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GRAPHICAL ABSTRACT
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· Multiple regression analyses indicate that emotional factorsare significant predictors of English language proficiency,accounting for 56%–64% of the variance (R²) acrossspeaking, listening, reading, and writing, vocabulary, andgrammar outcomes.
· Activity-positive emotions and outcome-positive emotionsexhibit the largest standardized regression coefficients (β),positively predicting proficiency across all languagesubskills.
· Anticipatory negative emotions and outcome-negativeemotions show negative β-values, significantly reducingEnglish proficiency performance in specific linguisticdomains.

·

________________________________________________________________________________________________
ABSTRACT

_________________________________________________________________________________________________This study examined the role of emotional factors in shaping English language proficiencyoutcomes among undergraduate students at Kibogora Polytechnic (KP), a Rwandanuniversity. Data were collected from 88 students using Likert-scale questionnaires andanalyzed with descriptive statistics, correlation, and multiple regression models.Descriptive results indicated that students experienced both positive and negative emotionsin their English learning. However, negative expectations and outcome emotions werestronger in the assessment. Correlation analyses revealed statistically significantrelationships: Positive emotions were found to be strongly associated with improvedEnglish language proficiency, while negative emotions consistently hindered performanceacross all subskills. Overall, emotional determinants emerged as significant predictors oflearners’ proficiency, highlighting the crucial role of affective factors in shaping Englishlanguage outcomes. Activity-related and outcome-positive emotions had the largestpositive β-values, whereas anticipatory and outcome-negative emotions exerted inhibitoryeffects on specific English language skills. The findings underscore the central role ofemotional factors in English learning in context where English is a medium of theinstruction and highlight the need for integrating affective pedagogical support strategiesinto teaching and assessment practices.
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1. Introduct ion
Emotional factors are central to learning.Research in education and psychology shows thatlearners’ affective experiences, such as anxiety,enjoyment, motivation, engagement, hope,curiosity, optimism, eagerness, fear, nervousness,self-doubt, and self-efficacy, influence attention,persistence, and performance (Pekrun andLinnenbrink-Garcia, 2012; Alrashidi and Al-shammari, 2025). In academic settings, emotionalstates act as both facilitators (for example,enjoyment, interest, self-efficacy) and inhibitors(for example, anxiety, boredom) of the cognitiveprocesses needed for successful learning. Multiplestudies report that these effects hold across subjectareas and modes of instruction (Goetz et al.,2013; Hagenauer et al., 2023).
Emotions play a key role in second and foreignlanguage learning, especially where languagecompetence enables access to instruction,classroom participation, and academicperformance. For example, positive emotions suchas foreign language enjoyment predict willingness tocommunicate and language performance in L2 or FLsettings (Xiao and Jia, 2025). Research in appliedlinguistics has also documented robust links betweenL2-specific emotions and language skillattainment. Higher foreign language anxiety tendsto predict lower oral performance and reducedwillingness to communicate, whereas higher foreignlanguage enjoyment is associated with greaterparticipation, strategy use, and progress (Yu,2025; Kianinezhad, 2024). Emotionaldeterminants in language classrooms are dynamicand interact with contextual features such asteacher behaviour, peer climate, and pedagogicalapproach (Wang et al., 2024b). These emotionalstates act as powerful mediators, influencing bothlanguage learning outcomes and languageproficiency more broadly (Gordani et al., 2025).
Across Africa, the rapid expansion of English asa medium of instruction (EMI) has amplified theimportance of affective variables for learners’outcomes. Many schools and universities facerecurring problems, including uneven teacherpreparation and weak support for integratinglanguage and content learning (Macaro, 2018).

