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Abstract
Understanding motivation and emotion is pivotal to transforming 
educational experiences for both students and educators. In this 
presentation, Lia M. Daniels, PhD, will use robust social psychological 
theories to explain how motivation and emotions impact academic 
outcomes, shape learning environments, and are central to a scholarly 
conceptualization of well-being. Drawing across more than 15 years of 
research and practical insights, she will discuss evidence-based strategies 
for fostering adaptive motivation and emotions in classrooms. Special 
attention will be given to new research on how motivational principles can 
inform effective classroom assessment practices as one of the most 
persistent sources of ill-being reported by post-secondary students.



impact on student outcomes1

shape learning environments2

wellbeing and assessment3
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Achievement 
Goal Theory

“the purpose for which a person engages in 
achievement behaviour” 

Elliot & Thrash, 2001, p. 140
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Control-Value Theory of Emotions
“Within contemporary perspectives on the psychology of emotion, self-related and situational appraisals are 

assumed to be important proximal determinants of human emotions” Pekrun, 2006, p. 317

Environment Appraisals Emotion
s

Outcomes



Daniels, L. M., Stupnisky, R. H., Pekrun, R., Haynes, T. L., Perry, R. P., & Newall, N. E. (2009). A longitudinal analysis of achievement goals: 
From affective antecedents to emotional effects and achievement outcomes. Journal of Educational Psychology, 101(4), 948.

High School 
Average

Hopeful

Helpless

Mastery 
Goals

Performance 
Goals

Final Intro 
Psych Grade

Emotion: 
enjoy, bored, 

anxiety

Longitudinal data
n = 699

first year students
age 17-22 years

68% women
70% White
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From affective antecedents to emotional effects and achievement outcomes. Journal of Educational Psychology, 101(4), 948.
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Average

Hopeful

Helpless

Mastery 
Goals

Performance 
Goals
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Psych Grade

Enjoyment

Longitudinal data
n = 699

first year students
age 17-22 years

68% women
70% White



Daniels, L. M., Stupnisky, R. H., Pekrun, R., Haynes, T. L., Perry, R. P., & Newall, N. E. (2009). A longitudinal analysis of achievement goals: 
From affective antecedents to emotional effects and achievement outcomes. Journal of Educational Psychology, 101(4), 948.

High School 
Average

Hopeful

Helpless

Mastery 
Goals

Performance 
Goals

Final Intro 
Psych Grade

Boredom

Longitudinal data
n = 699

first year students
age 17-22 years

68% women
70% White



Daniels, L. M., Stupnisky, R. H., Pekrun, R., Haynes, T. L., Perry, R. P., & Newall, N. E. (2009). A longitudinal analysis of achievement goals: 
From affective antecedents to emotional effects and achievement outcomes. Journal of Educational Psychology, 101(4), 948.

High School 
Average

Hopeful

Helpless

Mastery 
Goals

Performance 
Goals

Final Intro 
Psych Grade

Anxiety

Longitudinal data
n = 699

first year students
age 17-22 years

68% women
70% White



Daniels, L. M., Haynes, T. L., Stupnisky, R. H., Perry, R. P., Newall, N. E., & Pekrun, R. (2008). Individual differences in achievement goals: 
A longitudinal study of cognitive, emotional, and achievement outcomes. Contemporary Educational Psychology, 33(4), 584-608.

Longitudinal data
n = 1002

80% first year 
64% women

11% ESL

Daniels, L. M., Haynes, T. L., Stupnisky, R. H., Perry, R. P., Newall, N. E., & Pekrun, R. (2008). Individual differences in achievement goals: 
A longitudinal study of cognitive, emotional, and achievement outcomes. Contemporary Educational Psychology, 33(4), 584-608.



Daniels, L. M., Haynes, T. L., Stupnisky, R. H., Perry, R. P., Newall, N. E., & Pekrun, R. (2008). Individual differences in achievement goals: 
A longitudinal study of cognitive, emotional, and achievement outcomes. Contemporary Educational Psychology, 33(4), 584-608.
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Classroom Goals
My goal is to learn as much as 
possible. 

My goal is to teach as well as 
possible. 

My goal is to perform better 
than other students.

My aim is to avoid learning less 
than I possibly could.

My goal is to perform better 
than the other teachers. 

