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Abstract

Purpose – This paper aims to present the results of a study whose general objective is to characterize
the affective states experienced in response to different teaching activities used in a workshop for
developing entrepreneurial skills. It seeks to answer the following question: how affections and
experiential learning strategies interrelate in the development of entrepreneurial skills?

Design/methodology/approach – The study included 126 people enrolled in EMPRETEC, a
nine-day course with a behavioral and experiential approach which aims to develop entrepreneurs’
behavioral aspects. The affective states experienced by the participants were assessed on 13 moments
during the workshop using the time-sampling method.

Findings – The results suggest that the structure of the course favored the predominance of affective
states such as joy, excitement, pleasure, and pride (categorized as affective states indicating
motivation). Activities similar to real situations (as opposed to fictitious ones) generate greater
emotional impact. It was also found that indirect learning activities (less similar to real situations) and
interactive (team) activities are associated with lower levels of anxiety.

Research limitations/implications – Being an exploratory study on a particular case, these
results cannot be generalized, suggesting the need for further in-depth studies.

Practical implications – These results are an important guide for instructional planning in
contemporary society that values the use of teaching methods that are experiential, collaborative, and
encourage learner autonomy.

Originality/value – This paper offers to extend the discussion about emotions in the workplace and
specifically their relationship to learning, a subject still little explored in recent literature.

Keywords Affective psychology, Experiential learning, Adult education, Workplace learning, Brazil

Paper type Research paper

1. Introduction
Scholars of adult learning adopt as one of its basic principles the importance of
learning through action, valorizing the learner’s participation and involvement in all
stages of the process (Rogers, 1969; Knowles, 1984; Boud and Walker, 1990; Boud,
1994; Jarvis, 2006). This same principle has also been directed at learning in the
working world, turning the learner much more active in the development of labor skills
and abilities (Beckett, 1999; Billet, 1999). One alternative to make the learner more
active in the process of learning is to transform this same process into an experience
that enables critical self-reflection and, consequently, self-correction.

Affective states are mobilized in this process of critical self-reflection and play a role
in learning, promoting or hindering the achievement of the instructional goals. Based
on his belief in the importance of emotion in the learning process, Jarvis (2006)
proposed a theoretical model based on an experiential, existential, and humanistic
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approach that places the action, cognition, and emotion of the learner as central to
learning.

Although the Jarvis theoretical model points to the relevance of emotion in the
teaching-learning process, seeing it as capable of transforming the experience and
motivating the learner to change one’s prior knowledge structures and behaviors, it
tells little about the antecedents and consequences of affective states in learning
situations, which would require new empirical studies to understand the relationship
between affections and learning.

A brief review of the literature on the relationship between affective states and
learning signals clearly that, until the 1990s, the role of affective states in learning was
largely ignored, with rare exceptions, such as a number of studies on anxiety prior to
taking tests and examinations, which began in the 1930s (Hembree, 1988; Zeidner,
1998), and on the background attributes of affective states related to success or failure
in learning (Weiner, 1985). Reflecting on the progress and key issues in research on
affective states in education, Pekrun (2005) states that this is a recent issue and that,
starting in the 1990s, scholars in Europe, the US and Australia began to examine the
multiple dimensions of the affective states of teachers and students and their functional
importance for learning and for the success of students (Pekrun and Frese, 1992;
Pekrun et al., 2002). At that time, publications on the findings of neuroscience about the
emotions (Damásio, 1996) demonstrate the strong connection between cognition and
emotion, revealing the importance of understanding the relationship between
affections and learning. Studies on affective states in adult learning and workplace
learning, however, are yet more recent, and mostly of an exploratory nature.

Because of the lack of available studies found in the literature on the relationship
between affective states and learning which could serve as a reference, the exploratory
study reported in this article had as its main goal to characterize the affective states of
the learner in different teaching strategies used in an entrepreneurial skills
development workshop. The aim was therefore to identify the predominant affective
states in learning situations, trying to relate them to the characteristics of the teaching
activities and to their application context, helping to produce knowledge about the
complex relationships between affections and learning, and also assisting in the
development of instructional plans and workplace training.

