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Resumen

Hasta el momento, no existe un instrumento de medición 
que evalúe las expresiones verbales y comentarios sobre el logro 
de los alumnos que emiten los docentes en presencia de uno o 
varios estudiantes durante un examen oral. Este artículo infor-
ma la construcción, validez estructural, confiabilidad y validez 
externa del cuestionario de verbalizaciones de logro docentes en 
exámenes orales (TAVQ). El mismo evalúa varias verbalizaciones 
del docente desde la perspectiva de los estudiantes en exámenes 
orales. La validez estructural, confiabilidad y validez externa fue-
ron evaluadas en una muestra de estudiantes universitarios (N = 
252) de Argentina. Se especificaron varios modelos de medición 
plausibles basados en las dimensiones de valencia, foco y marco 
temporal, que fueron testeados mediante análisis factorial confir-
matorio y bifactor. Se validaron dos escalas que miden con muy 
buena confiabilidad verbalizaciones de logro positivas y negativas 
expresadas por docentes durante los exámenes orales. Estas verba-
lizaciones mostraron relaciones apropiadas con emociones de lo-
gro y rendimiento académico. Se discute la necesidad de estudios 
futuros e implicancias prácticas.

Palabras clave: ansiedad ante los exámenes, comportamiento do-
cente, comentarios, exámenes orales, emoción de logro

Abstract 

At the moment, there is no measurement instrument to as-
sess verbal expressions and phrases of feedback about students’ 
achievement issued by teachers in the presence of one or more stu-
dents during an oral exam. This article reports the design, structur-
al validity, reliability and external validity of the Teacher Achieve-
ment Verbalizations in Oral Exams Questionnaire (TAVQ), which 
assesses several teachers’ verbalizations from the perspective of 
students in oral exams. The structural validity, reliability, and ex-
ternal validity were evaluated in a sample of university students 
(N = 252) from Argentina. Several plausible measurement models 
were specified based on the dimensions of valence, object focus, 
and temporal frame, which were tested through confirmatory fac-
tor analysis and bifactor analysis. Two scales that measure with 
very good reliability positive and negative verbalizations related 
to achievement expressed by teachers during oral exams were 
validated. These verbalizations showed appropriate relationships 
with achievement emotions and academic performance. The need 
for future studies and practical implications are discussed.

Keywords: test anxiety, teacher behavior, feedback, oral exams, 
achievement emotion
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Introduction

Oral exams are frequent in higher level edu-
cation and are designed to assess students’ under-
standing of a subject, as well as the ability to ar-
ticulate ideas and knowledge effectively (Hazen, 
2020; Theobold, 2021). Whoever faces an oral 
exam must develop skills to respond adequately 
to a double challenge in a stressful context that 
can activate several achievement emotions (Fur-
lan & Sánchez-Rosas, 2018). On the one hand, 
the evaluated content must be communicated in a 
clear, fluent and organized way, using the specific 
terms of the subject in an appropriate manner. On 
the other hand, the student must sustain an asym-
metric interpersonal interaction, while processing 
information related to his/her performance re-
ceived through the gestural and verbal language 
of his/her evaluator (Burić, 2015; Gardner & 
Giordano, 2023; Guo et al., 2022; Puertas-Molero 
et al., 2022; Putwain et al., 2017). The messag-
es related to achievement can affect control and 
value appraisals of the ongoing activity and their 
outcomes, and promote increased achievement 
emotions (Goetz et al., 2018). 

Achievement emotions are defined as emo-
tions that are directly linked to achievement ac-
tivities or achievement outcomes (Pekrun, 2018, 
2021). Achievement emotions are present daily 
in the academic environment and have the abil-
ity to affect students’ thoughts, motivation and 
actions in evaluative situations (Furlan & Sán-
chez-Rosas, 2018; Pekrun, 2018; Pekrun et al., 
2023; Rojas-Torres et al., 2022; Sánchez-Rosas 
& Furlan, 2017). These emotions are activated by 
control-value appraisals and the learning context 
would contribute to their activation by affecting 
these appraisals (Pekrun, 2018, 2021). 

Beyond the existence of individual causes, 
there is a growing interest in knowing the environ-
mental characteristics that impact students’ emo-

tional experiences (Dewaele et al., 2018, 2019; Lei 
et al., 2018; Pekrun et al., 2023; Raccanello et al., 
2018; Sánchez-Rosas et al., 2019; Ventura-León 
et al., 2022; Yang et al., 2021). In this regard, 
teachers, through their behaviors in the classroom, 
(Sánchez-Rosas et al., 2016; Sánchez-Rosas & 
Esquivel, 2016), would play a crucial role in oral 
exam situations by affecting control-value ap-
praisals of exams (Burić, 2015; Putwain et al., 
2022; Reilly & Sánchez-Rosas, 2021). 