Content comprehension and cognitiveengagement often suffer when content isdelivered through a second or foreign languagewithout adequate language support, andemotional consequences follow (Rouaghe andAssassi, 2024). These challenges, together withdiffering levels of English proficiency, createlearning environments where anxiety, lowconfidence, and similar inhibiting states caninterfere with students’ chances of success(Zhang and Pladevall-Ballester, 2023).
Rwanda presents a notable case for analyzinghow emotional factors, language policy, andclassroom realities intersect to shape academicperformance. In 2008–2009, the country replacedFrench with English as the main instructionallanguage in order to support national goals ofeconomic integration and internationalparticipation (Kral, 2023). In Rwandanclassrooms, the rapid implementation of EMI hascontributed to an environment whereteacher–student code-switching persists, andwhere significant linguistic gaps remain,reflecting limited English proficiency among someteachers and uneven English competence amonglearners (Habintwali et al., 2024). Such a mismatchincreases cognitive load, elevates anxiety amonglearners with limited exposure to English, andreduces opportunities for fluent communication,which in turn lowers measurable performance inboth language and content subjects (Wang et al.,2024a).
Two contextual features make Rwandaespecially relevant for the present study. First,disparities in English proficiency persist amongRwandan undergraduate students despitesubstantial investments in teacher training.Moreover, there is still a persistence of pooracademic achievement culminating in schooldropout in the Rwandan education system. These
issues often lead to reduced employability,
limiting graduates’ opportunities in the labor
market. (Mitchell et al., 2024). This has resultedin ongoing instructional difficulties with bothemotional and cognitive implications for learners.
Second, Rwanda’s largely monolingual context,where Kinyarwanda predominates outsideschool, limits access to English input and
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amplifies classroom anxiety and reluctance tospeak (Mugirase et al., 2025).
Together, these factors create a context in whichemotional determinants are likely to act as keymediators between linguistic background andacademic learning outcomes in both EFL/ESL andEMI settings, including Rwandan universities.
Despite growing interest in emotions in L2learning and EMI, there is still a scarcity ofquantitative works that examines the jointinfluence of multiple emotional determinants onacademic outcomes in African EMI/EFL contexts,and in Rwanda in particular. Many prior studieshave focused on single constructs, such as foreignlanguage anxiety, or on descriptive accounts of EMIimplementation that do not integrate systematicaffective measurement and predictive analysis (Gulloet al., 2025). This gap limits policymakers’ abilityto design integrated interventions that target bothlanguage skills and the emotional barriers thatundermine performance.
The present study introduces an emotional
affective perspective to help explain why many
Rwandan university students continue to struggle
with English proficiency despite ongoing efforts to
strengthen language education. Many interventions
have focused on cognitive approaches, instructional
materials, or curriculum reforms, while overlooking
the emotional atmosphere that surrounds the
learning process. Exploring and documenting
students ’emotional experiences provides context-
specific evidence that supports affective
pedagogical strategies that complement traditional
teaching approaches.
2. Objectives of the study
The following objectives guided this research:
(i) To identify the key emotional variablesexperienced by students during English languagelearning.
(ii) To examine the relationship between students’emotional determinants and their Englishlanguage proficiency outcomes.

(iii)To determine the extent to which emotionalfactors predict English language proficiencyachievements.

3. Research questions
The study addressed the following researchquestions:
(i) What are the key emotional variablesexperienced by students in their Englishlanguage learning process?
(ii) What is the relationship between students’emotional determinants and their Englishlanguage proficiency outcomes?
(iii) To what extent do emotional factorspredict students’ English languageproficiency achievements?
4. Rev iew of literature
4.1 . Emot ional determinants a n dacademic learning outcomes
A growing body of empirical works showthat learners’ emotions, whether experiencedbefore, during or after language activitiesand assessments, shape motivation,cognitive processing, participation andlearning achievement in EFL/ESL settings(Pekrun & Linnenbrink-Garcia, 2012; Wanget al., 2021). Students’ emotional states playa central role in their academic outcomes.For example, Yu (2025) examined therelationship between foreign language anxietyand foreign language enjoyment amonguniversity students and found that bothnegative and positive emotional statessignificantly influenced language achievement.
Learners experiencing higher enjoymentengaged more actively and achieved betterperformance.
Similarly, Kianinezhad (2024) reported thatelevated anxiety levels were associated withreduced classroom participation and loweracademic outcomes. Emotional distresslimited cognitive processing capacity andimpeded performance. In EMI settings,motivational emotions such as interest,
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confidence, and perceived support are stronglytied to engagement and achievement (Zhang &Pladevall-Ballester, 2023). These findings
reinforce the view that emotional determinantsprofoundly shape learning outcomes in EMIcontexts.

