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Abstract: The purpose of this study was to investigate the impact of cognitive emotion
regulation strategies on academic achievement of university students in Jordan. A random
sample of 386 students from the Hashemite University participated in the current study. The
Cognitive Emotion Regulation questionnaire was used to measure the cognitive emotion
regulation strategies. The findings of this study showed that cognitive emotion regulation
strategies had significant joint effect and relative effect on academic achievement. It is hoped
that this study will be beneficial to students and teachers in developing cognitive emotion
regulation strategies for effective learning.
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In the past few years, there has been a grow-
ing realization that emotions influence the
learning process both positively and negative-
ly (linnenbrink, 2007). Therefore, attention has
been focused recently on developing a deeper
understanding of the strategies students use to
keep their focus (Corno, 2004). However, re-
search has paid little attention to when and
why emotions are associated with academic
success, even though emotions involve useful
information that can guide one's thinking and
actions (Izard, 2005). Emotions, particularly
negative emotions, often get in the way of stu-
dents’ learning process. This can occur at the
beginning of a learning task - a perceived
homework task as boring or overly challeng-
ing; or during the task if learners face chal-
lenges; or at the end of the task when the
learners receive feedback about how they have
performed.

From an information processing approach,
both positive and negative emotions have im-
posed load on working memory resources by
focusing on the topic of the emotions (Pekrun
& Stephen, 2009). Emotions that are not direct-
ly related to a learning task distract attention
from the task, thereby reducing cognitive re-
sources available and hindering task perfor-
mance (Linnenbrink & Pintrich, 2000). In
classroom settings emotional experiences af-
fect learning and performance and influence
personal growth in students (Turner, 2006);
and can positively or negatively influence mo-
tivational processes (Linnenbrink, 2007).
Fredrickson (2001) found that students who
experience positive emotions generate more
ideas and strategies to solve problems. More-
over, Hinton and Fischer (2010) emphasized
that cognitive emotion and motivational di-
mensions of learning are interrelated.

Cognitive emotion regulation refers to the
conscious cognitive way of handling the in-
take of emotionality arousing information
(Garnefski, 2001). Cognitive emotion regula-
tion can be considered as part of the general
concept of emotion regulation defined as all
extrinsic and intrinsic strategies of monitoring,
evaluating, and modifying emotional reactions
(Gross, 2001).

The term cognitive emotion regulation seldom
finds its way on education policy, school re-
form, or even best teaching practices. The
pressing focus on academic demands may
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contribute to make many policy makers, edu-
cators and teachers overlook the importance of
embedding the teaching of cognitive emotion
regulation in academic context; therefore,
making it even more difficult for them to han-
dle academic information (Macklem, 2010).
During the last few years, the researchers have
shown that the regulation of emotion by cog-
nition or thought is inseparably associated
with human life and helps people to keep con-
trol over their emotions during or after the
experience of stressful events (Garnefski,
Teerds, Kraaij, Legerstee, & van den Kommer,
2003). It is extremely important for teachers to
understand the role of cognitive emotion regu-
lation in a student's academic achievement
and functioning in the classroom (Kauffman,
2005). Most educators are not aware that
teaching cognitive emotion regulation will
improve academic performance (Macklem,
2010).

Cognitive emotion regulation for learning con-
sists of the cognitive and motivational pro-
cesses. The cognitive resources (e.g. attention
and cognitive strategies) are influenced by the
type of emotions. Positive emotions help stu-
dents to focus their attention on a learning
task and to find creative strategies to solve
problems (Perkun, Frenzel, Goetz, & Perry,
2007). On the other hand, negative emotions
distract students’ attention from the learning
task and focus their attention on thoughts that
are irrelevant to the task being performed. The
motivational resources for example (interest
and commitment) have been influenced by the
type of emotion, positive emotions increase
learner's interest and their commitment so task
learning while negative emotions decrease
motivation to learn. Emotion regulation ena-
bles learners to have some control over their
behavior and remain engaged with learning.
Boekaert (2002) noted that students who regu-
late their emotions were more successful at
learning tasks. Gumora and Arsenio (2002)
found that early adolescent's emotion regula-
tion make a significant contribution to aca-
demic achievement. It has been suggested that
ability to modify one's emotions facilitates
functioning in academic context (Fried, 2011).
On the other hand, the inability to modulate
the intensity and duration of one's emotional
arousal. it will hinder academic performance
(Boekarets, 2011).
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Emotion regulation skills have been associated
with greater academic achievement in both
cross-section and  longitudinal  studies
(Gumora & Arsenio, 2002). Graziano, Reavis,
Keane, and Calkins (2007) showed that stu-
dents who scored higher on a measure of
teacher-rated emotion abilities had higher
scores on literary and math tests. Davids and
Levine (2002) showed that reappraisal en-
hanced memory of educational details. In their
study, Villavicencio and Bernardo (2013)
showed that students who reported higher
levels of both positive emotions and self-
regulation obtained higher grades.