One specific case on teaching behaviors is 
teachers’ achievement verbalizations in oral ex-
ams, which can increase the demands of the task, 
provide clarity and structure to the exam, or trans-
mit messages related to achievement in terms of 
success or failure. These achievement verbaliza-
tions could impact students’ emotions and other 
important aspects of student performance (Pekrun 
et al., 2023). When teachers use negative, judg-
mental, or frightening language, it can generate 
negative emotions in students that affect students’ 
motivation and academic behavior (Apto et al., 
2017; Putwain et al., 2017, 2023). In contrast, if 
teachers use positive and motivating language, it 
can lead to less negative emotional, motivational, 
and behavioral consequences.

Although it is possible to envision the effects 
of these positive or negative achievement verbal-
izations on achievement emotions, instruments 
that allow measuring teachers’ achievement ver-
balizations in oral exams are still nonexistent. To 
address this gap and provide for related research, a 
study that seeks to develop a tool to assess various 
teacher achievement verbalizations in oral exams 
and to analyze some of their psychometric prop-
erties is reported. Specifically, the dimensional 
structure of a set of items is analyzed as well as 
the reliability of the measurements made by the 
resulting scales, and the relationship that teachers’ 
achievement verbalizations have with achieve-
ment emotions during oral exams is also tested.
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When developing the instrument, an em-
pirical-rational strategy was followed, paying 
attention to the ability of achievement verbaliza-
tions to affect control and value appraisal and, 
consequently, to activate achievement emotions 
(Pekrun et al., 2023). In addition, various mea-
surement models were analyzed based on possi-
ble combinations according to the valence and 
object focus of the emotion that achievement ver-
balizations could activate. Also, although a large 
pool of items was developed, the final instrument 
is a brief and practical version that will shorten 
the length of research protocols in studies with 
many variables and avoid the presence of less 
representative items of the construct.

Achievement Emotions and Teacher Behaviors

The CVT offers a frame of reference to de-
fine teachers’ achievement verbalizations that 
activate achievement emotions in oral exams, 
while building scales and validating instruments 
(Pekrun, 2018, 2021; Pekrun et al., 2023). It is 
important to note that the CVT establishes that 
control (e.g., self-efficacy) and value (e.g., task 
value) appraisals are the direct causes of the acti-
vation of achievement emotions. This means that 
emotions are induced when the individual feels 
in control of, or out of control of, activities and 
outcomes that are subjectively important. In turn, 
the emotions activated in achievement situations, 
such as oral exams, can be distinguished by their 
valence (positive vs. negative) or by the object 
focus of the emotion (activity or outcomet); emo-
tions can even be distinguished as current (activ-
ity), prospective (future outcomes), or retrospec-
tive (past outcomes) emotions.

The control-value theory postulates that 
the affective impact of social environments is 
mediated by control and value appraisals. Ac-

cordingly, it is assumed that the features of en-
vironments that deliver information related to 
controllability and academic values are of criti-
cal importance for students’ emotions. Important 
variables include quality of instruction, induction 
of values, autonomy support, goal structures and 
achievement-related expectancies of significant 
others, as well as feedback and consequences of 
achievement (Pekrun, 2018).

Understanding the role of immediate en-
vironmental factors in achievement situations, 
such as teacher behavior or teacher feedback 
(Apto et al., 2017; Awad-Igbaria et al., 2022; 
Frenzel et al., 2021; Narciss et al., 2022) is 
important because it allows us to understand 
how they influence the students’ constitution of 
achievement beliefs and expectations in oral ex-
ams. Various teaching behaviors have been con-
sidered when analyzing their relationship with 
control-value appraisals and emotions (Becker 
et al., 2014; Lazarides & Buchholz, 2019; Lei et 
al., 2018; Sánchez Rosas et al., 2016; Westphal 
et al., 2018). Some of these behaviors can be cat-
egorized as non-verbal behaviors (Derakhshan 
et al., 2023; Guo et al., 2022; Juma et al., 2022; 
Puertas-Molero et al., 2022) and their influence 
can sometimes be ambiguous depending on stu-
dents’ interpretation: space management, ges-
tures, body language, position and body orienta-
tion, gaze, facial expression, and paralinguistic 
features such as tone of voice and rhythm.

