in the domino before performing it, achieved high domino performance.  

Furthermore, in line with other studies (see Pekrun, 2009; Clore & Huntsinger, 2009; Meyer 

& Turner, 2002), the expectancy- and achievement- related emotions of encouragement and, 

mainly, hope, had unique contribution in performance. Also, confirming the existent literature 

(e.g., Efklides, 2006a,b; Pekrun et al., 2010; Pekrun & Schutz, 2007; Zeider, 2007), the task- 

related emotions of enthusiasm and calmness influenced domino performance.   
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Similarly, perceptions of domino-difficulty and, particularly, ability beliefs in the domino 

proved unique predictors of domino performance, in line with similar research (e.g., 

Stephanou, 2004; Stephanou & Tatsis, 2008; Wigfield & Eccles, 2000; see also Anderman & 

Wolters, 2006; Schunk & Zimmerman, 2006). In addition, confirming previous studies in 

achievement motivation (e.g., Stephanou, 2007, 2011b; Stephanou et al., 2011), both concepts, 

mainly ability self-perception in domino, enhanced the impact of emotion on performance. The 

dominant role of ability self-perception in performance may be partly related to participants’ 

beliefs that ability is required in performing well. The children might have formulated a belief 

that high ability is a prerequisite of good performance in a given task, particularly in an 

unfamiliar domino. These beliefs influenced their emotional experience before performing the 

domino, and, in turn, the performance in itself. Future research should examine the self- and 

task- factors that seem to influence the effect of emotions on performance in various tasks at 

school.   

4.4 Implications of the Findings for Children Development, Educational Practice, and Future 

Research 

The findings from the present research suggest the significant role of a non school subject task 

in students’ experienced emotions in kindergarten, which may influence their whole 

achievement and development. Therefore, it is necessary to design effective kindergarten 

environment which facilitates children’s learning and well-being. Research suggests that 

qualities such as caring and opportunities for participation and success may be important to the 

development of enjoyable learning environment.  

The results from this study also reveal that children have ability- and task- beliefs which 

influence their emotional experience before and after performing the specific task. These 

beliefs largely develop in certain classroom context. Students may enhance these beliefs, when 

they are involved into useful, interest and meaningful task and activities. 

The present findings contribute to our knowledge on the association between metacognitive 

experience, competence beliefs and emotions in this pre-schooling period, and on the 

interactive pattern of these concepts on performance in an unfamiliar task.   

Overall, it is important to look at kindergartners because they have certain needs and beliefs 

that are different from older children and higher grade students. In addition, to better 

understand Kindergarten schooling effects on children developing, research should expands, 

beyond literacy and mathematics, examining various achieving and learning activities and 

tasks.  Also, investigation needs to clarify the interaction of the examined factors on students’ 

development of motivation and quality of learning.  Finally, it is interesting to examine how 

self-factors and teacher’s and classmates’ behavior work together and differentially affect, 

emotions, self- and task- beliefs and achievement in kindergartn.  

 

 

 



International Journal of Learning & Development 

ISSN 2164-4063 

2012, Vol. 2, No. 1 

www.macrothink.org/ijld 390 

References  

Anderman, E. M., & Wolters, C. A. (2006). Goals, values, and affcet: Influences on student 

motivation. In P. A. Alexander & P. H. Winne (Eds), Handbook of Educational Psychology 

(pp. 369 - 389). London: Lawrence Erlbaum. 

Anderman, L. H. (2004). Student motivation across subject-area domains. The Journal of 

Educational Research, 97(6), 283-285.  

Aunola, K., Leskinen, E., Lekkanen, M. K., & Nurmi, J. E. (2004). Developmental dynamics 

of math performance from preschool to Grade 2. Journal of Educational Psychology, 76, 

21-40.  

Aunola, K., Leskinen, E., & Nurmi, J. E. (2006). Developmental dynamics between 

mathematical performance, task motivation, and teachers’ goals during the transition to 

primary school. British Journal of Educational Psychology, 76, 21-40.  

Baroody, A. J., & Dowker, A. (Eds.) (2003). The development of arithmetic concepts and 

skills: Recent research and theory. Mahwach, NJ: Lawrence Erlbaum Associates.   

Barron, K. E., & Harackiewicz, J. M. (2003). Achievement goals and optimal motivation: 

Testing multiple goal models. Journal of Personality and Social Psychology, 80(5), 706 – 

722. 

