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Emotions are an important factor influencing teaching behavior and teaching 
quality. Previous studies have primarily focused on teachers’ emotions in the 
classroom in general, rather than focusing on a specific aspect of teaching such 
as homework practice. Since emotions vary between situations, it can be assumed 
that teachers’ emotions also vary between the activities that teachers perform. In 
this study, we therefore focus on one specific teacher activity in our study, namely 
homework practice. We explore teachers’ emotions in homework practice and 
their antecedents. Methodologically, semi-structured interviews were conducted 
with 23 Swiss secondary school teachers teaching German and analysed using 
structuring qualitative content analysis. The results show that teachers experience 
a variety of positive and negative emotions related to homework practice, with 
positive emotions predominating. According to the teachers’ reflections, the 
antecedents of their emotions could be attributed to the context (e.g., conditions 
at home), teacher behavior and (inner) demands (e.g., perceived workload) and 
student behavior (e.g., learning progress). Implications for teacher education and 
training are discussed.
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1. Introduction

Schutz and Lanehart (2002) emphasized that “emotions are intimately involved in virtually 
every aspect of the teaching and learning process and, therefore, an understanding of the nature 
of emotions within the school context is essential” (p. 67). Since then, research on emotions in 
education has steadily increased and includes empirical studies on the emotions of students, 
teachers, as well as parents (e.g., Dettmers et al., 2011; DiStefano et al., 2020; Burić and Frenzel, 
2021). The results regarding the teacher uniformly show that they experience a variety of 
emotions while teaching (Hargreaves, 1998; Sutton and Wheatley, 2003; Mevarech and Maskit, 
2015), which have been identified as significant factors that influence teaching behavior, and 
consequently, teaching quality and student outcomes (Frenzel et al., 2009b; Hagenauer and 
Hascher, 2018; Frenzel et al., 2021). Moreover, recognizing, understanding, and expressing these 
emotions are crucial for teachers’ well-being (Hagenauer and Hascher, 2018; Dreer, 2021; 
Hascher and Waber, 2021).
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Previous studies have focused predominantly on teachers’ 
emotions during teaching as broadly defined (e.g., Chen, 2019), rather 
than on a specific facet of teaching practice. Such an approach is 
valuable because it generates insights into how teaching in general is 
experienced emotionally by teachers and how these emotions in turn 
affect students (Frenzel et al., 2021). However, research has shown that 
students’ emotions vary depending on the subject (Goetz et al., 2006, 
2010) or activity they are engaged in (e.g., emotions in learning, 
emotions during exams, emotions during homework etc.; Pekrun 
et al., 2002; Goetz et al., 2012). The same can be assumed for teachers. 
The effect of context and situation on emotions is increasingly coming 
to the fore of academic research (for example, Pekrun and Marsh, 
2022). In our study, we therefore zoom even more precisely into the 
different activities or tasks a teacher is required to perform to examine 
their emotional experience more closely in connection with a very 
specific activity: namely, homework practice. In this study, homework 
practice means teachers’ various actions related to homework. It 
includes planning, assigning, but also checking, giving feedback or 
integrating homework into the lesson.

We have chosen to focus on the activity of homework practice as 
homework in schools has been a topic of controversial discussion for 
decades, especially with regard to its effectiveness and quality (Baş 
et  al., 2017; Fan et  al., 2017). Homework practice has now been 
brought even more into focus by the COVID-19 pandemic, as 
homework also promotes core student skills, such as self-regulated 
learning (Pelikan et al., 2021). It can be assumed that teachers who 
experience homework practice positively and implement it with 
motivation also achieve a higher quality of the homework. Previous 
research clearly points to the association between teachers’ emotions 
and teaching quality (e.g., Becker et al., 2015). Even though emotions 
are considered relevant as part of teachers’ professional competence 
(Frenzel et al., 2021), there is currently a lack of empirical evidence on 
which emotions teachers experience in homework practice and what 
triggers them. This is the focus of the present study. Based on an 
exploratory approach, arising from the limited empirical findings on 
this topic to date, we examine which emotions teachers experience in 
relation to homework practice and their antecedents. We  adopt 
Cooper’s (1989) definition of homework as a task that a teacher gives 
to students to complete out of school. However, the homework process 
we  are interested in as an emotion-triggering source of teachers’ 
emotions should be  thought of more broadly and ranges from 
planning homework to assigning and correcting it and giving 
feedback. Therefore, it is not only about activities that the teacher does 
for themselves (e.g., planning homework), but also about the teacher–
student interactions that occur in the course of the homework process, 
for example, when teachers give feedback to students or discuss 
homework together in class.

2. Teachers’ emotions

2.1. Definition of emotions and teachers’ 
emotions

Emotions are multidimensional constructs that consist of (1) 
affective, (2) physiological, (3) cognitive, (4) expressive, and (5) 
motivational components (Kleinginna and Kleinginna, 1981; Scherer, 
2005; Shuman and Scherer, 2014). Emotions have what Frenzel et al. 

(2015) call a “felt core”— the tangible experience of feeling (p. 202). 
When people experience emotions, the body often reacts as well. For 
example, the experience of fear can result in an increased heart rate or 
a change in breathing rate or pattern (Frenzel et al., 2015, p. 202). 
Emotional experiences also impact thoughts, such as when fear leads 
to thoughts about consequences. Emotions can be perceived by the 
outside world through the expressive component. For example, fear 
can be expressed verbally or non-verbally, such as through a worried 
face. Finally, the motivational component ensures that appropriate 
action is taken. Fear often leads to avoidance behavior.

According to Pekrun and Linnenbrink-Garcia (2012, p. 261; see 
also Pekrun et al., 2023), emotions can be described and differentiated 
according to their valence and activation. In terms of valence, a 
distinction can be made between positive (e.g., joy) and negative (e.g., 
anger). Valence in this context is related to the subjective experience 
of the teacher. Positive emotions are classified as those that are 
experienced as pleasant by the teacher, whereas negative emotions are 
defined as those experienced as unpleasant. Both negative and positive 
emotions can be functional or dysfunctional (for a critical discussion 
see An et al., 2017). In addition, there are physiologically activating or 
deactivating states. Excitement is activating, whereas relaxation is 
usually deactivating. These two aspects are crucial for understanding 
the actions that arise from emotions, as in the case of teachers who 
experience emotions in the classroom and act accordingly.