Teacher’s achievement verbalizations in oral ex-
ams

Teachers’ achievement verbalizations are 
messages that have a much more precise capaci-
ty to transmit information related to achievement 
than non-verbal behaviors and, consequently, 
their effect on appraisals and emotions is clear-
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er (Putwain et al., 2017, 2022, 2023). Teachers’ 
achievement verbalizations in oral exams are un-
derstood here as verbal expressions, phrases, and 
feedback on achievement issued by teachers in 
the presence of one or more students (Narciss et 
al., 2022; Putwain et al., 2017, 2022, 2023). If, 
for instance, before starting the exam the teach-
er warns that the exam will be difficult, this en-
hances the perceived difficulty of the exam and 
can elicit anxiety (Putwain et al., 2017). If, by 
contrast, the teacher gives negative feedback on 
the current performance (He/she says: How could 
you not know that?), it can activate shame (Apto 
et al., 2017). By contrast, if the teacher gives pos-
itive feedback about current performance or pro-
vides support to continue responding, pride and 
enjoyment can be activated (Pekrun et al., 2023).

As it can be seen, it is possible to think that 
some verbalizations are more associated with one 
emotion than others or that they are even related 
to several emotions simultaneously. For example, 
arbitrary questions or humiliating expressions 
about skill level or knowledge can clearly mobi-
lize ideas of unfair treatment and anger, but also 
anxiety and hopelessness by inducing loss of con-
trol. Some verbalizations can even anticipate suc-
cess before the exam starts, which can increase 
hope regarding the possibility of obtaining a posi-
tive result and activate enjoyment of the situation.

Items development of the (TAVQ)

Item construction was based on the afore-
mentioned theoretical aspects and a preliminary 
exploratory study (Sánchez-Rosas, 2016). This ex-
ploratory study analyzed the occurrence of various 
teachers’ achievement verbalizations in oral exams 
associated with some achievement emotions.

Seven sets of items were developed, each 
one initially thought to be closely related to one 

of seven possible emotions (enjoyment, anger, 
pride, hope, anxiety, shame and hopelessness). In 
this way, one set of items would evaluate verbal-
izations that could activate enjoyment (e.g., The 
teacher affirms that the exam is one more instance 
of learning), while another item would evaluate 
hopelessness, (e.g., The teacher says that even if 
I try hard, I will not be able to improve my exam 
performance). The selection of these items associ-
ated with these seven emotions would cover ver-
balizations that were thought to be associated with 
frequent emotions in exams and with positive-neg-
ative emotions of activity (enjoyment and anger) 
and of past or future outcomes (hope, anxiety and 
hopelessness, pride, and shame). It is important to 
note that these items would not evaluate emotions 
but verbalizations that would be believed to be dis-
cernible from one another and that their grouping 
could be due to their possible association with a 
specific emotion. However, it must be recognized 
that the same verbalization could simultaneously 
lead to experiencing emotions that are empirical-
ly difficult to separate due to their valence, object 
focus, or time frame (e.g., anxiety, hopelessness; 
Pekrun et al., 2023; Sánchez-Rosas, 2016). The 
item design contemplated the specific achievement 
context (oral exams) and the temporal nature (be-
fore/beginning, during, after/end) predominant in 
the achievement context that triggers each emotion 
(Pekrun, 2018, 2021). This is because emotions can 
be activated before, during and after the achieve-
ment activity (questions, problem situations) or 
before and after the achievement outcomes (an-
ticipations, feedback). However, some emotions 
are more prospective (hopelessness), others more 
retrospective (pride), and others more concurrent 
(anger). Therefore, when writing the items, we 
sought to give relevance to the temporal aspect of 
the achievement. Thus, for example, an item that 
was thought to be associated with anxiety included 
verbalizations by the teacher mentioning the diffi-
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culty of the situation at the beginning of the exam 
or conveying uncertainty about the appropriate-
ness of the responses during the exam. In contrast, 
to evaluate a verbalization associated with shame, 
an item was written in which the teacher explained 
to other people that the student failed to respond.

Method
Participants

Two hundred fifty-two students in different 
academic programs (72% were studying psychol-
ogy) from the National University of Córdoba, 
Argentina, participated. The participants were be-
tween the ages of 18 and 55 (M = 27.70, SD = 
8.81), in their first to fifth year of studies (5th year 
= 40%), and 84% of the participants were women.