I am striving to avoid 
performing worse than others.

I strive to avoid performing 
worse than other teachers. 

My aim is to avoid teaching 
worse than I possibly could.

Classroom Mastery 
Goal Structures

I plan to give a wide 
range of assessment 

to match student 
skills.

Classroom 
Performance Goal 

Structures

I plan to give special 
privileges to students 
who do the best work.

Classroom Mastery 
Goal Structures

I give a wide range of 
assessment to match 

student skills.

Classroom 
Performance Goal 

Structures

I give special 
privileges to students 
who do the best work.

Pre-service Teachers In-Service Teachers



Daniels, L. M., Haynes, T. L., Stupnisky, R. H., Perry, R. P., Newall, N. E., & Pekrun, R. (2008). Individual differences in achievement goals: 
A longitudinal study of cognitive, emotional, and achievement outcomes. Contemporary Educational Psychology, 33(4), 584-608.

Longitudinal multi-
method

2 years across grad
n = 47, 72% women

22-44 years
27 elementary, 19 high 

school

Good Intentions

You are in 
competition with 
other teachers. If 
there’s too many 
teachers at your 

school, and 
there’s only one 
position the next 
year, you want to 
be the best you 
can be but you 
also want your 

principal to 
notice. It’s not a 

competition, but it 
is when you don’t 

have job it is a 
competition. 

Daniels, L. M. (2015). From pre-service to practicing teacher: Considering the stability of personal and classroom 
mastery and performance goals. Educational Psychology, 35(8), 984-1005.



Personal 
Responsibility

Motivation

Achievement Relationships

Teaching“a sense of internal obligation and commitment 
to produce or prevent designated outcomes, or 

that these outcomes should have been 
produced or prevented” (Lauermann & 

Karabenick, 2011 p. 135). 



Daniels, L. M., Stupnisky, R. H., Pekrun, R., Haynes, T. L., Perry, R. P., & Newall, N. E. (2009). A longitudinal analysis of achievement goals: 
From affective antecedents to emotional effects and achievement outcomes. Journal of Educational Psychology, 101(4), 948.

Longitudinal data start 
and end of course

n = 97
pre-service teachers

74% women
age M = 21, 19-44
74% high school

FIGURE 2 Mean of endorsement of responsibilities at Time 1. Note. All paired samples t tests are significant to p < .001 except for the 
between responsibility for relationships and responsibility for teaching, t (89) = −0.16, p = .87. 

Daniels, L. M., Radil, A., & Wagner, A. K. (2016). Concordance between preservice teachers' personal responsibilities and intended instructional practices. The Journal of Experimental Education, 84(3), 529-553.



Daniels, L. M., Stupnisky, R. H., Pekrun, R., Haynes, T. L., Perry, R. P., & Newall, N. E. (2009). A longitudinal analysis of achievement goals: 
From affective antecedents to emotional effects and achievement outcomes. Journal of Educational Psychology, 101(4), 948.

Longitudinal data start 
and end of course

n = 97
pre-service teachers

74% women
age M = 21, 19-44
74% high school

Daniels, L. M., Radil, A., & Wagner, A. K. (2016). Concordance between preservice teachers' personal responsibilities and intended instructional practices. The Journal of Experimental Education, 84(3), 529-553.



Mastery
I plan to give a 
wide range of 

assessment to 
match student 

skills.

Performance
I plan to give 

special privileges 
to students who 

do the best work.

Instructional Strategies

Daniels, L. M., Radil, A., & Wagner, A. K. (2016). Concordance between preservice teachers' personal responsibilities and intended instructional practices. The Journal of Experimental Education, 84(3), 529-553.



Rationale
I plan to offer 
rationales that 

explain the 
importance of the 

work.

Rewards
I plan on 
providing 

incentives (e.g., 
tangible rewards, 

free time).

Mastery
I plan to give a 
wide range of 

assessment to 
match student 

skills.

Performance
I plan to give 

special privileges 
to students who 

do the best work.

Instructional Strategies

Daniels, L. M., Radil, A., & Wagner, A. K. (2016). Concordance between preservice teachers' personal responsibilities and intended instructional practices. The Journal of Experimental Education, 84(3), 529-553.