Teachers’ emotions have increasingly become objects of study in 
recent years. Frenzel (2014) proposed a reciprocal model of the causes 
and effects of teachers’ emotions when teaching in class. It illustrates 
how teachers’ emotions are triggered and influenced by and affect the 
teaching process. The basic assumptions of the model are based on an 
appraisal-theoretical understanding of emotions (Ellsworth and 
Scherer, 2003). Appraisal theory explains why the same external 
experience may not lead to the same emotional responses in all 
individuals; it is not the experience itself that evokes the emotion, but 
the subjective appraisal made by the individual (Sutton and Wheatley, 
2003). For teachers, this appraisal is based on four aspects of teacher 
goals: (1) cognitive, (2) motivational, (3) social, and (4) relational 
(Frenzel et al., 2009b; Frenzel, 2014). Based on their perceptions of 
learners’ behavior on these four dimensions, teachers assess whether 
they have achieved or will achieve these goals. The outcome of this 
assessment process determines the teachers’ emotional response. For 
example, if a teacher perceives students’ engagement as high, it is likely 
that the teacher will experience positive emotions (e.g., enjoyment) as 
the students’ behavior is interpreted as goal conducive. These emotions 
then influence the teacher’s classroom behavior (i.e., cognitive 
activation, classroom management, social support). For example, 
teachers who experience positive emotions can build trusting 
relationships with their students. These instructional behavior factors 
affect students’ achievement, motivation, behavior in class, and 
relationship with the teacher. Thus, student and teacher behavior in 
the classroom is both the cause and effect of the teacher’s emotional 
experiences. This reciprocal relationship between teacher and student 
emotions has been empirically confirmed in a variety of studies 
(Frenzel et al., 2009a,b; Becker et al., 2014; Keller and Lazarides, 2021). 
It is expected that students’ homework behavior on the different 
dimensions is related to teachers’ homework-related emotions as well. 
It seems plausible, for example, that students who are committed to 
doing their homework trigger positive emotions in teachers because 
teachers then feel confirmed in their effectiveness and consider their 
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goals to have been achieved. However, there are no specific empirical 
findings for homework practice so far.

2.2. Antecedents of teachers’ emotions—
empirical findings

Teachers experience emotions for a variety of reasons related to 
achieving or not achieving their goals (Sutton and Wheatley, 2003; 
Sutton, 2007; Frenzel, 2014). They experience joy in the classroom 
when students are motivated (Becker et al., 2015; Burić and Frenzel, 
2021), engaged (Prawatt et al., 1983; Epstein and van Voorhis, 2012; 
Hagenauer et al., 2015; Chang, 2020), interested (Frenzel et al., 2008), 
disciplined (Hagenauer et al., 2015; Frenzel et al., 2020) or simply 
happy (Chang, 2020; Keller and Lazarides, 2021). According to Frenzel 
et al. (2008) and Keller and Lazarides (2021), joy is the emotion most 
commonly reported by teachers. When students are successful or 
interactive, teachers experience positive emotions (Sutton, 2005; Wu 
and Chen, 2018; Chang, 2020) regardless of the students’ abilities 
(Prawatt et al., 1983). In addition, they feel pride when a student with 
low abilities suddenly begins to try very hard (Prawatt et al., 1983).

However, student engagement and discipline are also significant 
predictors of negative emotions such as anxiety, anger, and frustration 
(Prawatt et al., 1983; Georgiou et al., 2002; Sutton and Wheatley, 2003; 
Sutton, 2005; Becker et al., 2014; Hagenauer et al., 2015; Frenzel et al., 
2020). Anger is mainly evoked when students misbehave, do not 
participate, or are inattentive or unmotivated (Sutton, 2007; 
Hagenauer et al., 2015). It also arises when teachers attribute students’ 
academic failures to inadequate effort (Reyna and Weiner, 2001). The 
level of discipline has a significantly negative correlation with fear 
(Frenzel et al., 2008). Surprise occurs when low-ability students who 
make little effort nevertheless succeed or high-ability students who 
exert a lot of effort fail (Prawatt et al., 1983).

The relationships between students and teachers are also 
associated with emotions. When teachers feel connected to their 
students, they experience joy. If these relationships cannot 
be established, anger and anxiety are more likely to arise (Hagenauer 
et al., 2015). In addition, social relations outside the classroom—such 
as those with colleagues or parents—can also lead to emotional 
responses (Sutton and Wheatley, 2003; Sutton, 2005; Wu and Chen, 
2018). Teachers feel pleasant emotions when they succeed in working 
with their colleagues, receive support from school leaders, or 
experience recognition from parents (Chen, 2019). In contrast, 
unpleasant emotions can result if they experience competition with 
their colleagues, receive little support from the administration, or 
interact with uncooperative parents (Sutton, 2005; Chen, 2019).

In conclusion, the main sources which trigger teachers’ emotions 
proposed in the model on teachers’ emotions (Frenzel, 2014) have 
been confirmed empirically by various studies in different countries. 
However, it remains an open question whether these particular 
sources are also at the core of teachers’ emotions related to homework.

3. Homework

Homework has a long tradition worldwide and is a relevant 
practice in many schools. As already outlined in the introduction, it is 

defined as assignments given by a teacher for students to complete 
outside of school (Cooper, 1989).

To date, much of the research on homework has focused on its 
didactic–methodological function (e.g., Fernández-Alonso et al., 
2019). For example, researchers have investigated whether the 
additional learning time gained through homework impacts student 
performance (e.g., Rosário et al., 2018). In addition, research has 
analysed whether homework supports self-regulated learning by 
helping students acquire learning strategies (Trautwein and Lüdtke, 
2008). Another aspect that has been considered is whether 
homework functions as an equalizer or reinforces inequality 
because students have different degrees of support at home 
(Dettmers et al., 2019). Additionally, researchers have investigated 
the influence of homework on the development of students’ interest 
(Trautwein et al., 2001).

Although the aforementioned research has produced different 
findings, it is the consensus that doing homework alone does not 
necessarily provide benefits, but that the quality of homework is 
decisive in determining whether students benefit from it (Trautwein 
et al., 2001, 2002; Flunger et al., 2015; Rodríguez et al., 2019). Previous 
studies have shown that quality homework can positively influence the 
learner’s behavior and achievement (Trautwein et  al., 2002, 2006; 
Trautwein and Lüdtke, 2007, 2009; Dettmers et al., 2010; Rosário et al., 
2018). Moreover, a student’s motivation to complete homework is 
positively related to its perceived quality (Trautwein et  al., 2006; 
Trautwein and Lüdtke, 2007; Rosário et al., 2018; Xu et al., 2021; Xu, 
2022). For example, Rosário et al. (2018) found that when students 
perceive their homework to be high quality, they try harder, complete 
homework more often, perform better on assignments, and get higher 
grades in mathematics. However, the topic of homework is still 
controversial and opinions about the sense or even meaninglessness 
of homework are diverse (Cooper et al., 2006; Fan et al., 2017). Due to 
these controversies, the topic can also be considered “emotional,” be it 
that homework often leads to conflicts between students and their 
parents (Forsberg, 2007; Dumont et al., 2012) or that homework can 
also trigger emotions in the teacher–student interaction, for example, 
when students do not complete their homework (see Hagenauer et al., 
2015 for teacher-student interaction).