4.2 Emotional factors as predictors ofEnglish language performance
Several studies have assessed emotionalvariables as predictors of English languageperformance. Mahmud & Hameed (2024)conducted a correlational study on Iraqi EFLstudents and found that emotional readinessand communicative confidence were significantpredictors of communicative competence.Students who regulated their emotionsperformed better in interactive English tasks.
Motivational emotions have also been shown topredict students’ ability to cope with thechallenges of EMI learning environments.Variables such as interest, enjoyment andperceived autonomy can be stronger predictorsof English performance than some cognitivefactors (Zhang & Pladevall-Ballester, 2023). Yu(2025) reported that foreign languageenjoyment predicted higher Englishproficiency scores, while foreign languageanxiety predicted lower scores, whichillustrates the predictive effect of emotionalfactors on English performance.
Overall, the literature indicates that emotionalstates are not accidental out of learning. Theyare measurable indicators that forecast howwell students perform in English as a foreign orsecond language.
4.3. Teachers’ attitudes andpedagogical interventions
Teachers’ attitudes towards the emotionalexperiences of English language learners (ELLs)play a critical role in shaping both emotionalwell-being and academic performance (Shao etal., 2025). Emotional experiences such asanxiety, confidence, curiosity or frustrationinfluence motivation, engagement andachievement. Teachers’ awareness of, sensitivityto and active responses to these emotional statescan either hinder or enhance language learning.

One critical factor is teachers’ ability torecognize and understand the emotionalexperiences that learners bring to theclassroom.
ELLs often face high anxiety in speaking andlistening because they fear making mistakes orbeing misunderstood (Horwitz, 2001). Teacherswho recognize this challenge can adapt theirstrategies to alleviate anxiety and create moreinclusive, supportive environments. Teacherempathy and responsiveness to students’emotional needs are essential for fosteringclassrooms where ELLs feel comfortable andmotivated to take risks (Dewaele & MacIntyre,2014). Attention to emotional states helpsreduce fear and frustration and supports positiveemotions that promote engagement andpersistence (Pekrun & Linnenbrink-Garcia,2012).
Effective pedagogical interventions address bothcognitive and emotional aspects of languagelearning. Creating emotionally safe andsupportive environments is a key intervention.Teachers can foster a sense of community andtrust by encouraging open communication,building strong student–teacher relationshipsand promoting peer support (Holzer & Dau-
miller, 2025; Allen et al., 2021). Learners aremore likely to engage in the learning processwhen they feel emotionally comfortable.
According to Bandura (1997), motivationalstrategies can further support emotionalengagement. Therefore, providing positivefeedback, celebrating small successes and settingachievable goals can boost self-esteem and self-efficacy intrinsic motivation can be supported bymaking lessons relevant to students’ interestsand by stimulating curiosity and intrigue aboutEnglish (Solari et al., 2023). To support this
claim, Atifnigar (2024) observed that managingemotional inhibitors, especially anxiety, is vital.
He equally found that relaxation techniques,collaborative activities and low-stakes
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formative assessments reduce pressure duringlanguage tasks. Encouraging a growth mindset,in which learners see mistakes as a natural partof learning, can reduce anxiety and self-doubt(Dweck, 2015). For Guo et al. (2025) &Pekrun & Linnenbrink-Garcia (2012), a teachershould promote LL’s emotional resilience byhelping them develop coping mechanisms forsetbacks and failures.