Daniels, L. M., Stupnisky, R. H., Pekrun, R., Haynes, T. L., Perry, R. P., & Newall, N. E. (2009). A longitudinal analysis of achievement goals: 
From affective antecedents to emotional effects and achievement outcomes. Journal of Educational Psychology, 101(4), 948.

We saw almost no evidence of concordance between a responsibility and an instructional decisions 
that would support that outcome.

Daniels, L. M., Radil, A., & Wagner, A. K. (2016). Concordance between preservice teachers' personal responsibilities and intended instructional practices. The Journal of Experimental Education, 84(3), 529-553.



Daniels, L. M., Stupnisky, R. H., Pekrun, R., Haynes, T. L., Perry, R. P., & Newall, N. E. (2009). A longitudinal analysis of achievement goals: 
From affective antecedents to emotional effects and achievement outcomes. Journal of Educational Psychology, 101(4), 948.

We saw almost no evidence of concordance between a responsibility and an instructional decisions 
that would support that outcome.

Daniels, L. M., Radil, A., & Wagner, A. K. (2016). Concordance between preservice teachers' personal responsibilities and intended instructional practices. The Journal of Experimental Education, 84(3), 529-553.



Intervention

Teach them 
about 
evidence-
based 
motivation 
practices.

Increase pre-
service teachers’ 
responsibility for 
motivation.



Priming

Beliefs are reflected 
on before presenting 
a new perspective.

Mindset

Specific, targeted, 
truthful but 

inconspicuous message.

“How to”

Brief information 
explaining how to do 

things and why.

Consolidation

Saying is believing 
writing task to own 

the message.

Intervention Fundamentals

Daniels, L. M., Goegan, L. D., Radil, A. I., & Dueck, B. S. (2021). Supporting pre-service teachers’ motivation beliefs and approaches to instruction through an online intervention. British Journal of Educational Psychology, 91(2), 775-791.



https://sites.google.com/ualberta.ca/smartred
https://sites.ualberta.ca/~lia1/smart-skills/

https://sites.google.com/ualberta.ca/smartred
https://sites.ualberta.ca/~lia1/smart-skills/


Experimental Design

In class
Random assignment

384 participants

To four conditions: 
Beliefs, Strategies, 
Combined, Control

Large lectures, together 
but individual

206 elementary
178 secondary

92 men, 286 women, 2 non-binaryDuration
10-51 minutes
M = 20 min

Daniels, L. M., Goegan, L. D., Radil, A. I., & Dueck, B. S. (2021). Supporting pre-service teachers’ motivation beliefs and approaches to instruction through an online intervention. British 
Journal of Educational Psychology, 91(2), 775-791.



Results

Increase pre-
service teachers’ 
responsibility for 
motivation.

* * *



Results

Teach them 
about 
evidence-
based 
motivation 
practices.



n = 98 post secondary students

within participant design contrasting 
usual vs. covid learning environments 

(a) Did students’ motivation, engagement 
and perceptions of cheating and success 

change across the two learning 
conditions? and (b) Do achievement 

goals differently predict students’ 
engagement and perceptions of cheating 
and success across the two conditions? 

COVID-19



*
Outcomes

Daniels, L. M., Goegan, L. D., & Parker, P. C. (2021). The impact of COVID-19 triggered changes to instruction and assessment on university students’ self-reported motivation, engagement and perceptions. 
Social Psychology of Education, 24(1), 299-318.
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Self-Determination Theory

Need-supportive 
practices

Quality of 
Motivation

Indicators of 
Wellbeing

BPN Fulfillment
Positive emotions

Negative emotions

Perc. of success

Confidence

Fairness

“...as these psychological need satisfactions are enhanced [through practices], people demonstrate not only more intrinsic 
motivation and internalization but also more wellness, meaning, and vitality...” Ryan & Vansteenkiste, 2023, p.9



Need-supportive 
practices

Self-Determination Theory
“...as these psychological need satisfactions are enhanced [through practices], people demonstrate not only more intrinsic 

motivation and internalization but also more wellness, meaning, and vitality...” Ryan & Vansteenkiste, 2023, p.9

Rationales

Choice

Perspectives

Regard

Hearing emotion



Need-supportive 
practices

Quality of 
Motivation

Indicators of 
Wellbeing

BPN Fulfillment

Self-Determination Theory
“...as these psychological need satisfactions are enhanced [through practices], people demonstrate not only more intrinsic 

motivation and internalization but also more wellness, meaning, and vitality...” Ryan & Vansteenkiste, 2023, p.9