Studies on students’ emotions during homework show that they 
are influenced by perceived homework quality and by parental 
homework support (Trautwein et al., 2009a,b; Dettmers et al., 2011). 
For example, negative emotions arise when perceived homework 
quality is low or parental homework help is perceived as controlling 
and can have a negative impact on homework effort and performance 
(Else-Quest et al., 2008; Trautwein et al., 2009a,b; Dettmers et al., 
2011). Trautwein et al. (2009b) also found that negative emotions are 
negatively related to homework effort and French performance. 
However, they were also able to show that performance can predict 
subsequent negative emotions in homework. Regarding the parents, 
it was found that the emotions of the parents (e.g., about a subject) 
influence their homework support, but also have an influence on the 
emotions of the students (Moè and Katz, 2018; DiStefano et al., 2020). 
Hence, while there are some studies on students’ emotions (Knollmann 
and Wild, 2007; Trautwein et al., 2009a; Dettmers et al., 2011) and 
parents’ emotions (Moè and Katz, 2018; DiStefano et  al., 2020), 
research on teachers’ emotions pertaining to homework practice 
is lacking.

https://doi.org/10.3389/feduc.2023.1239443
https://www.frontiersin.org/journals/education
https://www.frontiersin.org


Feiss et al. 10.3389/feduc.2023.1239443

Frontiers in Education 04 frontiersin.org

4. The present study

Many studies have investigated the emotions teachers experience 
while teaching (Sutton and Wheatley, 2003; Frenzel, 2014; Fried et al., 
2015; Frenzel et al., 2021). However, there has been little research to 
date that focuses on specific activities of teaching. The present study 
focuses on the homework process. Based on Frenzel’s (2014) model, 
it can be assumed that the quality of homework is influenced by the 
teachers’ emotions. For example, positive emotions, such as joy 
triggered by students who are highly engaged in homework, may 
cause teachers to put in the effort to assign differentiated homework. 
This is likely to further enhance the students’ motivation and 
engagement. Thus, perceived student engagement and motivation may 
function as a significant cause of a teacher’s emotions related to 
homework. So far, however, there is no empirical evidence on the 
antecedents of teachers’ emotions and experienced teachers’ emotions 
themselves in the homework process.

To this end, in the present study we explored the following main 
research questions:

 (1) Which emotions do teachers experience related to German 
language homework (the language of instruction and the 
students’ native language), and (2) what are their antecedents?

This zooming in on a specific activity of teachers is timely, as the 
high context specificity of emotions and consequently the variations 
of emotions between contexts and situations are increasingly seen as 
being relevant for empirical research in the field. While there is 
already a great deal of empirical evidence on teachers’ emotions while 
teaching in general and their relations to students (e.g., Frenzel et al., 
2021), our study extends previous research efforts by taking a closer 
look at a specific activity of teachers – homework practice and its 
emotional potential for teachers—and thereby also taking the context 
specificity of teachers’ emotions into account.

5. Method

5.1. Participants

A total of 23 secondary school teachers from the canton of Bern 
in Switzerland participated in this study. The conditions for 
participation were that they had been in the teaching profession for at 
least 3 years and taught German (which is the language of instruction 
and a primary subject in the area). The subject German was chosen as 
it is one of the main subjects in Swiss secondary schools. Homework 
and its control can be very time-consuming for teachers, as essays 
have to be corrected in addition to other forms of assignments. In 
addition, it was important for us that the teachers already had 
sufficient professional experience so that they could report from their 
broad experience.

We first contacted all secondary schools in the canton of Bern to 
recruit teachers who were willing to participate in interviews. There 
are five different school models in Bern, which differ in terms of 
permeability (see Figure 1). In Model 1, the students of the high-track 
secondary level (Sekundarschule) and the low-track secondary level 
(Realschule) are taught separately in different school buildings. In 
Model 2, the two tracks are taught separately but in the same school 
building (i.e., there are separate high-track and low-track classes in the 

same building). In Model 3a, students in the low- and high-track levels 
are taught separately in most subjects; however, in the main subjects 
(mathematics, German, French), they are grouped according to their 
ability levels. In Model 3b, core classes are mixed, while the three main 
subjects are taught in ability-level groups. In Model 4, all subjects are 
taught in mixed levels and classes are only differentiated internally.

Of the teachers interviewed, two teachers were from Model 1, 
three teachers were from Model 2, 12 teachers were from Model 3a, 
four teachers were from Model 3b, and two teachers were from Model 
4. This distribution accurately reflects the distribution of teachers 
among the different models in the canton of Bern. Model 3a is the 
most frequently implemented (see Table 1).

FIGURE 1

School models in the canton of Bern.
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Of the 23 teachers interviewed, 12 were female (52.2%) and 11 
were male (47.8%). One teacher was under 30 years old, 11 were 
between 30 and 40 years old, eight were between 41 and 50 years old 
and three were over 50 years old. The teachers also differed in terms of 
professional experience. Two had been in the teaching profession for 
less than 5 years, five for 5–10 years, seven for 11–15 years, six for 
16–20 years and three for over 20 years (see Table 1).

5.2. Interviews and procedure

As teachers’ emotions related to homework practices are relatively 
unexplored, a qualitative–explorative approach was chosen to answer 
the proposed research questions. In addition, a short questionnaire 
was used to collect demographic information and the teachers’ 
positive and negative affect related to homework practice.

5.2.1. Interviews
We conducted semi-structured interviews based on an interview 

guide that lasted between 28 and 69 min. The interview guide had 
been previously piloted with two teachers. These interviews showed 
that the questions were easy to understand but that the interviewees 
found it difficult to identify emotions on their own.

Consent to use the data was obtained from the participants. In 
addition, they were informed of their right to withdraw from the study 
at any time and were assured that their personal information and data 
would be  kept confidential. Interviews were conducted by the 
principal investigator in person or via Zoom (because of the 
COVID-19 pandemic). An informal conversational style was used to 
encourage respondents to speak openly about their experiences. They 
were also told that their experiences were important and that, 
therefore, there were no right or wrong answers; this was intended to 
ensure that they would proffer information as freely and openly 
as possible.

During the interviews, the teachers were asked to report on 
situations related to the homework process that had evoked emotions 
in them. They were asked to name the emotion and describe the 
situation that caused it (Main interview question: In which situations 
related to homework do you experience positive feelings? What kind of 
feeling? Can you  tell me more about it? In which situations do 
you experience negative feelings? What kind of feeling? Can you tell me 
more about it?). Based on the test interviews, during a second step, the 
teachers were presented with a list of specific emotions (which were 
also later addressed in the short questionnaire) and asked to read 
them. If they had experienced the emotion and had not yet mentioned 
it, they were asked to explain a situation that had triggered this 

emotion (Main interview question: You have now already reported on 
various emotions in the homework process. I will show you a selection 
of emotions now. Read through the emotions briefly. Perhaps you will 
notice that you have experienced one or two of them in connection with 
your homework practice. I would ask you to tell me a bit more about it).

5.2.2. Teachers’ positive and negative affect
After the interviews, the teachers filled out a short questionnaire 

which consisted of demographic information and the positive and 
negative affect schedule (PANAS, Breyer and Bluemke, 2016; German 
version). The PANAS scales were applied to provide a preliminary 
quantifying description of the teachers’ emotions related to their 
homework practice in addition to the thick and contextualized 
descriptions resulting from the interviews. The teachers had to answer 
the following question in terms of different emotions (e.g., active): 
“When you  think about your previous homework practice, how do 
you feel about it in general?” The PANAS consists of ten positive and 
ten negative emotional states. Additional emotions that were 
considered relevant to homework were added: satisfied, disappointed, 
relaxed, frustrated, relieved, confident, hopeless, stressed, empathic, 
grateful, hopeful, bored, sad, pity, embarrassed, guilty conscience, 
disgusted, admiring, and envious (see Supplementary Table S1). The 
teachers assessed the intensity with which they felt each emotion using 
a 5-point Likert scale, ranging from 1 (not at all) to 5 (extremely).