Constructive feedback can also help studentsinterpret challenges as opportunities for growthrather than threats to self-esteem.
Teacher–student relationships also shapelearners’ emotional experiences. According toYusuf et al. (2023) and Guo et al., (2025),positive relationships characterized by respectand mutual understanding can mitigatenegative emotions and support academicsuccess. Teachers’ respect for culturaldiversity and use of culturally relevantmaterials help students feel valued andrespected, which supports a positive emotionalclimate and improves language learningoutcomes (Gay, 2010).
5. Research Methodology
5.1 Research design
This study employed a quantitativecorrelational research design, which allowsexamination of relationships among naturallyoccurring variables without manipulation(Creswell and Creswell, 2018). This designmade it possible to explore associations anddetermine the predictive influence of emotionalfactors under real language learning conditions.
A survey was also used to collectsupplementary data suitable for correlationand regression analyses, as surveys arerecommended for collecting quantitativeinformation from relatively large groups withinshort timeframes (Cohen et al., 2002).
5.2 Participants and sampl ing

The survey was administered to 88 Rwandanundergraduates drawn from a population of1,779 learners enrolled in language optionsmatriculated at Kibogora Polytechnic (KP). Toensure balanced representation across languageprogrammes and academic levels, a stratifiedrandom sampling technique was used.Moreover, stratified random sampling increasedrepresentativeness and reduced sampling bias(Fraenkel et al., 2006). Within each stratum,participants were randomly selected to enhancethe validity and generalizability of the findings.

5.3 Instruments an d data collection
A structured questionnaire comprising Likert-scale items measuring emotional determinantsand items assessing proficiency outcomes acrossEnglish language subskills was used to gatherquantitative data. The instrument wasappropriate for quantifying perceptions ofemotional experiences, attitudes, psychologicalconstructs and the acquisition experiences ofEnglish proficiency subskills. (Likert, 1932).Participants were assured of confidentiality andvoluntary participation in line with establishedethical guidelines (BERA, 2018).
5.4 Reliability and validity
To enhance reliability, the questionnaire wasadapted from previously validated instrumentson emotional determinants and learningperformance. Internal consistency reliabilitywas evaluated using Cronbach’s alpha, withcoefficients above 0.70 taken as evidence ofacceptable consistency, in line with Tavakol andDennick (2011). Strong correlations betweenpilot test scores and main study scoresindicated that the instrument produced stableresults over time.
A pilot study was conducted with a smallgroup of students to test the reliability andappropriateness of the questionnaire, asrecommended by Teijlingen and Hundley (2001).The pilot tested clarity, suitability andfunctionality. Feedback led to minor refinementof ambiguous items, adjustment of wording forsensitive emotional questions, and improvement
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of overall flow. This process ensured that the finalinstrument was well-suited to the targetpopulation and reduced measurement error.
Validity was supported through expert reviewby specialists in educational psychology andEnglish language education, who assessedwhether questionnaire items adequatelyrepresented the emotional variables underinvestigation.

Construct validity was enhanced by groundingthe instrument in established theoreticalframeworks of educational emotions, includingcontrol–value theory, temporal classification ofemotions and broader frameworks of educationalaffect (Pekrun & Linnenbrink- Garcia, 2012;Pekrun, 2006). Criterion-related validity wasreflected in the expected relationships betweenstudents’ emotions and their English proficiencyscores, consistent with prior literature (Dewaele
&MacIntyre, 2014; Yu, 2025). These proceduresfollow recommended practice for establishingvalidity in quantitative research (Creswell andCreswell, 2018).
5.5 Ethical considerations
The study followed ethical guidelines thatemphasize respect, protection, beneficenceand dignity of participants. (Creswell &Creswell, 2018). Participation was strictlyvoluntary. Students were informed about thepurpose of the research and their right towithdraw at any time. Confidentiality wasmaintained by avoiding identifying informationand reporting findings in aggregated form only.Given the sensitivity of questions aboutemotions, items were framed in a non-invasiveway and students were allowed to skip anyquestion that caused discomfort.
6. Empirical results
6.1 Descriptive statistics