Autonomy
Perceiving control over 
the learning situation, 

choice, and volition

Relatedness
Warm caring 

relationships, trust, 
respect, and support

Competence
Opportunities to 

experience success and 
growth

Basic Psychological Needs





Describe and Conceptualize

Not at all A lot
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Make valid 
inferences

Minimize test 
irrelevant 
variance

Support 
student 

assessment 
well-being

Intentionally 
satisfy BPN

R



Autonomy Satisfaction
I feel that I have a lot of input in the assessments 
used in this class. (AS1)
I feel free to express my opinions about the 
assessments in this class. (AS2)
I feel I can make decisions about the assessments 
in this course. (AS3)
I feel able to make choices related to the 
assessments in this class. (AS4)

Competence Satisfaction
I feel that the types of assessments in this class 
allow me to show my learning. (CS1)
I feel capable of completing the assessments in 
this class. (CS4)
I feel competent completing assessments in this 
class. (CS3)
I feel a sense of accomplishment completing the 
assessments in this class. (CS2)

Relatedness Satisfaction
I feel that my instructor tries to understand how 
assessments affect me. (RS3)
My instructor designed assessments in a way that 
makes me feel that they care about me(RS1)
I feel that my instructor takes my perspectives into 
consideration when it comes to assessment. (RS4)
I feel like my instructor tries to prevent me from 
feeling overwhelmed by assessments in this class. 
(RS2)

Autonomy Frustration
I feel like there are no opportunities to make 
choices about assessments in this class. (AF2)
I feel forced to do assessments that I wouldn’t 
choose to do if it was up to me. (AF3)
I feel pressured by the assessments in this class. 
(AF1)
Assessments for this class feel like a chain of 
obligations. (AF4)

Competence Frustration
I feel doubtful about whether or not I can do the 
assessments in this class well. (CF4)
I feel a sense of incompetence as I work on the 
assessments in this class. (CF1)
I feel ineffective in completing assessments in this 
class. (CF3)
The assessments in this class make me feel like a 
failure. (CF2)

Relatedness Frustration
Assessment is a barrier to feeling supported by my 
instructor in this class. (RF4)
I feel disconnected from my instructor because of 
the assessments in this class. (RF1)
It seems like my instructor is indifferent about the 
stress that assessment creates for me. (RF2)
I feel my connection with my instructor is hurt by 
assessment in this class. (RF3 

Scale Creation





Study 1: Validation of BPNSF-
CA

n = 400 undergrads from 
Prolific

50% White, 46% men 
18-67 yrs.

Bifactor Exploratory Structural 
equation modelling

= 129.67, p = .47, df = 129, SRMR = .013, RMSEA = .004, CFI = 1.00 TLI = 1.002



Study 1: Validation of BPNSF-
CA

n = 400 undergrads from 
Prolific

50% White, 46% men 
18-67 yrs.

Bifactor Exploratory Structural 
equation modelling



Study 1: Validation of BPNSF-
CA

n = 400 undergrads from 
Prolific

50% White, 46% men 
18-67 yrs.

Bifactor Exploratory Structural 
equation modelling



Study 2: Experimental
n = 387 Prolific psych 

students
73% women, M =  29yrs.

Pre-registered at 
AsPredicted

MIMIC Model & Linear Mixed 
Effects Models 

Experimental Study
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Proofread items for grammar, 
spelling, appropriate vocabulary, 
etc. 

Available as preprint:

Daniels, LM., et al (2025). 
Multiple-Choice Item-Writing 

Guidelines for Classroom 
Assessment: A State-of-the-
Art Review and Use-Inspired 

Reframing. PsyArXiv 
https://doi.org/10.31234/osf

.io/u8yjv_v1

USE-INSPIRED

01 WRITE THE STEM AND 
OPTIONS 02 SUPPORT 

COMPREHENSION
MINIMIZE CONSTRUCT 
IRRELEVANT STRATEGIES03

Connect each item to a learner 
outcome.
Write the stem as one positively 
worded question or statement that 
contains the main idea.
Write and key the correct option to 
the item.
Use common misunderstandings to 
write two or more options.