Instruments

Teacher’s achievement verbalizations in oral ex-
ams. For the assessment of teacher’s achievement 
verbalizations in oral exams, 56 preliminary items 
were used, which were distributed according to 
the measurement model tested. For example, if 
oblique model of seven dimensions B was tested, 
items were distributed in groups of eight items 
depending on whether they had been designed to 
evaluate their association with enjoyment (The 
teacher  greets at the beginning of the exam), an-
ger (The teacher makes questions about topics that 
are not on the syllabus), anxiety (Before starting, 
the teacher warns that the exam will be difficult), 
shame (At the end of the exam, the teacher says: 
I thought you had prepared better), hope (Before 
starting, the teacher assures me that I have the 
enough ability to pass the exam), hopelessness 
(Before starting, the teacher assures me that the 
exam will be very difficult) and pride (When the 

exam is over, the teacher congratulates me on my 
performance). The final version of the instrument 
includes eight items of positive verbalizations 
(When the exam is over, the teacher compliments 
the way I prepared myself for the exam) and eight 
items of negative verbalizations (While I take the 
exam, the teacher reproaches: You should have al-
ready known that!). Each of the items is answered 
on a 5-point Likert scale (1 = almost never, 5 = al-
most always) to describe the frequency with which 
teachers make various comments or verbalizations 
related to achievement in oral exams. Although the 
response scale used evaluated the typical experi-
ence in oral exams, it is possible to evaluate the 
experience in a particular exam with slight modifi-
cations in the response instruction.
Achievement emotions. Seven items were used to 
assess the emotions of enjoyment (I enjoy taking 
the exam), anger (I get angry), anxiety (I am very 
nervous), shame (I feel ashamed), hope (I am very 
confident), hopelessness (I feel hopeless) and pride 
(I am very pleased with myself). Each of the items 
is answered on a 5-point Likert scale (1 = almost 
never, 5 = almost always) to describe the frequen-
cy with which students experience these emotions 
in oral exams (Sánchez-Rosas, 2015).
Academic performance. Students’ performance 
was measured by assessing their average grades 
attained over the academic career.

Procedures

The set of items was included in an online 
survey to which questions about gender, age, ca-
reer, and current academic year were added. The 
survey included an invitation to participate, the ob-
jectives of the study and an informed consent form. 
It was conducted through a platform that takes on-
line surveys and the invitation was made through 
social networks.
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Data Analysis

Measurement models of teachers’ achievement 
verbalizations in oral exams. Considering the va-
lence, object focus, and temporality of emotions, 
seven alternative measurement models of teacher 
achievement verbalizations in oral exams were 
specified: (a) uni-dimensional model A, in which 
all items load on a single factor; (b) oblique model 
of seven dimensions B, in which the seven sets of 
designed items load their respective latent factors 
with specific emotions; (c) bi-dimensional model 
C, in which the items of positive verbalizations 
and negative verbalizations load their respec-
tive latent factor; (d) bi-dimensional model D, in 
which the items of activity (enjoyment + anger) 
and outcomes (anxiety + shame + hopelessness 
+ pride) load their respective latent factor; (e) 
tri-dimensional model E, in which the items of 
activity (enjoyment + anger), of positive (hope-
lessness + pride) and negative (anxiety + shame) 
outcomes load their latent factor respectively; (f) 
tri-dimensional model F, in which the items of ac-
tivity (enjoyment + anger), prospective (anxiety 
+ hopelessness + hope) and retrospective (shame 
+ pride) outcomes load their latent factor respec-
tively; (g) bifactor model G, in which all the items 
load on a general factor and the items with posi-
tive and negative verbalizations load on their re-
spective latent factor.
Preliminary analysis. The approximation to uni-
variate normality was analyzed through the mag-
nitude of the skewness and kurtosis of the items, 
and they were considered acceptable if they were 
less than 2 and 7, respectively (Finney & DiStefa-
no, 2006). In turn, for multivariate normality, the 
Mardia multivariate kurtosis coefficient was used 
(G2 < 70; Pérez et al., 2013).
Assessment of measurement models. The differ-
ent measurement models were assessed based on 
the magnitude of the fit indices such as the CFI  

(Comparative Fit Index > .90; McDonald & Ho, 
2002), the RMSEA  (Root Mean Square Error of 
Approximation < .08; Browne & Cudeck, 1993), 
and the WRMR (Weighted Root Mean Square 
Residual Index < 1.00; DiStefano et al., 2018). 
In turn, factorial loads (> .50; Dominguez-Lara, 
2018) and interfactorial correlations were also 
considered in order to detect potential cases of 
factorial redundancy (ϕ > .80; Brown, 2015).