Birch, S., & Ladd, G. (1998). Children’s interpersonal behaviours and the teacher - child 

relationship. Developmental Psychology, 34, 934 – 946.  

Boakaerts, M. (2002). Toward a model that integrates motivation, affect, and learning. In L. 

Smith, C. Rogers, & P. Tolminson (Eds.), Development and motivation: Joint perspectives 

(pp. 173 – 189). Leicester, England: British Psychological Society.  

Boekaerts, M., & Corno, L. (2005). Self-regulation in the classroom. Applied Psychology, 

54(2), 199 - 231. 

Boekaerts, M., Pintrich, P., & Zeidner, M. (2000). Handbook of self-regulation. London: 

Academic. 

Clore, G. L., & Huntsinger, J. R. (2009). A reply to commentaries: How the object of affect 

guides its impact. Emotion Review, 1, 58-59. 

Demetriou, A., & Efklides, A. (1990). The objective and subjective structure of metacognitive 

abilities from early adolescence to middle age. In. H. Mandl, N. Bennett, E. de Corte, & H. F. 

Friedrich (Eds.), The structure and development of causal-experimental thought: From early . 

Dermitzaki, I., & Efklides, Α. (2000). Self-concept and its relations with cognitive and 

metacognitive factors regarding performance in specific domains of knowledge [in Greek]. 

Psychology: The Journal of the Hellenic Psychological Society, 7, 354-368. 

Diener, E. (2000). Subjective well-being. The science of happiness and a proposal for 

national index. American Psychologist, 55(1), 34 – 43.  



International Journal of Learning & Development 

ISSN 2164-4063 

2012, Vol. 2, No. 1 

www.macrothink.org/ijld 391 

Dina, F., & Efklides, A. (2009). Metacognitive experiences as the link between situational 

characteristics, motivation, and affect in self-regulated learning. In M. Wosnitza, S. A. 

Karabenick, A. Efklides, & P. Nenniger (Eds.), Contemporary motivation research: From 

global to local perspectives (pp. 117-146). Cambridge: Hogrefe & Huber.  

Do, S. L., & Schallert, D. L. (2004). Emotions and classroom talk: Toward a model of the 

role of affect in students’ experiences of classroom discussions. Journal of Educational 

Psychology, 96(4), 619-634.  

Duncan, G. J., Dowsett, C. J., Claessens, A., Magnuson, K., Huston, A. C., Klebanov, P., & 

Japel, C. (2007). School readiness and later achievement. Developmental Psychology, 43, 

1428-1446.  

Eccles, J. S. (2005). Studying the development of learning and task motivation. Learning and 

Instruction, 15, 161-171 

Eccles, J., O’Neill, S., & Wigfield, A. (2005). Ability self-perception and subjective task 

values in adolescents and children. In K. Moore & I. Lipman (Eds.), What do children need to 

flourish? Conceptualizing and measuring indicators of positive development (pp. 237-249). 

New York, NY: Springer.  

Eccles, J. S., & Wigfield, A. (2000). Schooling influences on motivation and achievement. In 

S. Danziuger & J. Waldfogel (Eds.), Securing the future: Investing in children from birth to 

college (pp. 153-181). New York: Sage. 

Eccles, J. S., & Wigfield, A. (2002). Motivational beliefs, values and goals. Annual Review of 

Psychology, 53, 109-132.  

Efklides, A. (2001). Metacognitive experiences in problem solving: Metacognition, cognition 

and self regulation. In A. Efklides, J. Kuhl, & R. M. Sorrrentino (Eds), Trends and prospects 

in motivation research (pp. 297-323). Dordrecht: The Netherands: Kluwer 

Efklides, A. (2002). Feelings as subjective evaluation of cognitive processing: how reliable are 

they? Psychology: The Journal of the Hellenic Psychological Society, 9, 163-184.  

Efklides, A. (2006a). Metacognition, affect, and conceptual difficulty. In J. Meyer & R. Land 

(Eds.), Overcoming barriers to student understanding: Threshold concepts and troublesome 

knowledge (pp. 48-69). London: Routledge-Falmer.  

Efklides, A. (2006b). Metacognition and affect: What can metacognitive experiences tell us 

about the learning process? Educational Research Review, 1, 3-14.  

Efklides, A. (2011). Interactions of metacognition with motivation and affect in self-regulated 

learning: The MASRL model. Educational Psychologist, 46, 6-25.  