2. Affective states in learning
For most authors, emotions can be conceived as a wider process that includes
physiological (body reactions and neurophysiological path), behavioral (action
tendencies and emotional, facial and gestural emotional expressions), cognitive
(subjective experience of perception and evaluation), social and interpersonal aspects
(learned by social and cultural norms). However, Damásio (1996) suggests that for
greater accuracy of emotions as a scientific object, it is important to distinguish
emotions from feelings. The author defines emotions as the neurophysiological
changes triggered by an external or internal object and feelings as the perception of
these emotions in association with the subject or context in which it occurs. In 2000, he
raises the need for greater differentiation between the concepts, distinguishing three
different stages involved in emotional experience: emotions, which constitute the
non-conscious neurophysiological changes regarding an object, feelings that would be
the conversion of body changes in mental images, and feeling a feeling (core
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consciousness) that would be the perception of body changes in association with the
perception of the object that triggered. He stresses the importance of this distinction in
neurological patients by observing independence between these three elements.

Another possible differentiation is between emotions and other affective states such
as mood and temperament. Based on the distinction proposed by Gray and Watson
(2001), the affections are a broad category that includes emotion and humor. For these
authors, the factors that differentiate emotion, mood and temperament are: length,
object and state. With regard to emotion, it is a state of short duration, only a few
seconds, and focuses on a specific object and its status is short. When it comes to
humor, it is considered something that can last from minutes to days, it is not directed
at a specific object, and its condition is considered long term. In temperament, its
duration takes months to years, it depends on personal characteristics that manifest
themselves in different contexts and is therefore considered lasting.

While recognizing how important these differentiations are to the improvement of
neuroscience, this study uses this knowledge in an applied way and is based on the
participants’ self-reports, which does not allow such distinction. Considering that we
are embracing emotions, feelings, core consciousness and even moods, in this article we
use the term “affective states” to refer to the emotional experiences reported by
participants.

To delineate the subject of this study, the concept of the affective domain of learning
must be introduced. This is one of three main areas of learning outcomes, and refers to
the internalization of values, attitudes, biases, and interests expected of learners. This
differs from the cognitive domain (information assimilation and accommodation) and
the psychomotor (muscular, motor, and action skills) (Bloom et al., 1972).

The affective domain of learning is different from the affective states in learning, the
focus of this study, because it refers to affective positioning, i.e. favoring or against a
particular subject as a result of a learning situation. Instead, affective states in learning
refers to the experience of affections in the learning process.

Considering the emphasis given to experience and action in adult learning, a
theoretical model derived from experiential learning will be used to address the
affective state-learning relationship. The one that best addresses the role of affective
states is proposed by Jarvis (2006). This is an elaboration of his original model
proposed in 1987.

In his new model Jarvis seeks to overcome the limitations of the former, adding in
the possibility of learning not only through reflection (cognition), but also through
practice (action) and emotion, to take into account the different results of learning. In
this new model, emotion assumes the same status as cognition and action in the
experiential transformation in learning.

According to this model, we must consider that action, emotion, and cognition will
constantly interact to generate the final result of learning, which is the transformation
of the individual. The interplay between affective states and cognition has been
discussed by many authors (Damásio, 1996; Lazarus, 1991; Phelps, 2006; Schachter and
Singer, 1962; Zajonc, 1980, 1984, 1998). Despite the debate about the independence or
interdependence of these two psychological processes, the consensus is that most of the
affective states are influenced by a cognitive assessment that informs about the
relevance of the situation for the welfare of the individual and about the rules of
emotional expression and previous experience associated with the context. It is argued,
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too, on the other hand, that the affective component influences cognition, either in the
selection of what will be perceived and stored, or in the assessment of the learning
experience as good-bad, pleasant-unpleasant, of great-little importance.