If the bifactor model obtains a favorable 
fit, complementary indicators will be assessed to 
evaluate the representativeness of the general fac-
tor  (ωh, ωhs, and ECV; Rodriguez et al., 2016), 
while values less than .30 for ωhs reaffirm it.
Short version of the TAVQ. Based on the criteria 
mentioned above, the best measurement model 
was chosen, with which a brief version was de-
signed, selecting the items whose factor loadings 
are greater than .60 by progressively eliminating 
those that were below that requirement. After de-
signing it, the equivalent with the extended ver-
sion was analyzed using the corrected Pearson 
correlation coefficient, since both versions share 
items, and a corrected correlation above .70 was 
expected to conclude the equivalence of the ver-
sions.

Reliability

Finally, the reliability of the brief version 
was evaluated both at the score level (α > .70; 
Ponterotto & Charter, 2009) and the construct 
level (ω > .70; Hunsley & Marsh, 2008).

Estimation and software

A series of confirmatory factor analyses 
were implemented in order to assess the measure-
ment models proposed in the introductory sec-
tion. The weighted least squares means and vari-
ance adjusted estimation method (WLSMV) and 
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 Table 1
Descriptive statistics of the items.

M SD g1 g2  M SD g1 g2

Item 1 1.93 1.18 0.97 -0.20  Item 29 1.84 1.04 0.89 -0.38

Item 2 2.07 1.23 0.80 -0.59  Item 30 1.28 0.78 3.18 10.21

Item 3 2.31 1.27 0.57 -0.82  Item 31 2.05 1.22 0.80 -0.51

Item 4 3.15 1.27 -0.05 -1.03  Item 32 1.32 0.75 2.53 6.24

Item 5 1.78 1.00 1.18 0.66  Item 33 4.25 1.00 -1.19 0.53

Item 6 2.65 1.20 0.24 -0.75  Item 34 2.65 1.08 0.06 -0.56

Item 7 1.81 1.06 1.11 0.21  Item 35 3.04 1.29 -0.17 -1.06

Item 8 1.53 0.94 1.79 2.56  Item 36 2.86 1.21 0.08 -0.88

Item 9 1.96 1.16 0.92 -0.31  Item 37 2.67 1.08 -0.01 -0.64

Item 10 2.54 1.26 0.23 -0.95  Item 38 2.67 1.05 0.17 -0.45

Item 11 2.05 1.36 0.86 -0.73  Item 39 2.32 1.17 0.29 -0.97

Item 12 2.53 1.24 0.29 -0.88  Item 40 2.52 1.09 0.03 -0.91

Item 13 2.36 1.30 0.50 -0.93  Item 41 2.33 1.20 0.48 -0.68

Item 14 1.86 1.15 1.25 0.62  Item 42 2.00 1.04 0.81 -0.03

Item 15 2.28 1.09 0.43 -.62  Item 43 1.56 0.91 1.61 2.01

Item 16 1.86 1.05 1.07 0.37  Item 44 2.23 1.23 0.47 -1.10

Item 17 2.13 1.12 0.53 -0.81  Item 45 2.31 1.10 0.32 -0.74

Item 18 2.31 1.18 0.37 -0.97  Item 46 1.59 0.89 1.33 0.76

Item 19 1.69 0.99 1.28 0.79  Item 47 1.94 1.06 0.83 -0.27

Item 20 1.44 0.84 1.99 3.38  Item 48 1.90 1.03 0.89 -0.08

Item 21 1.81 1.08 1.22 0.60  Item 49 1.82 1.12 1.23 0.58

Item 22 1.91 1.17 1.01 -0.16  Item 50 1.45 0.87 2.37 5.80

Item 23 2.44 1.25 0.41 -0.88  Item 51 1.39 0.84 2.40 5.81

Item 24 2.23 1.20 0.60 -0.67  Item 52 1.71 1.01 1.33 0.98

Item 25 1.69 1.02 1.33 0.82  Item 53 2.20 1.10 0.46 -0.72

Item 26 1.84 1.13 1.17 0.41  Item 54 1.80 1.01 1.08 0.46

Item 27 1.87 1.14 1.08 -0.02  Item 55 1.72 1.04 1.28 0.62

Item 28 1.91 1.16 0.93 -0.31  Item 56 2.42 1.08 0.28 -0.59

Note. M= Mean; SD= Standard Deviation; g1= Asymmetry; g2= Kurtosis; items 1 to 8= anxiety; items 9 to 16= shame; items 
17 to 24= anger; items 25 to 32= hopelessness; items 33 to 40= enjoyment; items 41 to 48= pride; items 49 to 56= hope. The 
numbering corresponds to the database ordered for analytical purposes. The items were presented to the participants in order.
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the polychoric correlation matrix between items 
were used. For this purpose, the software Mplus v. 
7 (Muthén & Muthén, 2012).