Efklides, A., & Petkaki, C. (2005). Effects of mood on students’ metacognitive experiences, 

Learning and Instruction, 15, 415-431.  

Efklides, A., & Volet, S. (Eds.). (2005). Feelings and emotions in the learning process. 

Learning and Instruction, 15(5) [whole issue].    



International Journal of Learning & Development 

ISSN 2164-4063 

2012, Vol. 2, No. 1 

www.macrothink.org/ijld 392 

Frijda, N. H. (2009). Emotion experience and its varieties. Emotion Review, 1, 261-271. 

Furrer, C., & Skinner, E. (2003). Sense of relatedness as a factor in children’s academic 

engagement and performance. Journal of Educational Psychology, 95(1), 148-162.  

Glaser-Zikuda, M., Fub, S., Laukenmann, M., Metz, K., & Randler, C. (2005). Promoting 

students’ emotions and achievement- instructional design and evaluation of the 

ECOLE-approach. Learning and Instruction, 15, 481 - 495.  

Glaser-Zikuda,  M., & Mayring, Ph. (2003). A qualitative oriented approach to learning 

emotions at school. In Ph. Mayring, & Ch. V. Rhoneck (Eds.), Learning emotions. The 

influence of affective factors on classroom learning (pp. 103 – 126). New York: Lang.  

Goetz, T., Zirngibl, A., Pekrun, R, & Hall, N. (2003).  Emotions, learning and achievement 

from an educational-psychological perspective. In P. Mayring & C. V. Rhoeneck (Eds.), 

Learning and emotions: The influence of affective factors on classroom learning (pp. 9 – 28). 

Frankfurt am Main: Peter Lang.  

Guay, F., Marsh, H. M., & Boivin, M. (2003). Academic self-concept and academic 

achievement: Developmental perspectives on their causal ordering. Journal of Educational 

Psychology, 95, 124-136.  

Harter, S. (1999). The construction of the self: A developmental perspective. New York: 

Guilford.  

Harter, S., Whitesell, N. R., & Kowalksi, P. (1992). Individual differences in the effects of 

educational transitions on young adolescents’ perceptions of competence and motivational 

orientation. American Educational Research Journal, 29, 777-808.   

Holodynski, M., & Friedlmeier, W. (2006). Development of emotions and emotion 

regulation.New York, NY, US: Springer Science & Business Media. 

Jarvenoja, H., & Jarvela, S. (2005). How students describe the sources of their emotional and 

motivational experiences during the learning process: A qualitative approach. Learning and 

Instruction, 15, 465 - 480.   

Kilpatrick, J., Swafford, J., & Findell, B. (2001). Adding it up: Helping children learn 

mathematics. Washington, DC: National Academic Press.   

 Kuyper, H., van der Werf, M. P. C., & Lubbers, M. J. (2000). Motivation, metacognition and 

self-regulation as predictors of long –term educational attainment. Educational Research and 

Evaluation, 6(3), 181 – 206.  

Ladd, G., Birch, S., & Bush, E. (1999). Children’s social and scholastic lives in kindergarten: 

Related spheres of influences? Child Development, 70, 1373-1400.  

Lepper, M., Corpus, J., & Iyengar, S. (2005). Intrinsic and extrinsic motivational orientation 

in the classroom: Age differences and academic correlates. Journal of Educational 

Psychology, 97, 184-196.  



International Journal of Learning & Development 

ISSN 2164-4063 

2012, Vol. 2, No. 1 

www.macrothink.org/ijld 393 

Mashburn, A. J., Hamre, B. K., Downer, J. T., & Pianta, R. C. (2006). Teacher and classroom 

characteristics associated with teachers’ ratings of pre-kindergartners’ relationships and 

behavior. Journal of Psycho-educational Assessment, 24(4), 367-380.   

Mata, L., Monteiro, V., & Peixoto, F. (2009). Reading motivation- throughout school. Analise 

psicologica, 27, 563-572.  

Meyer, D. K., & Turner, J. C. (2002). Discovering emotion in classroom motivation research. 

Educational Psychologist, 37(2), 107 – 114.  

Morrison, E. J., Bachman, H. G., & Connor, C. M. (2005). Improving literacy in America: 

Guidelines from research. Yale: University Press.  