In this study, students’ emotional experienceswere grouped into anticipatory, activity- related,expectation, and outcome emotions to provide astructured framework for analysis. Anticipatoryemotions, felt before learning, include positivefeelings such as hope, optimism and curiosity, andnegative ones like anxiety, apprehension andworry.

Activity-related emotions arise during learning,with enjoyment, interest and flow representingpositive engagement, while confusion, boredomand frustration reflect negative experiences.Expectation emotions occur before assessment,where hope, self-determination and confidencecontrast with fear and self- doubt.
Outcome emotions follow academic results, withpositive emotions like pride and satisfaction ornegative ones such as disappointment andshame. Each category was further divided intopositive and negative subscales, and totalscores were calculated by summing itemresponses within each subscale.
Higher scores on negative emotions indicatepotential emotional barriers, whereas higherpositive scores suggest greater engagement andsuccessful learning. This categorizationprovides the basis for subsequent descriptivestatistics and correlation analyses betweenemotional determinants and English languageproficiency profiles.
Table 1 shows that students’ emotional profilescluster around the midpoint of their respectivescales. Anticipatory and activity emotions arebalanced, since anticipatory positive (mean11.17) and anticipatory negative (11.76) are closeon the 4–20 scale, and activity positive (11.59)and activity negative (11.61) display the same
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pattern. This suggests that students approachand experience English learning process with amixture of positive and negative feelings ratherthan strongly polarized emotions.
Expectation emotions show clearer asymmetry.Students report relatively low positiveexpectations (mean 5.50 on a 2–10 scale) andmoderately high negative expectations (mean8.70 on a 3–15 scale).
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Table 1: Summary statistics for emotional factors and English proficiency
_________________________________________________________________________________________________________________
Variable Group Items Range N Mean Std. Dev. Min Max
__________________________________________________________________________
Act Pos total Anticipatory positive

emotions
4 4–20 88 11.17 3.34 4 18

Act Neg total Anticipatory negative
emotions

4 4–20 88 11.76 3.05 5 17

Act Pos total Activity positive
Emotions

4 4–20 88 11.59 3.22 4 18

Act Neg total Activity negative
emotions

4 4–20 88 11.61 3.31 5 18

Exp Pos total Positive expectations
emotions

2 2–10 88 5.50 1.70 2 9

Exp Neg total Negative expectations
emotions

3 3–15 88 8.70 2.44 3 15

OutPos total Outcome positive
emotions

5 5–25 88 14.53 4.10 5 24

OutNeg total Outcoe negative
emotions

5 5–25 88 15.40 4.20 5 24

PosEmo total Overall positive
emotions

15 15–75 88 42.80 11.17 16 67

NegEmo total Overall negative
emotions

16 16–80 88 47.48 11.85 19 73

Speak total Speaking proficiency 5 5–25 88 15.85 4.70 6 25
Listen total Listening proficiency 3 3–15 88 9.16 2.84 3 15