Results

Evidence of validity related to internal structure:
Preliminary analysis

Most of the items present magnitudes of 
skewness and kurtosis that are close to univariate 
normality (e.g., item 1), but in other cases they far 
exceed the established limits (e.g., item 30) (Table 
1). Likewise, G2 is above what is suggested to con-
clude on multivariate normality (G2 = 225.530).

Evaluation of measurement models

Regarding the analysis of the internal struc-
ture, four models (A, D, E and F) presented fit in-
dices with unacceptable magnitudes. Likewise, the 

Table 2
TAVQ measurement models.

CFI RMSEA ICRMSEA 90% WRMR

Model A .661 .103 .100, .106 2.468

Model B .835 .072 .069, .076 1.785

Model C .831 .073 .070, .076 1.846

Model D .696 .108 .105, .111 2.336

Model E .753 .097 .094, .101 2.099

Model F .665 .103 .100, .106 2.455

Model G .749 .092 .089, .095 2.062

bifactor model (model G) did not achieve a bet-
ter fit than the other models, so the analysis of the 
complementary indicators was not continued.

Those that had a more acceptable adjustment 
were the model of seven oblique factors (model 
B) and two factors (model C), although in the 
case of the first, the interfactorial correlation was 
high among those factors that corresponded to the 
same type of verbalization, either negative (ϕmean = 
.949) or positive (ϕmean = .830). In this sense, the 
two-factor model was considered the most parsi-
monious one and the one which best represents the 
evaluated construct.

Short version of TAVQ

The short version was prepared based on the 
two-factor model (negative verbalizations and pos-
itive verbalizations) by gradually discarding the 
items whose factorial loads were less than .60 in 
their respective factors.

Note. Model A= uni-dimensional model; Model B= oblique model of seven dimensions; Model C= bi-dimensional model of 
positive and negative factors; Model D= bi-dimensional model of activity and outcomes factors; Model E= tri-dimensional 
model of activity and positive and negative outcomes factors; Model F= tri-dimensional model of activity and prospective and 
retrospective factors; Model G= bifactor model.
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Table 3
TAVQ Factorial Loadings and Correlations.

Item Factorial loadings

 Negative verbalizations  

13 While I am taking the exam, the teacher reproaches: You should have already known that!
Mientras rindo, reprocha ¡Eso ya lo deberías saber!

.78

19 The teacher makes negative comments about my skill. 
Hace comentarios negativos sobre mi capacidad.

.78

20 The teacher makes fun of what I say. 
Se burla de lo que digo.

.77

27 While I am taking the exam, the teacher says: So far, you could not answer anything right. 
Mientras rindo dice: hasta el momento no pudiste responder nada bien.

.86

28 While I am taking the exam, the teacher assures me that my level of knowledge is not 
enough to pass. 
Mientras rindo asegura que mi nivel de conocimiento es insuficiente para aprobar.

.84

29 The teacher assures me that, with the knowledge I have, I will not be able to pass the 
exam.
Asegura que con lo que sé no podré aprobar el examen.

.84

31 The teacher maintains that it makes no sense to keep asking me. 
Sostiene que no tiene sentido seguir preguntándome.

.78

32 The teacher says that even if I make an effort, I won’t be able to improve my performance. 
Dice que aunque me esfuerce, no podré mejorar mi desempeño en el examen.

.73

Positive verbalizations

41 When the exam is over, the teacher congratulates me on my performance. 
Al terminar el examen, me felicita por mi desempeño.

.82

42 When the exam is over, the teacher compliments the way I prepared myself for the exam. 
Al terminar el examen, elogia la forma en que me preparé.

.79

44 When the exam is over, the teacher encourages me to keep on the same track. 
Al terminar el examen, me alienta a seguir así.

.83

47 The teacher says that my answer is excellent. 
Dice que mi respuesta es excelente.

.71

51 Before we start the exam, the teacher asserts that he/she has confidence in me. 
Antes de comenzar, dice que confía en mí.

.60

52 Before we start the exam, the teacher says I will do great just like everyone else. 
Antes de comenzar, asegura que me va a ir bien como a todos.