Do not use all-of-the-above, none-of-
the-above, and combinations of 
options.

Make all options similar length and 
complexity as the correct option. 

Avoid no, not, never, always, 
completely, etc. in stem and options. 

Avoid language hints between the 
stem and options. 
Logically order options e.g., 
shortest to longest or 
alphabetically. 

Bold or capitalize important words 
in the stem. 

Include or contain the appropriate 
reading and linguistic complexity. 

MULTIPLE-CHOICE ITEM WRITING GUIDELINES



B C



FEEDBACK

ITEM GROUPING

BLUEPRINT

MESSAGING

Add an open-ended question 
at the end of the test for 

students to flag items they 
have concerns about.

Map all test items to 
learning outcomes or 
topics. Provide students 
with this blueprint in 
advance and on the test. 

Include an instructor message 
that conveys confidence in 
students.

Group test items according to 
the blueprint.

NEED-SUPPORTIVE FEATURES FOR MULTIPLE-CHOICE TESTS 



Test C
20 high quality items + 

BPN features

+ G-factor*

+ Autonomy 
Support*

- Relatedness 
frustration*

Score = 13/20

Test B
20 high quality items

Score = 13/20

B C
Test A

20 low quality items

Score = 10/20

A
Study 2: Experimental
n = 387 Prolific psych 

students
73% women, M =  29yrs.

Pre-registered at 
AsPredicted

MIMIC Model & Linear Mixed 
Effects Models 



Daniels, L. M., Haynes, T. L., Stupnisky, R. H., Perry, R. P., Newall, N. E., & Pekrun, R. (2008). Individual differences in achievement goals: 
A longitudinal study of cognitive, emotional, and achievement outcomes. Contemporary Educational Psychology, 33(4), 584-608.

Multi-method 
case study 

1 instructor qualitative 
2 sections of a course

Cohort A = 23
Cohort B = 42

Classroom Study



Daniels, L. M., Haynes, T. L., Stupnisky, R. H., Perry, R. P., Newall, N. E., & Pekrun, R. (2008). Individual differences in achievement goals: 
A longitudinal study of cognitive, emotional, and achievement outcomes. Contemporary Educational Psychology, 33(4), 584-608.

Classroom Study

Multi-method 
case study 

1 instructor qualitative 
2 sections of a course

Cohort A = 23
Cohort B = 42



What it means: Taking in work from students 
when it will be graded. 

Perspective & autonomy: Students’ lives are busy 
and it is over controlling to assume they should 

finish by midnight. 

Competence & care: Students have as much 
time as possible to do their work before 

instructors start doing their work.

Feedback: Reduces turn around time

Logistics: Decide when work will be graded and 
us that as the start for when work comes in.

Grading Dates



Daniels, L. M., Haynes, T. L., Stupnisky, R. H., Perry, R. P., Newall, N. E., & Pekrun, R. (2008). Individual differences in achievement goals: 
A longitudinal study of cognitive, emotional, and achievement outcomes. Contemporary Educational Psychology, 33(4), 584-608.

Student Wellbeing

* *

* * * *

* *



Daniels, L. M., Haynes, T. L., Stupnisky, R. H., Perry, R. P., Newall, N. E., & Pekrun, R. (2008). Individual differences in achievement goals: 
A longitudinal study of cognitive, emotional, and achievement outcomes. Contemporary Educational Psychology, 33(4), 584-608.

Instructor Wellbeing



Next Steps
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descr ipt ive
EXPERIMENTAL

COLLABORATION

l o n g i t u d i na l
qualitative

SURVEY RE-REGISTRATIONP



take students 

perspectives

consider 
student 
interests

provide 

explanatory 
rationales

display 
patience

rely on 
invitational 
language

acknowledge 
negative 
feelings

prioritize your 

own 
perspective

focus on what 
has to be 

done

expect blind 

compliance

rush students' 
learning

rely on 
controlling 
language

disparage 
negative 

feelings



take students 

perspectives

consider 
student 
interests

provide 

explanatory 
rationales

display 
patience

rely on 
invitational 
language

acknowledge 
negative 
feelings



lia.daniels@ualberta.ca   https://sites.google.com/ualberta.ca/acme

Thank you!

This presentation included icons from The Noun Project and images from Storyset. 