Read total Reading proficiencycy 3 3–15 88 9.34 2.94 3 15
Write total Writing

ciency
profi- 3 3–15 88 9.72 2.85 3 15

Vocab total Vocabulary
proficiency

3 3–15 88 9.53 3.00 3 15

Grammar total Grammar
proficiency

3 3–15 88 9.09 2.93 3 15

Proficiency total Overall English
proficiency 20 20–100 88 62.69 18.14 21 9

Source: Field data collected by Ndeze J. C. (2026)
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Many learners therefore anticipate difficulty orworry before assessments.
Outcome emotions show the strongest contrast.Outcome negative emotions average 15.40,slightly above the midpoint of the 5–25 scale,whereas outcome positive emotions average 14.53,slightly below the midpoint. Negative reactions tosetbacks or poor performance are thereforesomewhat more pronounced than positiveresponses to success.
Overall positive (42.80) and overall negative(47.48) emotion indices lie near the midpoints oftheir ranges, indicating a generally neutralemotional climate with a slight tilt toward negativeexperiences. The large standard deviations(11.17 and 11.85) signal substantial variationacross language option undergraduates.
The results also show that English proficiencylevels fall in the moderate range. Overallproficiency has a mean of 62.69 on a 20–100scale, slightly above the midpoint. AmongEnglish language subskills, speaking (15.85)and writing (9.72) appear relatively stronger,while listening (9.16) and grammar (9.09) areslightly lower. These patterns may reflectcommon classroom emphases in Rwanda,where reading, vocabulary and oral expressionare more frequently practiced than listeningand formal grammar.
Overall, Table 1 portrays a student populationwith moderate English proficiency and mixed,slightly negative emotional tendencies towardEnglish learning. The variability across bothemotion and proficiency measures justifiesdeeper analysis using correlations andregression.
6.2 Pairwise correlations
Table 2 presents the pairwise correlationsamong emotional variables and Englishproficiency outcomes. The four positive emotionsubscales show strong internal coherence, withcorrelations from 0.71 to 0.78, all statisticallysignificant. Students who feel positive before,during and after learning tend to experience theseemotions consistently. The negative emotion

subscales also correlate strongly (0.73 to 0.81),indicating that worry,frustration and negative reactions after setbacksform a unified emotional pattern.
Table 2 also indicates that cross-valence
correlations are moderately negative. For
example, anticipatory positive emotions
correlate weakly and inversely with anticipatory
negative emotions (r = −0.28), which suggests
that positive and negative emotional states are
not simple opposites but partially independent
dimensions.
All positive emotions are positively related toEnglish proficiency achievements. Activity-related and outcome positive emotions showthe strongest relationships. Activity positivecorrelates at 0.64 with speaking and 0.63 withoverall proficiency. Outcome positive showssimilar magnitudes, such as 0.61 with vocabularyand 0.62 with overall proficiency. Positiveexpectations are also associated with higherproficiency, though the correlations (0.39–0.49across skills) are somewhat smaller.
Conversely, all negative emotions correlatenegatively with English proficiency outcomes.Outcome negative emotions are consistentlystrong predictors of lower skill performance(for example r = −0.51 with speaking and r= −0.56 with vocabulary). Anticipatorynegative and activity negative emotions alsoshow notable associations with poorer results.These patterns indicate that negative emotionalexperiences before, during and after learninghinder language performance.
From the same table 2, proficiency subskills arealso very highly correlated with each other (r =0.85–0.96), confirming that they form acoherent proficiency construct. Overallproficiency is strongly predicted by thecomponent skills and by both positive andnegative emotional factors.
Overall, Table 2 shows a clear pattern. Positiveemotions support English learning, whilenegative emotions undermine it. The magnitude



Ndeze and Harindintwari / Kibogora Polytechnic Scientific Journal 1 (2024) 39-56

and consistency of these correlations highlight theimportance of emotional processes in shaping language outcomes.

Table 2: Pairwise correlation matrix for emotional factors and English proficiency
Variables (1) (2) (3) (4) (5) (6) (7) (8) (9) (10) (11) (12) (13) (14) (15)