.64

54 The teacher asserts that, by what I seem to know, for sure I will do well. 
Afirma que, por el nivel de conocimiento que demuestro, seguro me va a ir bien.

.64

56 The teacher thinks that I have a good understanding of the topics. 
Considera que tengo un buen dominio de los temas.

.70

Factor Correlations -.36
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Regarding the equivalence between the long 
and short version of the negative verbalizations 
factor, the initial correlation was .91, and a post 
correction of .88 was obtained; and in the case 
of positive verbalizations, initially it reached .92 
initially, and when implementing the correction, it 
decreased to .86. In both cases, it is concluded that 
the long and short versions are equivalent.

Reliability

Finally, in relation to reliability, adequate val-
ues were obtained both at the construct level and 
for scores of the negative verbalizations dimension 
(ω = .936; α = .895) and positive verbalizations (ω 
= .898; α = .856).

Evidence of validity by association with other vari-
ables

The association of verbalizations with 
achievement emotions and academic performance 
was significant in almost all cases (Table 4), with 
moderate and low results.

Discussion

This study presented the development of 
an instrument to evaluate teachers’ achievement 
verbalizations in oral exams and its psychomet-
ric properties assessed through internal structure, 
reliability and criterion related variables. Alto-
gether, the results provide psychometric evidence 
for an instrument that allows to evaluate teachers’ 
achievement of positive and negative verbaliza-
tions in oral exams. These verbalizations include, 
among others, messages that anticipate difficul-
ty or uncertainty in the exam, indicate poor per-
formance, imply an arbitrary attitude or promote 
control of the exam. In addition, these verbaliza-
tions are related to the activation of various emo-
tions and academic performance.

The progress presented here constitutes the 
focus on an important area of research on aca-
demic emotions, a topic that is not much studied 
at the local level (specifically, in the research on 
teachers’ verbalizations that affect the activation 
of student’s emotions during oral exams) (Narciss 
et al., 2022; Putwain et al., 2017, 2022, 2023).

Table 4
Association of teachers’ verbalizations with achievement emotions and academic performance.

1 2 3 4 5 6 7 8 9 10

1. NV -
2. PV -.27*** -

3. enjoyment -.28*** .43*** -

4. pride -.30*** .39*** .56*** -

5. anger .27*** -.08 -.08 -.18** -

6. anxiety .07 -.12* -.41*** -.24*** .15* -

7. shame .20** -.24*** -.41*** -.42*** .19** .43*** -

8. hope -.15* .26*** .46*** .58*** -.09 -.25*** -.42*** -

9. hopelessness .33*** -.27*** -.39*** -.55*** .25*** .23*** .51*** -.41*** -

10. GPA -.29*** .29*** .16** .35*** -.14* -.04 -.25*** .16** -.32*** -

Note. * p < .05, ** p < .01, *** p < .001. GPA= Grade Point Average; NV= negative verbalizations; PV= positive verbalizations.



77

Sánchez-Rosas et al., Evaluar, 2023, 23(2), 67-82

Item development and evidence of validity and 
reliability

The item design intended to incorporate 
the dimensions of the valence, object focus and 
temporal frame (Pekrun, 2018, 2021) of the emo-
tions to which teachers’ achievement verbaliza-
tions would be associated. In turn, the items were 
designed considering aspects that would be core 
to each achievement emotion, for example, un-
certainty about the domain of the exam (Putwain 
et al., 2017), exposure of the error (Apto et al., 
2017) or certainty about a positive result (Pekrun 
et al., 2023). 

Considering the dimensions and these cen-
tral aspects, plausible models for measuring 
teachers’ achievement verbalizations in oral ex-
ams were specified. Seven measurement mod-
els were evaluated and the most favorable ad-
justments were obtained for a model with seven 
oblique but highly related dimensions and a more 
parsimonious model with two dimensions that 
grouped positive and negative verbalizations. As 
anticipated, the same verbalization could simul-
taneously activate various emotions that are em-
pirically difficult to separate due to their valence, 
emotional focus, or time frame (e.g., anxiety and 
hopelessness; Pekrun et al., 2023; Sánchez-Rosas, 
2016). Some of the evaluated models considered 
the time frame of the verbalizations; however, 
they did not show a good fit to the data. This diffi-
culty in discriminating the time frame may be due 
to the fact that the items refer to verbalizations 
that are performed at the beginning and at the end 
of the exam, instead of being performed before or 
after it. In this way, all the items would have been 
constructed as concurrent to the examination sit-
uation and not as prospective or retrospective. 
Added to this, the items failed to discriminate 
between verbalizations related to the activity in 
progress or their outcomes. From the data, it can 

be deduced that the items evaluate teachers’ ver-
balizations whose content provides information 
regarding the distinguishable achievement only 
by their valence (Pekrun, 2018).