5.3. Data analysis

The interviews were audiotaped and transcribed verbatim. Fuss 
and Karbach (2019) and Kuckartz (2010) identified obligatory and 
pre-defined transcription rules. All transcripts conformed to these 
rules. Personal information provided by the participants was 
anonymised in the transcripts. The interviews were analysed utilizing 
the software MAXQDA based on the qualitative content analysis 
structure defined by Mayring (2017). A coding frame was developed 
consisting of several main categories and subcategories that structured 
the material. First, the interview material was coded based on Frenzel’s 
(2014) teachers’ emotions model. They classified the students’ 
behavior on cognitive, motivational, and social levels as relevant 
antecedents of the teachers’ emotions. All other key categories and 
sub-categories pertaining to the triggers of the teachers’ emotions that 
were part of the coding frame emerged inductively from the material. 
In terms of specific emotions, the emotional states from the PANAS 
scales were used as deductive categories. Other emotions, such as 
feeling insecure, emerged from the interviews, so further inductive 
categories were formed during the coding process. These categories 

TABLE 1 Demographics of the participants.

Distribution: age Distribution: experience Distribution: school models

Age N Years N Model N Percentage

<30 1 <5 years 2 1 2 8%/7.6%

30–40 11 5–10 years 5 2 3 5.6%/7.6%

41–50 8 11–15 years 7 3a 12 56.5%/60.8%

>50 3 16–20 years 6 3b 4 24.9%/19.6%

>20 years 3 4 2 5%/4.4%

The percentages before the slash represent the distribution of the given school model.
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and the overall coding frame were discussed several times with a 
second researcher. The full coding frame is available from the 
researchers on request. Extensive extracts from the coding frame are 
depicted in the results section in Tables 2–4.

For the final coding frame, each category was described and 
assigned a representative anchor example. In relation to the research 
questions, the coding scheme included 21 categories of positive 
emotions and 27 categories of negative emotions. A total of 116 codes 
in the positive emotion categories and 133 codes in the negative 
emotion categories were developed. The coding scheme also included 
25 antecedents, 20 of which were divided into positive and negative. 
The exceptions were categories that were considered to be positive or 
negative per se (e.g., lies/excuses). There were 373 codes in the 
antecedent categories.

To ensure intercoder reliability, a second independent researcher 
who was not involved in the research project but who has expertise in 
the field coded a randomly selected interview using the final coding 
scheme. The codes were discussed with the second researcher. After a 
consensus was reached, the independent researcher coded four more 
randomly selected interviews. These were used to calculate intercoder 
reliability via the corrected Cohen’s Kappa coefficient, as suggested by 
Brennan and Prediger (1981). The intercoder reliability as a measure 
of the coding consistency was good, suggesting consistency in the 
coding process (κ = 0.78; Landis and Koch, 1977).

6. Results

In the following sections, the results of the study are reported. 
First, the emotions reported in the short questionnaire are presented, 
which is followed by the antecedents and associated emotions reported 
in the interviews. We will describe the dimensions/categories in detail 
and complement this description with frequencies (i.e., How many 
teachers mentioned each category). This procedure—the combination 
of detailed description and the indication of frequencies—is a 
common strategy for presenting results when using qualitative content 
analysis (Schreier, 2012).

6.1. Which emotions do teachers 
experience in relation to their homework 
practice?

Findings from the PANAS scales revealed that the teachers 
experienced a variety of positive and negative emotions related to 
homework. Positive emotions dominated over negative emotions 
(Mpositive emotions = 2.69; Mnegative emotions = 1.40) (see Figure  2 and 
Supplementary Table S1).

To cross-validate these findings, the teachers were also asked in 
the interviews whether positive or negative emotions dominate from 
their perspective. In line with the quantitative findings, most of the 
teachers interviewed (n = 15) claimed that positive emotions were 
dominant. When prompted to elaborate, they clarified that they have 
a positive attitude toward homework and strive to implement high-
quality homework practices. In addition, they reported that they do 
not receive negative feedback from students or parents on their 
homework practices, suggesting that they are satisfied. In contrast, 
negative emotions dominated among some teachers (n = 6). They 

argued that homework has the potential to cause negative outcomes 
such as conflicts with parents, stress, or students feeling overloaded. 
Finally, two teachers were unsure whether positive or negative 
emotions dominate, reflecting an ambivalent attitude 
toward homework.

Looking at the distinct emotions in detail, the teachers mentioned 
a high variation of positive and negative emotions that are triggered 
by their homework practice. Specifically, for the positive emotions, 
they reported feeling hopeful, excited, relieved, empathic, admiration, 
confident, determined, interested, enthusiastic, inspired, satisfied, 
proud, fulfilling, and relaxed. In terms of negative emotions, they 
reported feeling stressed, pity, sad, ineffective, overwhelmed, 
frustrated, guilty, including having a guilty conscience, ashamed, 
upset, insecure, disappointed, annoyed, scared, irritable, helpless, 
perplexed, hopeless, inadequate, and bored. In the following section, 
these distinct emotions are related to their antecedents.

6.2. What are the antecedents of teachers’ 
emotions related to their homework 
practice?

Based on the interview findings, triggers of teachers’ emotions 
were identified and grouped into three categories: context (Section 
6.2.1), teacher behavior and (inner) demands (Section 6.2.2), and 
student behavior (Section 6.2.3).

6.2.1. Context
Various contextual factors that trigger emotional responses were 

mentioned (see Table 2). They related to the school environment, the 
students’ home environments, or the teacher’s own socialization 
experiences (i.e., their prior experiences with homework).

With regard to the school environment, the teachers reported 
that they feel relieved that they have access to digital tools. 
Emotions were also evoked in teachers because they have an/no 
obligation or the/no possibility of assigning homework. One teacher 
stated that she is relieved to have the opportunity to assign 
homework occasionally as this allows her to cover content for 
which there is too little time in class. Another teacher reported 
stress because he would like to assign more homework but does 
not have the opportunity because the students would 
be overwhelmed.

The teachers seldom mentioned factors related to the students’ 
home environments in the interviews. However, on some occasions, 
these conditions did evoke emotions. More concretely, some teachers 
reported that they feel empathy or pity when students do not have a 
suitable place at home to work and concentrate. In addition, conflicts 
between parents and students caused by homework evoked negative 
emotions in teachers. Regarding positive emotions, the teachers 
claimed to feel admiration when underachieving students or those 
who receive little support at home nevertheless work hard to complete 
their homework.

Finally, the teachers’ own socialization evoked emotions in them. 
One teacher said he felt sorry for the students because he did not like 
doing homework himself. In contrast, two teachers reported that they 
had enjoyed doing homework in their own school years, one 
particularly emphasizing the subject German because he  was 
especially good at it.
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TABLE 2 Antecedents of teachers’ emotions related to context.