(1) APos total 1.00(2) ActPos total 0.74* 1.00(3) ExpPos total 0.71* 0.75* 1.00(4) OutPos total 0.78* 0.75* 0.72* 1.00(5) ANeg total -0.28* -0.28* -0.19 -0.21* 1.00(6) ActNeg total -0.23* -0.27* -0.16 -0.14 0.76* 1.00(7) ExpNeg total -0.32* -0.23* -0.19 -0.18 0.73* 0.74* 1.00(8) OutNeg total -0.29* -0.23* -0.19 -0.19 0.79* 0.77* 0.81* 1.00(9) Speak total 1 0.62* 0.64* 0.45* 0.60* -0.49* -0.44* -0.47* -0.51* 1.00(10) Listen total 1 0.58* 0.56* 0.42* 0.54* -0.52* -0.48* -0.50* -0.48* 0.85* 1.00(11) Read total 1 0.59* 0.57* 0.39* 0.57* -0.47* -0.49* -0.50* -0.50* 0.88* 0.87* 1.00(12) Write total 1 0.62* 0.58* 0.49* 0.61* -0.45* -0.39* -0.42* -0.44* 0.89* 0.83* 0.83* 1.00(13) Vocab total 1 0.60* 0.57* 0.41* 0.61* -0.54* -0.51* -0.52* -0.56* 0.89* 0.84* 0.88* 0.86* 1.00(14) Grammar total 1 0.60* 0.60* 0.45* 0.56*0.54*0.49* -0.46* -0.50* 0.88* 0.84* 0.88* 0.86* 0.85* 1.00(15) Proficiency total 1 0.64* 0.63* 0.46* 0.62* -0.53* -0.49* -0.51* -0.53* 0.96* 0.92* 0.95* 0.93* 0.94* 0.94* 1.00

* p<0.10, ** p<0.05, *** p<0.01.Source: Field data collected by Ndeze J. C. (2026)
Table 3: Linear regression analysis of emotional factors on English proficiency

VARIABLE Speak –total 1 Listen-total 1 Read-total 1 Write-total 1 Vocab-total 1 Grammar-total 1 Proficiency-tot 1
Anticipatory positive 0.226 0.161 0.177* 0.160 0.140 0.178** 1.043*(0.167) (0.143) (0.097) (0.102) (0.100) (0.090) (0.551)Activity positive 0.613*** 0.195* 0.265** 0.155 0.182* 0.248** 1.658**(0.179) (0.111) (0.115) (0.114) (0.101) (0.121) (0.637)Expectation positive -0.721** -0.234 -0.478** -0.112 -0.468** -0.220 -2.234*(0.334) (0.193) (0.224) (0.212) (0.209) (0.206) (1.211)Outcome positive 0.313* 0.166 0.223** 0.209* 0.327*** 0.148 1.385**(0.178) (0.103) (0.109) (0.110) (0.114) (0.105) (0.643)Anticipatory negative -0.180 -0.197 0.006 -0.172 -0.116 -0.249* -0.907(0.202) (0.127) (0.137) (0.155) (0.146) (0.133) (0.808)Activity negative 0.078 -0.065 -0.116 0.035 -0.063 -0.071 -0.201(0.191) (0.114) (0.117) (0.123) (0.099) (0.109) (0.652)Expectation negative -0.179 -0.206 -0.222 -0.119 -0.089 0.003 -0.813(0.236) (0.171) (0.157) (0.182) (0.143) (0.156) (0.924)Outcome negative -0.252* 0.024 -0.069 -0.052 -0.158 -0.058 -0.565(0.151) (0.101) (0.099) (0.103) (0.100) (0.107) (0.575)Gender = 2, Female -0.769 -0.343 -0.183 -0.235 0.035 -0.284 -1.779(0.711) (0.470) (0.488) (0.460) (0.426) (0.448) (2.642)Education = 2, S5 0.384 0.475 0.515 0.624 -0.120 0.222 2.100(0.820) (0.560) (0.515) (0.569) (0.517) (0.552) (3.063)Education = 3, S6 1.327 1.194** 0.967 1.176** 0.725 0.940 6.328*(0.896) (0.538) (0.586) (0.569) (0.523) (0.577) (3.232)Constant 12.131*** 8.095*** 7.556*** 6.691*** 8.767*** 7.672*** 50.912***(2.452) (1.704) (1.734) (1.413) (1.381) (1.911) (9.261)
Observations 88 88 88 88 88 88 88
R-squared 0.631 0.560 0.589 0.557 0.649 0.589 0.661
Robust standard errors in parentheses. *** p<0.01, ** p<0.05, *p<0.1. Source: Field data collected by Ndeze J. C. (2026).
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Activity positive emotions show statisticallysignificant associations with speaking (b =0.613, p < 0.01), listening (b = 0.195, p <0.10), reading (b = 0.265, p < 0.05),vocabulary (b = 0.182, p < 0.10), grammar (b= 0.248, p < 0.05) and overall proficiency (b =1.658, p < 0.05). Positive outcome emotions arealso linked to higher scores in speaking (b =0.313, p < 0.10), reading (b = 0.223, p <0.05), writing (b = 0.209, p < 0.10),vocabulary (b = 0.327, p < 0.01) and overallproficiency (b = 1.385, p < 0.05). Anticipatorypositive emotions contribute modestly in someareas, for example reading (b = 0.177, p < 0.10)and grammar (b = 0.178, p < 0.05).
In contrast, expectation positive emotions arenegatively signed in several models, forexample speaking (b = −0.721, p < 0.05),reading (b = −0.478, p < 0.05), vocabulary (b= −0.468, p < 0.05) and overall proficiency (b= −2.234, p < 0.10). This pattern likely reflectsa suppression effect that arises when severalcorrelated positive subscales enter the modeltogether. It can also be read as evidence thatconfidence before assessment, when otherpositive emotions are held constant, does notnecessarily translate into better performance.
Negative emotions are weaker once positivesubscales are included, yet two findings standout. Anticipatory negative emotions relate tolower grammar scores (b = −0.249, p < 0.10),and outcome negative emotions relate to lowerspeaking scores (b = −0.252, p < 0.10). Genderdifferences are not statistically significant. Stu-dents at higher academic levels perform betterthan those at lower levels on listening (b = 1.194,p < 0.05), writing (b = 1.176, p < 0.05) andoverall proficiency (b = 6.328, p < 0.10), whichis consistent with expected gains as studentsprogress.