In contrast, a large number of items were 
designed with the intention of arriving at a brief 
instrument with the best items that facilitate and 
make their application more practical. After iden-
tifying the items with the best factor loadings, two 
scales of eight items each with very good internal 
consistency were retained.

Teachers’ achievement verbalizations can 
affect control and value appraisals and, through 
these, activate achievement emotions and ac-
ademic performance (Goetz et al., 2018). This 
research provided favorable evidence on the re-
lationship of the scores of each scale with theoret-
ically related variables (Apto et al., 2017; Pekrun 
et al., 2023; Putwain et al., 2017). Low correla-
tions with achievement emotions were obtained, 
although the association seems to be greater be-
tween verbalizations and emotions of equal va-
lence. There were also positive and negative re-
lationships between the positive and negative 
verbalizations, respectively, with the academic 
average. The magnitudes of these relationships, 
although low, seem consistent with the idea that 
control-value appraisals would be mediating this 
association (Pekrun, 2018, 2021).

Limitations and further studies

Although the instrument developed pres-
ents some good initial psychometric properties, 
the results should be taken with caution and fur-
ther studies should be carried out. First, the items 
express verbalizations made during oral exams 
and fail to capture the verbalizations that are an-
ticipated several days before, for example, in a 
class situation or that are even carried out a few 
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days later. This distinction, not achieved with our 
development of items, could have differential ef-
fects not only on achievement emotions, but also 
on, for example, behavioral avoidance in oral 
exams (Furlan & Sánchez-Rosas, 2018). Verbal-
izations before or after an exam would affect the 
postponement of the evaluation instances, while 
those that are said during the exam would have a 
greater impact on inhibition during the oral exam.

Conversely, the clear gender bias in the 
sample has not made it possible to verify wheth-
er the measurements remain invariant based on 
sex. This would be important to analyze since, 
if achievement emotions related to negative out-
comes seem to be more frequent in women (Reilly 
& Sánchez-Rosas, 2019; Sánchez-Rosas, 2015), 
verbalizations, considering their environmental 
antecedents, could also vary depending on this 
categorical variable.

Finally, although the constructed items 
clearly refer to verbal expressions on achieve-
ment, it would be convenient to consider an anal-
ysis of convergence or divergence through cor-
relation with instruments that assess feedback 
or fear appeals (Putwain et al., 2017, 2023), in-
structional teaching quality in class (Becker et 
al., 2014; Lazarides & Buchholz, 2019; Narciss 
et al., 2022; Sánchez-Rosas et al., 2016), teacher 
support (Apto et al., 2017; Lei et al., 2018) or the 
inclusion of non-verbal behaviors (Derakhshan 
et al., 2023; Guo et al., 2022; Juma et al., 2022; 
Puertas-Molero et al., 2022).

Practical implications

Through the TAVQ, the measurement of 
teachers’ verbalizations during oral exams makes 
it possible to broaden and enrich the functional 
analysis of emotional dysregulation problems 
and avoidance behaviors in evaluative contexts 

(Furlan & Sánchez-Rosas, 2018). The messages 
related to achievement during an oral exam of-
fer feedback on the control and value appraisals 
that precede the emotional responses of the peo-
ple evaluated and that later activate their coping 
behaviors (Pekrun, 2018, 2021). The informa-
tion processing related to performance during 
the exam is part of executive control tasks when 
goal-directed behaviors are implemented (Zeidner 
& Matthews, 2005). In this way, the information 
provided by teachers will be processed by each 
student according to their beliefs and appraisals 
and will lead to behaviors that tend to regulate 
their emotional state, using the set of strategies 
that can be accessed (Rojas-Torres et al., 2022). 
For this reason, it is valuable to have an evalua-
tion tool that allows one to reflect on the nature 
and effects of verbal messages, noting their rel-
evance in students’ performances in oral exams.

Conclusions

An instrument is provided with two scales 
that evaluate positive and negative teachers’ 
achievement verbalizations in oral exams with 
evidence of validity and reliability. In addition 
to the optimal reliability values, the relationship 
of the scores of each scale with the achievement 
emotions and academic performance is demon-
strated. In short, we count with a useful instru-
ment for the assessment of verbal expressions, 
phrases and comments about students’ achieve-
ment that a teacher emits in the presence of one 
or more students during an oral exam.
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