Recent findings in neuroscience suggest an overlapping relationship between the
brain regions involved in the processing of emotions and cognitive processes such as
memory, decision making, and creativity (emotional thought), attaining influence on
rational thinking (Immordino-Yang and Damásio, 2007). These findings are likely to
have significant repercussions in the educational environment because affections in
learning situations fulfill two important roles: in the learning of social and cultural
norms and in the transfer of the content learned to the real world.

Wosnitza and Volet (2005) propose that the theories of evaluation are the biggest
contributors to the understanding of how people feel in learning situations. For these
authors, the evaluation of the event or activity by the degree of challenge and
familiarity, in addition to its relevance to the achievement of personal goals, causes
learners to experience boredom or indifference, anxiety or excitement. This
evaluation-affective state combination can contribute to a greater or lesser
motivational investment in the task, and may lead to the engagement or the
abandonment of learning.

Dealing with adult learning, some exploratory studies have been conducted
(Antonacapoulou and Gabriel, 2001; Askham, 2001; Short and Yorks, 2002). Briefly,
one can state that these scholars contend the predominance on the one hand, of
affective states such as fear and anxiety, and on the other, motivation and affective
engagement, as contributing factors that facilitate or hinder the learning process.

Anxiety may be generated in adult learning situations by different factors. This
appears to be associated with the assumption of the new learner role (Barnett, 1999;
Askham, 2001), the threat that new knowledge can pose to existing knowledge
(Antonacapoulou and Gabriel, 2001; Askham, 2001), the uncertainty with respect to
one’s abilities to perform the tasks, and finally, the memory of past negative learning
events (Antonacapoulou and Gabriel, 2001; Short and Yorks, 2002).

It should be noted that anxiety is not always detrimental to learning. Askham (2001)
and Jarvis (2006) argue that to some degree, it can help generate curiosity and
exploration, turning into fear and withdrawal only when excessive in degree.

Regarding motivation, some theorists (Csikszentmihalyi and LeFevre, 1989) agree
that the affective states experienced in challenging tasks are related to the perception
of their difficulty and required personal competence to face them. When the two
components are in balance, intrinsic motivation emerges as a strong driving force for
achieving a level of excitement that affords positive affective states, leading to success
in learning.

Askham (2001) suggests that the learner’s personal characteristics affect the
positive or negative reaction to learning situations. These attitudes could be related to
fragile identity (negative attitude) and capable identity (positive attitude), influencing
the way of evaluating learning events and thus altering the affective state experienced
in response to the learning event.

Another aspect to be taken into consideration is the learning context. The literature
indicates that contexts where activities appear challenging (Reeve, 2006) combined
with the presence of feedback from tutors and colleagues (Askham, 2001), promote
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feelings of confidence. The inclusion of time, in instructional planning, for learners’
feelings to be expressed and considered also supports learning (Short and Yorks, 2002).

Considering the theoretical model of Jarvis (2006), as well as the arguments of the
other authors mentioned above, there is a clear interaction of cognition, emotion, and
action in situations of experiential learning. The proposed study aims to answer the
following question: how the affections and experiential learning strategies are
interrelated in the development of entrepreneurial skills?

3. Method
This is an exploratory study with the overall objective of characterizing the affective
states of the learner in the various teaching strategies used in an entrepreneurial skills
development course. The specific objectives of the study were:

. a comparative analysis of the emergence of affective states in the participants at
the beginning, middle and end of the course; and

. to relate the affective states to the characteristics of the activities planned to
achieve the instructional objectives of the course.

The study was divided into two stages. The first stage was preparatory, and involved
participative observation in a course class, interviews with its facilitators, and the
conducting of an open-ended questionnaire with the participants. The objective of
observation and the interviews with the facilitators was to identify the activities of
greatest emotional impact on the learner, to then finally decide on which moments in
the course the affective states would be measured. The questionnaires asked the
participant about affective states experienced during the course and served as the basis
for the choice of affective states to be included in the measuring instrument. The
second stage involved the measurement of the affective states in 13 moments in the
course and was carried out with five course classes, totaling 126 participants.