Antecedents Description Anchor example Positive emotions Negative emotions

School environment

Digital tools Teachers report that the emotion 

they experience is triggered by 

digital tools

Yes, I think it is much easier 

for me to publish the 

homework on the website 

(03, pos. 46)

Relieved (n = 4)

(No) obligation to assign 

homework

The teachers report that the 

emotion they experience is 

triggered by the (non-existent) 

obligation to give homework

[…] above all, that it does 

not (.) have to (.) be. At the 

moment, that is- I think that 

is the positive thing. (I: Some 

discharge perhaps?) Yes. (07, 

pos. 44)

Relieved (n = 1) Negative emotions (n = 1)

Possibility to assign homework The teachers report that the 

emotion they experience is 

triggered by the (non-existent) 

possibility of giving homework

Yes, but for me, it is 

sometimes also (.) relieving 

to be able to give something, 

because I simply notice that 

I cannot give any more time, 

but they still need time, and 

then to simply break off or 

leave something half-

finished I also find – yes, that 

is somehow not satisfying for 

anyone. (16, pos. 52)

Relieved (n = 1) Stressed (n = 2)

Home environment of students

Conflict The teachers report that the 

emotion experienced is triggered 

by conflicts or quarrels at 

students’ homes

And above all, they are in 

their teens, and then they do 

not want to do homework 

anyway, and otherwise they 

already have arguments with 

their parents. […] I think the 

parents also work, some of 

them work 100% and have 

four children and then they 

have to check with everyone 

whether they have done their 

homework. (15, pos. 34)

Negative emotions (n = 4)

Conditions at home The teachers report that the 

emotion they experience is 

triggered by the conditions in the 

students’ homes

I had a student who really- 

she did not do it extra, she 

just always forgot everything, 

was very clumsy and (.) and 

just did not manage to 

organize herself, but she also 

lacked the structures at 

home and then I also felt like 

– like pity. (15, pos. 48)

Empathic, admiration (n = 5) Pity, sadness (n = 5)

Teachers’ own socialization experiences

School experience The teachers report that the 

emotion they experience is 

triggered by their own school 

experience

Yes, I did not like doing 

homework very much either. 

(.) And I did not like to 

study, and I was actually a 

very minimalist pupil (.) 

And that’s why I always feel a 

bit of pity (05, pos. 48)

Positive emotions (n = 2) Pity (n = 2)
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6.2.2. Teacher behavior and (inner) demands
Different aspects of the teacher’s own behavior and (inner) 

demands triggered emotional responses (see Table 3). For one teacher, 

her demands and idealism led to a guilty conscience and a feeling of 
being ineffective and powerless. Several teachers reported feeling 
frustrated or stressed when the workload (e.g., correcting or 

TABLE 3 Antecedents of teachers’ emotions related to teachers’ behavior and (inner) demands.

Antecedent Description Anchor example Positive emotions Negative emotions

Demands Teachers report that the emotion 

they experience is triggered by 

their own demands

And (.) I’m an incredible – 

well, I’m really an idealist. (13, 

pos. 40)

Guilty conscience, ineffective, 

overwhelmed (n = 2)

Perceived workload Teachers report that the emotion 

they experience is triggered by 

the perceived workload related to 

homework

[…] or afterwards you almost 

invested more time to even 

check if it had been done, and 

those have been rather 

negative emotions (02, pos. 

70)

Positive emotions (n = 1) Frustrated, stressed (n = 8)

Amount of homework Teachers report that the emotion 

they experience is triggered by 

the amount of homework

I also feel that we are making 

progress in German. And as 

I said not everything has to 

be outsourced to homework, 

but the part that I have to 

outsource is doable for 

everyone (22, pos. 70)

Relieved, confident (n = 2) Guilty, ashamed, pity, guilty 

conscience, frustrated (n = 12)

Feedback on homework Teachers report that the emotion 

experienced is triggered by the 

feedback they give on homework

Yes, a guilty conscience 

sounds a bit – hard (laughs) 

but if you then at some point 

really give feedback it’s not 

quite so cloudy (06, pos. 56)

Positive emotions (n = 1) Guilty conscience (n = 1)

Perceived quality of homework Teachers report that the emotion 

they experience is triggered by 

what they perceive as (high/low) 

quality homework

Hopeful, that certainly also 

happens, even if you – if 

you have the feeling that this 

is a cool assignment, that 

– that leads to something- 

something good (11, pos. 64)

Hopeful, excited (n = 4) Guilty conscience, upset 

(n = 4)

Further development inspired by 

students

Teachers report that the emotion 

they experience is triggered by 

the further development of the 

students’ impulses

And what – what often 

happens to me is that when – 

when I later or (.) there are 

students, who do something 

that inspires me (.) to 

somehow new assignments 

where I then see, “Oh, I could 

do that.” Or they – they go in 

a direction that I have not 

even thought about yet. But 

I think: “But (.) it’s actually 

really cool, you could continue 

with it.” (08, pos. 52)

Positive emotions (n = 1)

Perceived meaningfulness of 

homework

Teachers report that the emotion 

experienced is triggered by the 

perceived meaningfulness of 

homework

[…] and actually determined, 

because I know that when 

I give homework, it has a 

purpose and a sense for me 

(04, pos. 50)

Determined, interested (n = 5) Guilty, guilty conscience, 

insecure (n = 8)

Perceived integrating homework 

into the lesson

Teachers report that the emotion 

they experience is triggered by 

the (lack of) integration into the 

lessons

Yes, as soon as – I think 

positive feelings are triggered 

as soon as it goes on with it 

[the homework] afterwards. 

(02, pos. 62)

Interested, excited, 

enthusiastic, inspired (n = 8)

Guilty (n = 3)
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TABLE 4 Antecedents of teachers’ emotions related to student behavior.

Antecedents Description Anchor example Positive emotions Negative emotions

Cognitive goals

Learning progress The teachers report that the 

emotion is triggered by the (lack 

of) progress among students

For example, when they ask 

questions. When I notice they have 

really dealt with it. They could not 

solve something and ask. And then, 

of course, the learning effect is 

huge. […] that’s a good feeling (21, 

pos. 44)

Excited, satisfied, 

enthusiastic, proud, 

relieved (n = 19)

Frustrated, disappointed, 

upset, guilty conscience 

(n = 5)

Learning outcome Teachers report that the emotion 

is triggered by the learning 

outcomes of students

Yes (.) The positive feeling is 

actually always- is always a kind of 

satisfaction when there- when 

there is a result that – that is 

satisfactory (05, pos. 40)

Excited, enthusiastic, 

admiration, proud, 

satisfied, interested 

(n = 33)

Disappointed, upset (n = 11)

Repeated errors/repeated 

instructions

Teachers report that the emotion 

is triggered by students making 

repetitive mistakes or having to 

repeat instructions

Often when it’s homework that I do 

not give in writing, but orally. And 

then I say it twice, and I know it’s 

oral, and often it’s like that, orally it 

does not catch the ear right away. 

Nevertheless, I write it down again. 