There is considerable evidence that cognitive
processes are strongly related to achievement;
thus, the evidence that negative emotions are
linked to these processes is consistent with the
notion of mediation (Linnenbrink, 2007).
Pekrun, Elliot, and Maier (2009) assumed that
negative emotions like anger reduce achieve-
ment partly because they negatively affect
higher order cognitive processes such as prob-
lem- solving, memory, and strategic thinking.
Rationale of the study

Previous research has indicated the im-
portance of effective emotion regulation in
students' academic success, but little work has
examined the effectiveness or educational con-
sequences of specific strategies in world as
whole.  According to the researcher’s
knowledge, the role of emotional regulation
cognitive strategies in academic achievement
has not been investigated in the Arab region.
Some cognitive emotion regulation strategies
are more adaptive than others while learners
use different strategies in handling emotional
arousal in academic contexts. Therefore, fur-
ther investigation in this field is needed.

Method

Participants

A sample of 386 students was randomly se-
lected from among undergraduate students
enrolled in an Introduction to Psychology
course offered by the Department of Educa-
tional Psychology at the Hashemite Universi-
ty. Participants represented all faculties at the
Hashemite University, with 109 (28%) fresh-
men, 135 (35%) sophomores, 77 (20%) juniors,
and 65 (17%) seniors. One the other hand, 178
(46%) participants represented scientific facul-
ties and 208 (54%) represented humanities
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faculties, with 235 (61%) females and 151
(39%) males.

Instrumentation

To evaluate cognitive emotion regulation
strategies, Cognitive Emotion Regulation
Questionnaire (CERQ) was administered to
participants. CERQ was developed by Garnef-
ski, Kraaij, and Spinhoven (2001). Nine cogni-
tive emotion regulation strategies were distin-
guished within the CERQ on theoretical and
empirical bases and each refers to what some-
one thinks after the experience of threatening
or stressful events. Self-blame refers to
thoughts of putting the blame for what you
have experienced. Other-blame refers to
thoughts of putting the blame for what you
have experienced on the environment or an-
other person. Rumination refers to thinking
about the feelings and thoughts associated
with the negative event. Positive refocusing
refers to thinking about joyful and pleasant
events instead of thinking about actual event.
Refocus on planning refers to thinking about
what steps to take and how to handle the neg-
ative event. Positive reappraisal refers to
thoughts of creating a positive meaning to the
event in terms of personal growth. Putting
into perspective refers to thoughts of brushing
aside the seriousness of the event/ emphasiz-
ing on the relativity when compare it to other
events. Catastrophizing refers to thoughts of
explicitly emphasizing the terror of what you
have experienced. Finally, acceptance refers to
thoughts of accepting what you have experi-
enced and resigning yourself to what has hap-
pened

Procedure

Participants were informed that the purpose of
the study was to understand the learning pro-
cess that each student undertakes. The cogni-
tive emotion regulation questionnaire was dis-
tributed and the students were given two
weeks to respond to the instrument. Out of
400 students, only 386 completely filled the
questionnaire. Descriptive statistics and corre-
lational analysis were utilized to determine the
relationships among the outcome measure and
the independent variables. Multiple regression
analysis was further used in the analysis of the
data.
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Results

Table 1 presents descriptive statistics for all
variables. Significant positive relationships (p
< 0.05) were found between: acceptance and
GPA (r = 0.427); positive refocusing and GPA
(r = 0.297); refocus on planning and GPA (r =
0.370); positive reappraisal and GPA (r
0.353); putting in perspective and GPA (r
0.393). On the other hand, significant negative
relationships (p < 0.05) were found between:
self blame and GPA (r = -0.436); rumination
and GPA (-0.400); catasrophizing and GPA (r
= -0.475); blaming others and GPA(r = -0.416).