Nurmi, J. E., & Aunola, K. (2005). Task-motivation during the first school years: a person 

–oriented approach to longitudinal data. Learning and Instruction, 15, 103-122.   

Paris, S. G. (2005). Re-interpreting the development of reading skill. Reading Research 

Quarterly,    40(2), 184-202.  

Paris, S. G., Morrison, F. J., & Miller, K. F. (2006). Academic pathways from preschool 

through elementary school. In P. A. Alexander & P. H. Winne (Eds.), Handbook of 

Educational Psychology (pp. 61 -85). New Jersey: Lawrence Erlbaum.  

Pekrun, R. (2000). A social- cognitive, control - value theory of achievement emotions. In  J. 

Heckhausen (Ed.), Motivational psychology of human development (pp. 143 – 163). Oxford: 

Elsevier. 

Pekrun, R. (2005). Progress and open problems in educational emotion research. Learning and 

Instruction, 15, 497-506. 

Pekrun, R. (2009). Emotions at school. In K. R. Wentzel & A. Wigfield (Eds.), Handbook of 

motivation in school (pp. 575 - 605). New York: Routledge Taylor. 

Pekrun, R., Goetz, T., Daniels, L. M., Stupnisky, R. H., & Perry, R. P. (2010). Boredom in 

achievement settings: Control-value antecedents and performance outcomes of a neglected 

emotion. Journal of Educational Psychology, 102, 531-549.  

Pekrun, R., Goetz, T., Titz, W., & Perry, R. P. (2002). Academic emotions in students’ 

self-regulated learning and achievement: Program of qualitative and quantitative research. 

Educational Psychologist, 82(1), 33- 40.  

Pekrun, R., & Schutz, P. A. (2007). Where do we go from here? Implications and future 

directions for inquiry on emotions in education. In P. A. Schutz & R. Pekrun (Eds.), Emotion 

in education (pp. 313-331). San Diego, CA: Academic Press.  

Pekrun, R., & Stephens, E. J. (2009). Goals, emotions, and emotion regulation: Perspectives 

of the control-value theory of achievement emotions. Human Development, 52, 357-365.   

Peterson C., & Steen, T. A. (2005). Optimistic explanatory style.  In C. R. Snyder, & S. J. 

Lopez (Eds.), Handbook of Positive Psychology (pp. 244 -256). Oxford: University Press 



International Journal of Learning & Development 

ISSN 2164-4063 

2012, Vol. 2, No. 1 

www.macrothink.org/ijld 394 

Pianta, R. C. (1999). Enhancing relationships between children and teachers. Washington: 

Psychological Association.  

Pintrich, P. R. (2000).  An achievement goal theory perspective on issues in motivation 

terminology, theory and research. Contemporary Educational Psychology, 25, 92 – 104.  

Pintrich, P. R. (2003). A motivational science perspective on the role of student motivation in 

learning and teaching contexts. Journal of Educational Psychology, 95(4), 667-686.  

Pintrich, P. R., & Schunk, D. (2002). Motivation in education: Theory, research, and 

applications (2
nd

 ed.). Upper Saddle River, NJ: Prentice Hall. 

Pintrich, P. R., & Schunk, D. (2002). Motivation in education: Theory, research, and 

applications (2
nd

 ed.). Upper Saddle River, NJ: Prentice Hall.  

Ponitz, C. C., McClelland, M. M., Matthews, J.S., Morrison, F. J. (2009). A structured 

observation of behavioral self-regulation and its contribution to kindergarten outcomes. 

Developmental Psychology, 45, 605-619.  

Roberts, M. C., Brown, K. J., Johnson, R. J., & Reinke, J. (2005). Positive psychology for 

children: Development, prevention, and promotion. In In C. R. Snyder, & S. J. Lopez (Eds.), 

Handbook of Positive Psychology (pp. 663 - 686). Oxford: University Press. 

Rutter M., & Maughan, B. (2002). School effectiveness findings 1979-2002. Journal of 

School Psychology, 40(6), 451-475. 

Ryan, R. M.,  & Deci, E. (2000). Self determination theory and the facilitation of intrincsic 

motivation, social development and well-being. American Psychologist, 55, 68-78.   

Schunk, D. H., & Zimmerman, B. J. (2006). Distinguishing the means and ends. In P. A. 

Alexander & P. H. Winne (Eds), Handbook of Educational Psychology (pp. 349 - 368). 

London: Lawrence Erlbaum. 