3.1 Research context
This research was conducted between the months of September and December 2007, in
five classes from an entrepreneurial skills development workshop called EMPRETEC.
This is an initiative of the United Nations Development Program (UNDP) with the
objective of contributing to economic growth in developing countries. As part of this
program, EMPRETEC aims to develop ten entrepreneurial competencies (e.g.
calculated risk-taking, goal setting). Each competency was defined operationally in
terms of expected behaviors to be tested and concurrently developed in practical
activities carried out over the nine-day workshop duration. The workshop has three
instructors working in rotation. Guided by the perspective of experiential learning
(Kolb, 1984), the workshop is structured so that skills and expected behaviors are
described in detail to the learner before undertaking the activities, in order to present,
at their completion, quantitative and qualitative parameters as inputs to the learner’s
self-reflections on the results, and to point out personal development needs.

3.2 Data collection
For the quantitative phase, the focus of this article, the time-sampling method was
used, which consists of measuring and recording the affective states of participants
right after the event. This method is being adopted in research on affective states as a
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way to reduce inaccuracy related to the fact that individuals themselves have difficulty
interpreting their emotions, tending to reconstruct their previous affective state based
on their momentary mood (e.g. Csikszentmihalyi and LeFevre, 1989; Volet, 1997).

The 126 participants (see Table I) were asked to record their affective states at the
end of activities previously selected by the instructors as having greater emotional
impact. In some activities that lasted more than one day, participants were also asked
to do so at their start. In such cases, we used the terms “opening” and “closing” to refer
to different moments of the same activity (see Table II). Overall, affective states were
mapped on 13 moments during the workshop through a structured questionnaire with
22 affective states, 11 pleasant ( joy, contentment, relief, pleasure, pride, etc.) and 11
unpleasant (discouragement, fear, insecurity, frustration etc.) where the respondent
was asked to score on a scale from 0 to 10 the intensity of the experience of each state.

The 13 moments refer to the nine activities, whose principal characteristics analysis
is described in Table III. The activities were grouped according to levels of personal

%

Class location (cities of the northeast of Brazil. Three workshops in Salvador, the capital of Bahia)
Feira de Santana 24.6
Salvador 1 19.8
Salvador 2 14.3
Salvador 3 23.0
Juazeiro 18.3

Sex
Female 37.3
Male 62.7

Age M ¼ 36 (DP ¼ 9.32)

Education
Elementary incomplete 0.8
Elementary complete 0.8
Secondary incomplete 1.6
Secondary complete 21.4
College incomplete 20.6
College complete 29.4
Post-graduate 25.4

Occupation
Business executive 62.4
Potential executive 4.8
Professional 8.8
Government employee 3.2
Private company employee 16.0
Student 2.4
Unemployed 0.8
Other 1.6

Note: n ¼ 126

Table I.
Demographic
characteristics of
research participants
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interaction, being performed individually, in pairs, or in groups of three or more people.
Another grouping criterion was the level of simulation divided into:

. indirect learning strategies, which differ from the real work situation, and where
learning takes place only by analogy with the real situation; and

. direct learning strategies, which more closely approximate the actual work
situation, requiring participant behaviors much closer to those required in
routine situations.

In other words, the relationship of learning and its application in everyday reality is
more evident. For more details, see Mutti (2008).

For purposes of this study we expected to see the results:
. show a predominance of affective states related to anxiety at the beginning of

new activities rather than the end, because anxiety is predicted during initial
contact with the learning topic (Barnett, 1999; Askham, 2001);

. find variations in affective states related to the characteristics of the activities
(type of interaction and level of simulation), since group interaction and
experiential strategies have been considered more favorable to learning (Boud,
1994; Beckett, 1999; Billet, 1999; Jarvis, 2006); and

Moment in the workshop Day

Moment 1 – Entrepreneurship building opening 1st day
Moment 2 – Ring game 2nd day
Moment 3 – Lost on the moon 3rd day
Moment 4 – Information search 4th day
Moment 5 – Persistence
Moment 6 – Efficiency 5th day
Moment 7 – Stamp book opening
Moment 8 – Video presentation opening 6th day
Moment 9 – Power (this activity was ignored in the study) 7th day
Moment 10 – Shoes
Moment 11 – Video presentation closing 8th day
Moment 12 – Stamp book closing
Moment 13 – Entrepreneurship building closing 9th day