But I still only tell them orally (.) 

then I realize, actually it’s a bit of 

frustration on my part, because 

I actually know that obviously 

sometimes it does not work when 

I give it to them orally (20, pos. 36)

Annoyed, frustrated, upset 

(n = 6)

Motivational goals

Initiative/interest/ambition Teachers report that the emotion 

is triggered by the students’ 

initiative, interest, or ambition in 

doing homework

That it satisfies me and even excites 

me when I notice that they are 

really interested (11, pos. 64)

Satisfied, fulfilling, 

excited, hopeful, confident 

(n = 20)

Guilty conscience, frustrated 

(n = 3)

Engagement Teachers report that the emotion 

is triggered by the students’ 

engagement in homework

Upset, sometimes a little bit. Yes, 

when certain things were not done 

(.) seriously enough. (12, pos. 55)

Excited, enthusiastic, 

satisfied, fulfilling, 

admiration, proud, 

hopeful, confident (n = 20)

Disappointed, upset (n = 8)

Emotions of the students The teachers report that the 

emotion is triggered by the 

students’ emotions about 

homework

And then I find it a good 

homework assignment, because it 

triggers so many emotions, yes. (.) 

And I feel them in the children (14, 

pos. 42)

Excited, enthusiastic 

(n = 6)

Upset, guilty conscience 

(n = 4)

Social goals

Homework (not) handed in Teachers report that the 

emotions are triggered by 

students (not) handing in the 

homework

Disappointment when someone 

does not do something. (04, pos. 

50)

Empathic, excited, 

confident, satisfied (n = 8)

Upset, stressed, frustrated, 

disappointed, irritable, 

helpless, perplexed, hopeless, 

insecure, inadequate, bored 

(n = 34)

Cheating/copying Teachers report that the 

emotions are triggered by 

students cheating on or copying 

their homework

Yes, and maybe you can also take it 

in in a relaxed way, […] you know 

that they cheat […] and that 

you can then say: “I do not take it 

personally, it’s not against me” (06, 

pos. 73)

Relaxed (n = 2) Negative emotions (n = 2)

(Continued)
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preparation) is too high. Only one teacher experienced positive 
emotions, as she avoided giving homework to keep her workload low:

“I am  really a bit wary of giving homework that gives me 
personally a lot of work.” (11, pos. 50)

The amount of homework assigned by the teachers evoked various 
emotions. First, the teachers reported feeling relieved when they do 
not have to assign a lot of homework to students—for example, when 
the students work productively in class, or when additional homework 
is unnecessary as the learning objectives have already been reached. 
Second, some of the teachers reported feeling guilty, ashamed, or pity 
when they assign homework to students who already have assignments 
from other teachers or have to study for tests.

The teachers reported experiencing positive emotions when the 
assigned work is completed well and thus, they can give positive 
feedback. However, negative emotions such as a guilty conscience can 
arise if they have to give negative feedback.

The teachers further reported that they are hopeful, excited, and 
enthusiastic when they assign homework that is perceived as high 
quality and which they have planned thoroughly. On the contrary, 
they mentioned experiencing a guilty conscience when they realize 
that they have put in little effort and/or time to prepare the homework. 
One teacher reported that she is often inspired by students to create 
new assignments.

Insecurities can arise during planning if the meaningfulness of 
homework is questioned. Teachers who doubt this frequently 
reported feelings of guilt. However, when they give homework 
that they believe is meaningful, they feel determined and 
interested. When teachers succeed in integrating homework into 
the lesson and it leads to discussions, they experience positive 
emotions such as interest, joy, enthusiasm, or inspiration. In 
contrast, they reported feeling guilty when they do not integrate 
homework into the lesson.

“It has also happened that you have done something […] and then 
you have not reacted at all, so that was – that was not sensible. 
Then you are really (.) guilty.” (06, pos. 75)

6.2.3. Student behavior
The students’ homework-related behavior triggered the broadest 

range of emotions in the teachers, defined in terms of the cognitive, 
motivational, and socio-emotional goals described in the Frenzel 
(2014) model (see Table 4). The teachers did not describe student 
behavior related to relational goals.

TABLE 4 (Continued)

Antecedents Description Anchor example Positive emotions Negative emotions

Lies/excuses Teachers report that the 

emotions are triggered by 

students lying or making excuses 

about homework

It was just the mother there – and 

then she also found: “No, she did 

not write that” and so, and I found 

(.) if you are going to cheat, then do 

it a bit more cleverly. So it’s clear 

that he did not write that. So that 

– that’s what I find or, I have a bad 

feeling. (08, pos. 46)

Insecure, upset (n = 7)

Taking responsibility Teachers report that the 

emotions are triggered by the 

students (not) taking 

responsibility for their 

homework

Homework (.) has always been a bit 

connected with emotions, […] then 

you give them responsibility that 

they do something at home (.) and 

if they do it then it’s positive, if they 

do not, it’s negative. (21, pos. 54)

Relaxed, satisfied, excited 

(n = 11)

Pity, frustrated (n = 5)

Feedback from the students Teachers report that the 

emotions are triggered by their 

students’ feedback

But it’s easy as soon as you get into 

an exchange and you get positive 

feedback: “Mr B02 that was fun and 

that was a pleasure and it was, ah 

that was something different than 

just working alone.” (02, pos. 62)

Positive emotions (n = 2) Frustrated, irritable (n = 2)

FIGURE 2

Mean values of positive and negative teacher emotions in relation to 
the homework practice (1  =  low occurrence; 5  =  high occurrence).
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Cognitive goals were closely linked to learning progress and 
perceived success. Homework that does not lead to improved learning 
performance is likely to cause frustration, disappointment, and anger. 
One teacher reported experiencing a guilty conscience when 
particularly diligent students who complete their homework are still 
not successful. However, when learning goals are achieved, the 
teachers frequently reported feeling excited, enthusiastic, and satisfied. 
When students who have difficulties with the content succeed, 
teachers have indicated that they are enthusiastic, proud, and relieved.

In addition to the learning process and progress, the students’ 
learning outcomes (results/products) caused an array of emotions in 
the teachers. If the students do not meet the teachers’ expectations, 
disappointment or anger is likely to arise. The teachers reported 
being annoyed, frustrated, or upset when the students’ mistakes are 
repeated, or they have to repeat their instructions several times. 
However, more teachers reported positive emotions related to 
student outcomes, including joy, enthusiasm, admiration, pride, 
satisfaction, and interest.

As described in the model on teachers’ emotions (Frenzel, 2014), 
teachers also pursue motivational goals during instruction, which 
becomes salient in relation to homework practice. The teachers 
frequently mentioned that the students’ initiative, interest, and 
ambition trigger positive emotions in them. For example, the teachers 
reported that they feel satisfaction, fulfillment, or joy when students 
voluntarily engage in school-related tasks at home or show interest in 
the content that has been discussed at school. However, if the students 
lack motivation, frustration can occur.

The teachers also reported feeling disappointed and upset as a 
result of a lack of student engagement. Conversely, high student 
engagement goes hand in hand with joy, enthusiasm, satisfaction, 
fulfillment, admiration, and pride. One teacher reported that he feels 
hopeful and confident when he notices that a formerly disinterested 
student suddenly develops motivation and engagement.

In addition, the teachers revealed that their emotions are strongly 
related to those of their students, suggesting emotion transmission 
effects. Teachers indicated they feel guilty when students’ emotions 
about homework are negative. One teacher reported that he sometimes 
gets upset with himself when he  overloads his students with 
homework. Positive emotions among students corresponded with 
emotions such as joy or enthusiasm in teachers.

Finally, teachers reported that they experience emotions related 
to the students’ achievement of social goals. Students are responsible 
for fulfilling their role as learners by behaving in a socially appropriate 
manner and in accordance with the norms and standards of their 
respective learning environment.