Schutz, P. A., & DeCuir, J. T. (2002). Inquiry on emotions in education. Educational 

Psychologist, 37(2), 125 – 134.  

Schutz, P. A. Hong, J. Y., Cross, D. I., & Osbon, J. N. (2006). Reflections on investigating 

emotions among educational contexts. Educational Psychology Review, 18, 343 -360.  

Schutz, P. A., & Lenehart, S. J. (2002). Emotions in education. Educational Psychologist, 

37(2), 67 – 78.  

Skinner, E. A. (1998). Commentary: Strategies for studying Social Influences on Motivation. 

In J. Heckhausen & C. S. Dweck (Eds.), Motivation and self – regulation across the life – 

span. New York: Cambridge University Press.  

Skinner, E., Wellborn, J., & Connell, J. (1990). What it takes to do well in school and whether 

I’ve got it: A process model of perceived control and children’s engagement and achievement 

at school. Journal of Educational Psychology, 82, 22 – 32.  

Snyder, C. R., Rand, K. L. R, & Sigmon, D. R. (2005). Hope theory. In C. R. Snyder, & S. J. 



International Journal of Learning & Development 

ISSN 2164-4063 

2012, Vol. 2, No. 1 

www.macrothink.org/ijld 395 

Lopez (Eds.), Handbook of Positive Psychology (pp. 257 -276). Oxford: University Press. 

Spinath, B., & Spinath, F. M. (2005). Longitudinal analysis of the link between learning 

motivation and competence beliefs among elementary school children. Learning and 

Instruction, 15, 87-102.  

Stephanou, G. (2004). Effects of ability self-perception, perceived task-difficulty, 

performance expectations and importance of performance on performance and attributions in 

specific academic domains. In J. Baumert, H. W. Marsh, U. Trautwein, & G. E. Richards 

(Eds), Proceedings of the 3
rd

  International SELF Research Conference: Self-Concept, 

Motivation and Identity (CD form). Berlin, Germany: Max Planck Institute for Human 

Development. http://www.self.ox.ac.uk.  

Stephanou, G. (2005). Kindergarten pupils’ cognitive style: Effects on their preferences for 

teacher characteristics, interpersonal relationships and academic emotions. Proceeding of the 

10
th

 Annual Conference of the European Learning Styles Information Network (CD Form). 

University of Surrey, UK.  

Stephanou, G. (2007). Effects of cognitive and perceived teacher- related factors on student 

emotions in physical education. In Y. Theodorakis, M. Goudas, & A. Papaioannou (Eds.), 

Proceedings of the 12
th

 European Congress of Sport Psychology. Sport and Exercise 

Psychology. Bridges between disciplines and culture, 242 – 247. Halkidiki - Greece: 

University of Thessaly & European Federation of Sport Psychology.   

Stephanou, G. (2008). Students’ value beliefs, performance expectations, and school 

performance: The effect of school subject and gender. Hellenic Journal of Psychology: The 

Journal of the Psychological Society of Northern Greece, 5, 231-257.  

Stephanou, G. (2011a). Children friendship: the role of hope in attributions, emotions and 

expectations. Psychology, 2(8), 875-888.  

Stephanou, G. (2011b). Students’ classroom emotions: Cognitive antecedents and school 

performance. Electronic Journal of Research in Educational Psychology, 9 (1), 1-42. 

Stephanou, G. (submitted). Feelings for Child-Teacher Relationship, and Emotions about the 

Teacher in Kindergarten: Effects on Learning Motivation, Competence Beliefs and 

Performance in Mathematics and Literacy. European Early Childhood Education Research 

Journal. 

Stephanou, G.,  & Balkamou, K. (in press). Children’s attributions and emotions for their 

friendships with their best friend. Psychology Research. 

Stephanou, G., Kariotoglou, P., & Ntinas, K. (2011). University students’ emotions in lectures: 

The effect of competence beliefs, value beliefs and perceived task-difficulty, and the impact 

on academic performance. International Journal of Learning, 18(1),  45-72.  

Stephanou, G, & Tatsis, K. (2008). Effects of Value Beliefs, Academic self-esteem, and 

Overgeneralization of Failure Experience on the Generation of Emotions and Attributions for 

Academic Performance. International Journal of Learning, 15(11), 201- 220.  

http://www.self.ox.ac.uk/


International Journal of Learning & Development 

ISSN 2164-4063 

2012, Vol. 2, No. 1 

www.macrothink.org/ijld 396 

Stipek, D. (1998). Motivation to learn: From theory to practice (3rd ed.). Needham Heights, 

MA: Allyn & Bacon.  