Table II.
Distribution of structured
questionnaire application

times

Direct learning activities
Individual or interpersonal Entrepreneurship building
Individual Stamp book

Video presentation
Interactive Information search

Indirect learning activities
Individual Rings game

Persistence
Interactive Lost on the moon

Efficiency
Shoes

Table III.
Grouping of activities

according to the
characteristics proposed

in the analytical model of
the study
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. find variations in pleasant and unpleasant affective states depending on the
success or failure in performing each activity (Csikszentmihalyi and LeFevre,
1989; Reeve, 2006).

4. Presentation and discussion of results
The first objective of the study was to characterize the affective states experienced
before, during, and at the end the course. In order to group into categories the 22
affective states mapped during the course, principal axis factoring (PAF) with Varimax
rotation was performed for each of the 13 evaluation moments. The results showed a
clustering tendency of the affective states on three factors that are repeated in most of
the 13 moments.

Thus it was seen that the affective states of pleasure, enthusiasm, pride, well-being,
contentment, gratification, achievement, determination, joy, and pleasant surprise
(factor loading range from 0.54 to 0.92) appear as the primary factor in almost all
moments, except for the initial moment of the course. In accordance with the literature
(Antonacapoulou and Gabriel, 2001; Askham, 2001; Short and Yorks, 2002), the
affective states associated with motivation and engagement are among the most
common in learning situations, and will henceforth be called affective states indicating
motivation.

The affective states of fear, anguish, anxiety, embarrassment, and insecurity appear
grouped in the same factor in eight moments (factor loading range from 0.45 to 0.86).
Considering the attention given to the study of anxiety in learning situations, this
factor was called affective states indicating anxiety.

With some minor variations in some affective states, the remaining affective states:
regret, sadness, frustration, relief, anger, discouragement, and unpleasant surprise
(factor loading range from 0.47 to 0.82) appear grouped in a third factor that was called
affective states of derived from the process, for being affective states sustaining the
highest variation over the course of the activities.

Analysis of the intensity of the affective states in three factors throughout the
course revealed that at the beginning of the workshop there was a predominance of
affective states indicating anxiety, gradually replaced by affective states indicating
motivation as the workshop progressed and approached the end. This result can be
better visualized in Figure 1.

Figure 1.
Oscillation of affective
states by factor during the
workshop

JWL
23,3

202



Affective states related to anxiety, although more intense in the initial phase, maintain
a presence during the workshop, but lose their strength to the affective states
indicating motivation, which are high from the beginning and growing in importance
throughout the workshop. Affective states derived from the process, in turn, remain
constant throughout the course, without appearing central at any time. These results
indicate the ability of participants to stay motivated throughout the course, regardless
of their results in the activities, as they obtained as many positive as they did negative
results, the expectation being more balance between the intensities of pleasant and
unpleasant affective states in the process.

One possible explanation for the sustained high motivational levels despite the
results obtained, and that must be tested in the future, may be in the course design that
provides continuous feedback to the learner, encouraging self-analysis of mistakes and
successes, leading the learner to remain confident of achieving better results in the
future.

The coexistence of affective states indicating anxiety and those indicating motivation
seems to contribute to learning, as some scholars (Knowles, 1984; Jarvis, 2006) indicate
that some degree of anxiety or tension in relation to knowledge already structured is
necessary to awaken the desire to learn and keep the attention focused (Phelps, 2006).

The second objective of the study was to relate the affective states experienced by
the learners to the characteristics of activities. To meet this, we compared the
emotional impact and the variation in affective states in each assessment moment.

To gauge the emotional impact of each teaching activity, the overall average of
emotional intensity, by activity measured, was calculated. Activities of greater
emotional impact were those whose averages showed a statistically significant
increase in relation to the test value, which was the overall average intensity of
affective states in the activities (4.62). Those considered of lesser emotional impact, in
turn, were those that had a significant decrease in relation to this value. The results are
shown in Table IV.