Most of the teachers’ negative emotions were triggered by 
homework that is not handed in by students. Teachers reported feeling 
anger and stress because they cannot progress in class. They feel 
frustrated, disappointed, upset, irritable, perplexed, helpless, and even 
hopeless when the same students repeatedly fail to complete 
homework. In addition, some teachers confessed to feeling insecure 
and incompetent because, from their perspective, they have failed to 
establish a positive homework culture.

“Yes, being hopeless is sometimes a bit difficult, but when there 
are really students who don't succeed in this subject or in that 
subject and maybe not even in German, then maybe sometimes 
the question is: How could we tackle this now?” (03, pos. 58)

One teacher reported that he feels empathic when a student does 
not do homework due to a difficult situation at home; he then works 
with the pupil to seek a solution. Another teacher reported that she 
feels bored when the same situation occurs repeatedly. Unfinished 
homework can lead to conflicts at school between teachers and 
students, which cause negative feelings.

Two closely related phenomena are cheating on or copying 
homework, which is interpreted as a failure to meet social goals. The 
same is true of students who lie or make excuses, which also evoke 
negative emotions among teachers. The particular emotion that is 
triggered depends on who is considered responsible for the behavior. 
When teachers are blamed, they are likely to feel insecure; however, 
when teachers do not attribute the behavior to themselves but regard 
the students as responsible, they experience anger (directed toward 
the students).

Homework completion evokes positive emotions in teachers 
because it demonstrates that students are meeting social goals. 
Teachers reported being happy when homework is done, although 
experiences differed. One teacher reported that she feels confident that 
when students do not do their homework, it is usually for a good 
reason and not due to a general rejection of homework.

Similarly, when students take responsibility and succeed in 
organizing themselves, teachers mentioned feeling relaxed, satisfied, 
and excited. In contrast, the teachers reported that they feel pity and 
frustration when the students do not take responsibility and organize 
themselves to complete their homework.

Finally, feedback from students triggered emotions in teachers, 
with positive feedback leading to positive emotions and negative 
feedback leading to negative emotions, such as frustration in one 
teacher. One teacher reported that she can also be irritable when she 
receives negative feedback that is not justified.

To conclude and summarize the results related to our main 
research question, the teachers reported various positive and negative 
emotions and the factors that trigger them. These features are 
illustrated in a conceptual model of teachers’ emotions related to 
homework practices (see Figure 3).

7. Discussion

The overall aim of this study was to investigate the emotions 
triggered in teachers by homework-related issues. It was found that for 
the majority of teachers, positive emotions dominated negative 
emotions. A positive emotional pattern in teachers when teaching was 
also found in the majority of previous studies (Keller et al., 2014; 
Anttila et al., 2016). Nevertheless, when prompted to identify specific 
situations which triggered an emotional response, the teachers 
mentioned just as many negative situations as positive ones. Many 
different triggers of teachers’ emotions were mentioned and described, 
which were categorized according to contextual conditions, teachers’ 
behavior and (inner) demands, and students’ behavior.

In line with previous research and the theoretical model of 
teachers’ emotions (Frenzel, 2014), the present study underlines the 
importance of the students’ cognitive, motivational, and socio-
emotional behavior. More concretely, teachers reported that they 
experience joy when they perceive or experience students as 
motivated, engaged, interested, and disciplined (e.g., see also Chang, 
2020). In contrast, they explained that they feel frustration or anger 
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when students are not engaged or disciplined (e.g., see also Becker 
et al., 2015). It was also confirmed that teachers experience positive 
emotions when they observe students making progress (e.g., see also 
Wu and Chen, 2018). In line with Prawatt et al. (1983), this study 
found that teachers experience joy as a result of their students’ 
achievements and outcomes. Additionally, previous studies (Becker 
et  al., 2014; Frenzel et  al., 2021; Keller and Lazarides, 2021) have 
shown that the teachers’ emotions are related to those of the students—
identified as the emotion transfer effect, which was also reflected in 
the present study. Consistent with Chen (2019, 2020), this study 
further showed that negative emotions arise in teachers when students 
do not take responsibility for their learning; a central goal of self-
regulated learning environments, which gained additional attention 
during the COVID-19 pandemic when students had to cope with 
distance learning (Berger et al., 2021).

In addition to the many findings that align with prior research on 
teachers’ emotions and the factors that trigger them, the study also 
produced some unexpected results. First, the teachers did not report 
the emotions of anxiety. This may be due to the fact that inexperienced 
teachers were excluded from the study; previous studies have found 
that inexperienced teachers and student teachers experience more 
anxiety than experienced teachers (Sutton and Wheatley, 2003; Chang, 
2009). The results so far also indicate that anxiety is mainly experienced 
with regard to classroom management (for example, Oral, 2012 for 
student teachers). This is less relevant in the context of homework 
practice. However, it could have been assumed that teachers may 
be  anxious about correcting homework and giving feedback to 
students, because, for example, correcting essays is a rather complex 
task. However, this assumption was not confirmed in the present data. 
In this case, teaching experience could have played a moderating role.

FIGURE 3

Model of the antecedents of teachers’ emotions related to homework.
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Second, the students’ relational behavior was not stressed as an 
important factor influencing the teachers’ emotions. In this regard, the 
data collection method may have played a role. Previous studies have 
revealed that relational behavior is an important antecedent of 
teachers’ emotions when measured by a questionnaire, but it is 
stressed less often when teachers are asked directly about concrete, 
emotion-laden situations (e.g., Hagenauer and Hascher, 2018). 
Therefore, relational aspects may be less explicit than, for example, 
socio-emotional behaviors and thus, harder to explicitly describe and 
reflect on. However, recent research has shown the importance of 
teacher–student relationships in behavior and well-being (Roorda 
et al., 2011; Spilt et al., 2011). Consequently, the perception that high-
quality, goal-oriented homework is likely to affect the quality of 
teacher–student relationships (Wentzel, 2012; Wettstein and Raufelder, 
2021) should not be  ignored. Future research may use additional 
methods (e.g., intensive longitudinal methods such as diaries or 
experience sampling) to explore this link in depth (Goetz et al., 2016).

Third, concerning the factors that trigger emotions, the results 
show, in accordance with Frenzel’s model on teachers’ emotions 
(Frenzel, 2014) that the emotions related to homework practice are 
also triggered primarily by the behavior of the students. This implies 
that the model can also be  applied well to the specific area of a 
teachers’ responsibility, namely homework practice. Yet, the results 
also show that teacher-determined and contextual factors are 
responsible for teachers’ emotions as well. These findings underscore 
that teachers set high standards for their professional practices. 
Depending on their evaluation of whether they meet the standards 
(e.g., by assigning differentiated homework) or not (e.g., by assigning 
too much homework), they experience either positive or negative 
emotions. Thus, teachers evaluate their students’ behavior and 
critically evaluate their own professional behavior simultaneously. 
This finding supports the idea that the teaching profession demands 
high moral standards—both in general (De Ruyter and Kole, 2010) 
and in terms of homework practices—which leads to guilt among 
teachers who feel they do not meet them.