To find out the combined effect of the inde-
pendent variables: self-blame, acceptance, ru-
mination, positive refocusing, refocus on
planning, positive reappraisal, putting into
perspective, catastrophizing, and blaming oth-
ers on academic achievement, simultaneous
multiple regression analysis was conducted.
The combination of self blame, acceptance,
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rumination, positive refocusing, refocus on
planning, positive reappraisal, putting into
perspective, catastrophizing and blaming oth-
ers significantly predicted academic achieve-
ment, F(9,376) = 43.275, p < 0.001. The adjust-
ed R? was 0.497 indicating that 49.7% of the
variance in academic achievement was ac-
counted for by the combination of the nine
variables. Since the most parsimonious models
are favored in multiple regression analysis,
stepwise multiple regression analysis was
conducted on the same data set and the results
are shown in Table 2.

Table 2 demonstrates that 49.7% of the vari-
ance of academic achievement of the Hashe-
mite University students is accounted for by
the linear combination of nine independent
variables, self blame, acceptance, rumination,
positive refocusing, refocus on planning, posi-
tive reappraisal, putting into perspective,
catastrophizing, and blaming others.

Table 1
Means, Standard Deviations, and Inter-correlations for Academic Motivation and Predictor Variables (N= 386).

Variables M SD GPA 1 2 3 4 5 6 7 8

GPA 2.85 .55

self blame 12.8 295  -.436*

acceptance 13.0 3.15 A27* -176*

Rumination 13.2 321  -.400* .33* -.158*

positive refocusing 14.9 294  297* -.063 .243* -.021

refocus on planning 16.1 2.73 .370* -111* .300* -.094*  .310*

postive reappraisal 15.0 2.88  .353* -176*  .262* -109* .225*  .212*

putting into perspec-  13.2 281  .393* =341 .234* -18* 076 247* 277*

tive

catastrophizing 10.8 3.62  -475* .362* -.246*  .381*  -.152* -161* -.272* -.330*

blaming others 10.7 3.67 -.416* .339* -.204* .260*  -227* -127* -312*  -221* A78*
Table2.

Stepwise multiple regression analysis summery for cognitive emotion regulation strategies in predicting academic achievement

(N=386).

Model R R? Adjusted Std. Error of the  R? Change FChange dfl  df2 Sig. F Change

R? Estimate
1 713 .509 497 .396 .509 43.28 9 376 .000

2 Predictors: (Constant), Blaming others, refocus on planning, Rumination, putting into perspective, positive refocusing, acceptance,

positive reappraisal, self blame, catastrophizing.

Table 3

Unstandardized and standardized regression coefficients for cognitive emotion regulation strategies in predicting academic
achievement (N=386).

Unstandardized

Standardized

Model B Std. Error Beta T Sig
(Constant) 2.276 .249 9.123 .000
Self blame -.033 .008 -.176 -4.222 .000
Acceptance .033 .007 .185 4.629 .000
Rumination -.032 .007 -.184 -4.549 .000
Positive refocusing .022 .008 114 2.880 .004
Refocus on planning .032 .008 .158 3.956 .000
Positive reappraisal .018 .008 .092 2.298 .022
Putting into perspective .022 .008 113 2.750 .006
Catastrophizing -.022 .007 -.141 -3.127 .002
Blaming others -.016 .007 -.103 -2.375 .018

Dependent Variable: GPA
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To find out the relative effect of self-blame,
acceptance, rumination, positive refocusing,
refocus on planning, positive reappraisal, put-
ting into perspective, catastrophizing, and
blaming others (independent variables) on
academic achievement, standardized and un-
standardized regression coefficients were con-
ducted to measure how strongly each predic-
tor variable influenced the criterion variable as
shown in Table 3.