The averages held around 5.00 (on a scale of 1 to 10), but we must be aware that, as
stated in the previous section, during the workshop, the affective states indicating
motivation register as more intense than affective states indicating anxiety and derived
from the processes, which undoubtedly affects the value of the average. Even
recognizing this limitation, the analysis followed.

It is perceived that the activities of greater emotional impact were the
entrepreneurship building opening, the information search activity, the video

Activity Mean T Df

Entrepreneurship building opening 4.91 * 2.454 124
Information search 4.95 * 2.614 117
Persistence 4.31 * 22.209 112
Stamp book opening 4.28 * 22.833 121
Shoes 3.97 * * 24.693 112
Video presentation closing 4.90 * 2.426 115
Stamp book closing 5.34 * * 5.117 115

Notes: Test value t: 4.625; *p , 0.05; * *p , 0.001, Df ¼ degree of freedom

Table IV.
Variation in emotional

intensity by activity
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presentation closing, and the stamp book closing. All are characterized as direct
learning activities, contrasting with indirect learning, which suggests that the first
tends to generate more emotional intensity than the second. The activities of lesser
emotional impact, in turn, were persistence, shoes, and the stamp book opening, the
first two activities being of indirect learning and the third only the opening
(explanation and detail) of an activity that would occur in the upcoming days.

To compare the intensities of the affective states by factor (indicators of motivation,
anxiety, and process derivatives), the cutoff point for the t-test was defined as the
average obtained in each factor, throughout the workshop, trying to identify the cases
that showed statistically significant results above or below this average. Thus, the
comparison value was 6.50 for affective states indicating motivation, 3.84 for affective
states indicating anxiety, and 1.87 for affective states derived from the process.

Table V presents the results, from a statistical point of view, found in activities
considered to be direct learning.

In some activities the mapping of affective states occurred in the opening and
closing of the activity. This mapping, in two different moments of the same activity,
led to a greater understanding of the oscillation of the affective state types within the
same activity. In the entrepreneurship building, the stamp book, and the video
presentation we could verify a significant increase in affective states indicating anxiety
at their opening, and an increase of affective states indicating motivation at closing.

The literature review allows that this anxiety, at the beginning of the tasks, may be
related to an assessment that the task is challenging or difficult for the learners’
capabilities. Although Askham (2001) and Jarvis (2006) argue that the answers to this
type of evaluation may be pessimistic, creating insecurity and fear, or optimistic,
generating determination and engagement in the task, the workshop evaluated for the
purposes of this study seems to succeed in awakening optimism.

Activity Moment Factor: affective state Mean TV t Df

Entrepreneurship building Opening Indicating anxiety 5.88 * * 3.84 9.124 120
Closing Indicating motivation 7.42 * * 6.50 3.794 115
Closing Indicating anxiety 2.41 * * 3.84 27.805 122
Closing Derived from process 1.51 * 1.87 21.995 114

Stamp book Opening Indicating motivation 5.72 * * 6.50 23.369 115
Opening Indicating anxiety 4.41 * 3.84 2.391 120
Opening Derived from process 1.47 * 1.87 22.414 110
Closing Indicating motivation 8.34 * * 6.50 10.110 103
Closing Derived from process 1.21 * * 1.87 23.722 94

Video presentation Opening Indicating motivation 5.84 * 6.50 23.224 108
Opening Indicating anxiety 4.89 * * 3.84 4.381 114
Closing Indicating motivation 7.06 * 6.50 2.525 102
Closing Indicating anxiety 4.51 * 3.84 2.717 114
Closing Derived from process 1.34 * 1.87 23.004 111

Information – Indicating motivation 7.02 * 6.50 2.475 107
Search – Derived from process 2.52 * 1.87 3.046 101

Notes: *p , 0.05; * *p , 0.001; TV ¼ Test Value; Df ¼ degree of freedom; Opening is the time when
the activity was presented to the learner, and closing the time that closure occurred, with presentation
of the instructors’ feedback

Table V.
Oscillation of affective
states grouped in direct
learning activities
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It is also possible to observe that, in the openings of the stamp book and the video
presentation, the increase of affective states indicating anxiety is accompanied by a
reduction in the intensity of affective states indicating motivation. These data indicate
that these affective states tend to show up more at the end of the activities than at the
beginning, which is consistent with the assertion that positive affective states emerge
due to the results achieved in challenging activities (Reeve, 2006).