Stipek, D. J., & Daniels, D. H. (1988). Declining perceptions of competence: a consequence 

of changes in the child or the educational environment? Journal of Educational Psychology, 

80, 352-356.  

Stipek, D., & MacIver, D. (1989). Developmental change in children’s assessment of 

intellectual competence. Child Development, 60, 521-538.  

Turner, J. C., & Schallert, D. L. (2001). Expectancy-value relationships of shame reactions 

and shame resiliency. Journal of Educational Psychology, 93, 320 - 329.    

Valeski, T. N., & Stipek, D. J. (2001). Young children’s feelings about school. Child 

Development, 72(4). 1198 - 1213.  

Viljaranta, J., Lerkkanen, M. K, Poikkeus, A. M., Aunola, K. & Nurmi, J. E. (2009). 

Cross-lagged relations between task motivation and performance in arithmetic and literacy in 

kindergarten. Learning and Instruction, 19, 335-344.  

Volet, S. (2001). Understanding learning and motivation in context. A multidimensional and 

multi-level cognitive-situative perspective. In S. Volet, & S. Jarvela (Eds), Motivation in 

learning contexts: Theoretical and methodological implications (pp. 57-82). Amsterdam: 

Pergamon. 

Volet, S., & Jarvela, S. (Eds.). (2001). Motivation in learning context: Theoretical advances 

and methodological implications. London: Pergamon.  

Weiner, B. (1992). Human motivation: Metaphors, theories and research. London: Sage. 

Weiner, B. (2001). Intrapersonal and interpersonal theories of motivation from an attribution 

perspective. In S. Farideh & C. Chi-yue (Eds.), Student motivation: The culture and context of 

learning. Plenum series on human exceptionality (pp. 17 – 30). Dordrecht, The Netherlands: 

Kluwer Academic Publishers.  

Weiner, B. (2002). Social emotions and personality inferences: A scaffold for a new direction 

in the study of achievement motivation. Paper at the 8th International Conference on 

motivation Workshop on Achievement and Task Motivation & Motivation and Emotion, 

Moskow, Russia. 

Weiner, B. (2005). Motivation from an attribution perspective and the social psychology of 

perceived competence. In A. J. Elliot &  & C. S. Dweck (Eds.), Handbook of Competence 

and Motivation (pp. 73-84). New York: Guilford.  

Wigfield, A., Byrnes, J. P., & Eccles, J. S. (2006). Development during early and middle 

adolescence. In P. A. Alexander & P. H. Winne (Eds.), Handbook of Educational Psychology 

(pp. 87-113). New Jersey: Lawrence Erlbaum.  

Wigfield, A., & Eccles, J. (2000). Expectancy value theory of achievement motivation. 

Contemporary  Educational Psychology, 25, 68-81.  



International Journal of Learning & Development 

ISSN 2164-4063 

2012, Vol. 2, No. 1 

www.macrothink.org/ijld 397 

Wigfield, A., & Eccles, J. (2002). The development of competence beliefs and values from 

childhood through adolescence. In A. Wigfield & J. S. Eccles (Eds.), Development of 

achievement motivation (pp. 92-120). San Diego, CA: Academic. 

Wosnitza, M., Karabenick, S. A., Efklides, A., & Nenniger, P. (2009). Introduction. In M. 

Wosnitza, S. A. Karabenick, A. Efklides, & P. Nenniger (Eds.), Contemporary motivation 

research: From global to local perspectives  (pp. vii-xi). Cambridge: Hogrefe & Huber 

Publishers.  

Zeidner, M. (1998). Test anxiety: The state of the art. New York: Plenum.  

Zeidner, M. (2007). Test anxiety in educational contexts: What I have learned so far. In P. A. 

Schutz & R. Pekrun (Eds.), Emotion in education (pp. 165-. 184). Boston: Elsevier.  

Zimmerman, B. I. (2000). Self-efficacy: an essential motive to learn. Contemporary 

Educational Psychology, 25, 82-91.  

Zimmerman, B. J.,  & Schunk, D. H. (2001). Self- regulated learning and academic 

achievement. Theoretical perspectives. Mahwah, NJ: Lawrence Erlbauum.  