Table 3 demonstrates that the coefficient of
self-blame is -.033, so for every unit increase in
self-blame, .033 unit decrease in the academic
achievement is predicted, holding all other
variables constant. The coefficient for ac-
ceptance is 0.033, so for every unit increase in
acceptance, we expect an approximately 0.033
score increase in the academic achievement,
holding all other variables constant. The coef-
ficient for rumination is -.032, so for every unit
increase in rumination, we expect an approx-
imately.032 score decrease in the academic
achievement, holding all other variables con-
stant. The coefficient for positive refocusing is
.022. So for every unit increase in positive re-
focusing we expect an approximately .022 in-
crease score in the academic achievement,
holding all other variables constant. The coef-
ficient for refocus on planning is .032, so for
every unit increase in refocus on planning we
expect approximately .032 increase score in the
academic achievement, holding all other vari-
ables constant. The coefficient for positive re-
appraisal is .018, so for every unit increase in
positive reappraisal we expect an approxi-
mately .018 increase score in the academic
achievement, holding all other variables con-
stant. The coefficient for putting into perspec-
tive is .022, so for every unit increase in put-
ting into perspective we expect an approxi-
mately .022 score increase in the academic
achievement, holding all other variables con-
stant. The coefficient for catastrophizing is -
.022, so for every unit increase in catastrophiz-
ing, we expect an approximately .022 score
decrease in the academic achievement, hold-
ing all other variables constant. The coefficient
for blaming others is -.016, so for every unit
increase in blaming others, we expect an ap-
proximately .016 score decrease in the academ-
ic achievement, holding all other variables
constant.
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Discussion

The results of this study revealed that cogni-
tive emotion regulation strategies have a sig-
nificant joint effect on academic motivation of
university students; that is, self-blame ; blam-
ing others; acceptance; positive refocusing;
refocus on planning; putting into perspective;
rumination; positive reappraisal and putting
into perspective have the capacity to predict
academic achievement of university students.
The study findings indicated that adaptive
strategies (acceptance, positive refocusing,
refocus on planning, putting into perspective,
positive reappraisal, and putting into perspec-
tive) have relative effect on academic
achievement. That is, every strategy has a pos-
itive influence on academic achievement. Eve-
ry student who has the ability to modulate the
intensity and the duration of his/her emotion-
al arousal that he/she experiences during the
learning task, particularly the negative emo-
tions, leading to focus his/her attention on the
learning task in and to find creative methods
for solving problems. This finding is consistent
with other research findings (e.g. Villavicencio
& Bernardo, 2013; Fried, 2011; Graziano,
Reavis, keane & calkins, 2007, Perkun et al.,
2007; Boekaert, 2002; Davids & Levine, 2002;
Gumora & Arsenio, 2002). In addition, the less
adaptive (self-blame, blaming others, rumina-
tion, and catasrophizing) have a relative effect
on academic achievement; that is, every strat-
egy has a negative influence on academic
achievement; that is, every student has inabil-
ity to monitor, evaluate and modulate the in-
tensity and the duration of his/her emotional
arousal that he/she experiences during the
learning task, leading to distracting their at-
tention on the learning task and focusing their
attention on thoughts that are irrelevant to the
task being performed and using rigid methods
to solve problems. This finding is also con-
sistent with previous research findings (e.g.
Boekarets, 2011; Linnenbrink, 2007; Pekrun,
Elliot, & Maier, 2009).

Implications

The present research identifies effective emo-
tion regulation strategies, clarifies the effects
of specific strategies on students' academic
achievement, and has important implications
for designing programs to help students to
learn effectively. The acceptance and refocus
on planning were found to be a highly effec-
tive strategy that allowed students to accept
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negative events and take steps to handle these
negative events. The benefits of effective strat-
egies use were especially striking for students
who were not very skilled at emotion regula-
tion to begin with. Teachers can and should
play a vital role in teaching students through
learning and using strategies to help with
emotional regulation and creating a positive
classroom climate that allows for cognitive
emotional skills to be taught alongside aca-
demic skills.

Conclusion

It seems clear that cognitive emotion regula-
tion can be a useful tool for students to en-
hance their academic achievement. Therefore,
policymakers should train teachers on how to
regulate students’ emotions in their class-
rooms and the overall emotion climate of these
classrooms.
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