Table VI presents the significant results found in activities considered indirect
learning activities. The affective states indicating anxiety have intensities significantly
below the average in the efficiency and shoes activities that, in addition to being
indirect learning activities, require team level of interaction, which suggests that these
characteristics help reduce the level of anxiety.

A reduction in the intensity of affective states indicating motivation is seen in the
persistence and the shoes activities. In these, the learners reported negative feedback
given by the instructors. The feedback may also have contributed to the increase of
affective states derived from the process, identified in the persistence and the lost on
the moon activities.

5. Final considerations
One of the conclusions of the study was that affective states indicating motivation
remained high throughout the course. The main difference between the affective states
at the beginning and end of the course was the reduction in the affective states
indicating anxiety, signaling that after overcoming the initial period of uncertainty, the
learner gains confidence.

These results are consistent with those expected and discussed in the specialized
literature, namely that affective states indicating anxiety emerge more strongly at the
beginning of the course and the activities (Antonacapoulou and Gabriel, 2001; Askham,
2001; Short and Yorks, 2002). It should be noted, however, that anxiety remained at a
relatively intermediate level throughout the course, which may suggest that it fulfills
some function in the learning process that merits in-depth research.

From the preparatory stage of analysis of the course it was found that while in some
activities it was more common to obtain positive results, in others negative outcomes
predominated. In line with the theoretical proposal of Csikszentmihalyi and LeFevre
(1989) it was expected that the emergence of affective states indicating motivation
would be associated with obtaining positive results. In this light, one important
conclusion is that although the activities vary in degree of difficulty, affective states
indicating motivation remained high, contradicting this prediction. The emergence of

Activity Factor: affective state Mean TV t Df

Persistence Indicating motivation 5.79 * 6.50 22.965 101
Derived from process 2.49 * 1.87 2.880 102

Lost on the moon Derived from process 2.27 * 1.87 1.984 109
Efficiency Indicating anxiety 3.02 * * 3.84 23.956 121
Shoes Indicating motivation 5.59 * * 6.50 23.542 103

Indicating anxiety 2.82 * * 3.84 24.569 111

Notes: *p , 0.05; * *p , 0.001; TV ¼ Test value; Df ¼ degree of freedom

Table VI.
Oscillation of affective

states grouped in indirect
learning activities
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affective states indicating motivation even in the face of negative results is a datum to
be investigated in future research. It is proposed that this may be related to the use of
strategies of self-regulation of the affective state in learning situations (for details, see
Mutti, 2008).

Finding variations in affective states depending on the characteristics of the
teaching activities (level of simulation and level of required interaction) was also
expected. In this regard, the conclusion is that direct learning activities increased
emotional intensity, suggesting that the more closely the experience approximates the
more concrete situation, the greater the emotional impact on the learner.

Another conclusion derived from the study is that affective states indicating anxiety
are associated with indirect and team learning activities. However, new studies are
needed to explore these relationships.

Finally, it is important to note that the results presented here cannot be generalized
to other situations, as they were the product of a single case study. Also, the data from
this study were collected by self-reporting measures (self-applied questionnaires), and
it must be recognized that people tend to reinterpret their experiences in light of their
current feelings, i.e. if successful, they tend to lessen the weight of unpleasant affective
states during the workshop, and if unsuccessful, do not. However, the study has the
merit of addressing the difficulties of studying a phenomenon as complex and
multifaceted as the affective states in the process of formal learning. The study opens
up many more paths to a research trajectory instead of aiming to make conclusions
about the interlinked relationship between emotions and learning.
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