Furthermore, the findings also show that the wider context needs 
to be considered when discussing the emotional value of homework 
practices. This is reasonable, as contextual factors (e.g., the [lack of] 
support at home) influence whether teachers can achieve their goals. 
Previous research has repeatedly shown that how parents support 
their children is significantly related to homework behavior and 
student achievement (Pomerantz and Eaton, 2001; Moroni et  al., 
2015). However, school-level (e.g., a place to do homework at school) 
and system-level contextual factors (e.g., the number of lessons per 
week) also influence homework practices and ultimately affect 
teachers’ emotions.

7.1. Strengths, limitations, and future 
research

Based on an explorative approach, the present study has shown 
that teachers’ emotions can also be examined context-specifically for 
the teacher’s area of responsibility “homework practice.” Following the 
results, the model of teachers’ emotions (Frenzel, 2014), which 
specifies the antecedents of teachers’ emotions, can be transferred to 
teachers’ emotions related to homework practice, but additionally, it 
should be extended to include further antecedents at the teachers’ level 

and at the context level. Through the exploratory approach the 
diversity of teachers’ emotions in the homework process could 
be illustrated and the diverse antecedents of these emotions could 
be identified in depth.

Still, from an exploratory perspective, the study has some 
limitations as well. First, the findings represent the experiences of 
secondary teachers from the canton of Bern. By purposively 
selecting these cases, we have tried to obtain a selection that is as 
comprehensive as possible in terms of the school models existing in 
the canton of Bern. Nevertheless, further quantitative studies need 
to follow. These studies could test possible differences in the 
emotional experiences of teachers working in different school 
models. In our small-scale study, these group differences could not 
be reliably explored. In addition, further studies based on different 
samples in different contexts are needed, which would allow a 
generalization of the results beyond the Swiss (Bernese) context. If 
such quantitative studies are conducted, when developing 
measurement instruments, consideration should be given to 
mapping the diversity of the emotional experiences of teachers. 
Classical instruments, such as the Teacher Emotions Scales (TES; 
Frenzel et al., 2016) which were developed for teaching in general, 
may fall short when it comes to the specific context of homework 
practice. Even if anxiety, anger, and enjoyment (i.e., the core 
emotions of the TES) are relevant teachers’ emotions related to 
homework practice, other emotions, such as satisfaction, 
disappointment, stress, or guilt (including having a guilty 
conscience) should also be  considered in such measurement 
instruments. Furthermore, the link between teachers’ emotions and 
homework quality needs further exploration. As a reciprocal 
relationship can be assumed, a complex longitudinal design needs 
to be  applied. Second, the teachers’ emotions were measured 
retrospectively. It can be assumed that the teachers mainly described 
situations that were either very close in time or in which the 
emotions were experienced intensely (Heuer and Reisberg, 1992). 
Future studies should therefore also use situational measurements 
(e.g., experience sampling methods). Another limitation is that the 
results were based on self-reporting. This can lead to bias; for 
example, the teachers may have answered in a socially desirable 
way. We countered this effect by ensuring full anonymity and by 
creating a trusting environment during the interviews. It must also 
be mentioned that the subjective assessment of emotions is still a 
valid way to capture the affective core of emotions, i.e., the 
subjective feeling that cannot be  observed. Nevertheless, if a 
multicomponent approach to emotions is pursued, future studies 
can, for example, use further data collection methods, such as 
physiological measures accounting for the physical arousal of 
emotions. Finally, it should be noted that the teachers were explicitly 
asked about their emotions in connection with homework. This has 
the advantage that teachers have purposefully reflected on their 
emotions and their antecedents. However, such an approach 
presupposes a conscious reflection on emotions by the teachers. 
Another pre-assumption of this study was that emotions occur in 
the homework process, which is why we  opted for the explicit 
approach to explore teachers’ emotions. For future research, it 
would be interesting to complement these explicit approaches to 
capturing emotions with implicit approaches by attempting to 
reconstruct teachers’ emotional experiences through, for example, 
narrative interviews.
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7.2. Conclusion and practical implications

This study has provided a first insight into the emotional 
experiences of Swiss secondary teachers teaching German during 
the homework process and has also identified the multiple 
influencing conditions of these emotions. On a theoretical level, the 
results of this study extend the research findings on teachers’ 
emotions by focusing on homework practices as a specific area of 
action in the classroom. They enable Frenzel’s (2014) model of 
teachers’ emotions in the classroom to be differentiated by focusing 
on this specific aspect of teaching. Overall, the results clearly 
showed that the homework process is definitely experienced 
emotionally by teachers. Even though homework is done by 
students at home, it is still the students and their behavior that are 
the most emotionally relevant source for teachers’ emotions. This 
result is due to the fact that the homework process also includes 
significant teacher–student interactions in class (e.g., homework 
return and discussion), as well as the fact that student behavior is 
also visible in the quality of homework completion. Teachers, for 
example, are happy about the students’ learning progress that they 
diagnose from the homework, or they are annoyed when the 
students do not put in enough effort or cheat on homework. 
However, the demands that teachers place on themselves are also 
often sources of their emotions (e.g., “inner demands”), and 
contextual factors also influence their emotional experience (e.g., 
experiencing pity due to unfavorable conditions at home).

From a practical point of view, the results provide some 
implications for teacher education and training in Switzerland. 
First and foremost, pre-service teachers should acquire basic 
knowledge about the development of emotions and their influence 
on teaching and learning. In-service teachers should also 
be sensitized to this through professional development programs. 
For example, a training program developed by Carstensen et al. 
(2019) focusses specifically on fostering teachers’ socio-emotional 
competencies. If teachers develop socio-emotional competencies, 
they are more likely to recognize automatic patterns of action that 
occur due to their own emotions and thus will be better able to 
interrupt negative spirals that can arise from them. This could 
have a positive impact on the quality of the homework they assign 
and subsequently the behavior of the students. Teachers who can 
regulate their emotions appropriately (e.g., by applying cognitive 
reappraisal when students do not hand in their homework) are less 
likely to let their emotional reactions interfere with their 
professional teaching behavior.

These skills also have an impact on building and maintaining 
meaningful teacher–student relationships (Carstensen et al., 2019), 
which positively influence the students’ engagement and achievement 
(Roorda et  al., 2011). Previous research has shown that cheating 
amongst university students is lower when the instructor is evaluated 
positively (Stearns, 2001) in terms of teacher–student relationships 
and enthusiasm (Orosz et  al., 2015). Building on these findings, 
meaningful teacher–student relationships might decrease the triggers 
of negative teachers’ emotions, as students who are satisfied with their 
teachers are less likely to cheat on, copy, or lie about their homework 
and complete it more reliably.

Finally, pre-service and in-service teachers should be specifically 
trained in assigning high-quality homework. The results of this 
study demonstrate that positive emotions in teachers can be evoked 

by their students’ learning progress, learning outcomes, and 
engagement. Previous studies have shown that homework quality 
can promote student achievement (Rosário et  al., 2018) and 
engagement (Trautwein et  al., 2006). Assigning high-quality 
homework can have positive effects on both the students’ learning 
and the teacher’s own emotional experiences. During the training, 
teachers could also learn how to follow up on completed homework 
during class, as it was found that being unable to use homework in 
class leads to negative emotions.
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