From a practical perspective, treating the
subscales as totals, one standard deviation
increase in activity positive (about 3.22 points)
predicts roughly 2.0 points higher speaking
(0.613 × 3.22) on a 5–25 scale and about 0.8
points higher grammar (0.248 × 3.22) on a
3–15 scale.

One standard deviation increase in positive
outcome (about 4.10 points) predicts roughly 1.3
points higher vocabulary (0.327 × 4.10) on a
5–25 scale. These are meaningful instructional
gains.
The negative coefficient on expectation positivesuggests that if students feel confident before testswithout supporting day-to-day enjoyment,engagement and mastery experiences, thisconfidence does not correspond to higherperformance once the stronger positive processesare accounted for.
Strategies that increase in-class enjoyment,interest, and flow, and that consolidate positivefeelings after successful tasks, are thereforelikely to improve multiple skills. Examplesinclude lively task design, early incrementalsuccesses, immediate formative feedback andpublic recognition of effort. Reducinganticipatory worry and negative reactions afterfailure, for example through supportive testroutines and opportunities to correct mistakes,can protect speaking and grammar. Because theeight emotion subscales are correlated, resultsshould be interpreted as partial effects. Forrobustness, future work can report varianceinflation factors, standardized betas andsensitivity checks using composite indices ratherthan entering all subscales together.
7. Discussion, conclusion andRecommendations
7.1 Discussion of empirical findings
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The findings show that the emotional climate
around undergraduates’ English learning at KP is
neutral with a slight tendency towards negative
emotional experiences, especially in expectations
and outcome emotions. The proficiency
achievement indicates that students are
progressing in English, but they do so in an
environment where worry, fear of failure and
disappointment remain salient.

The findings underscore a consistent pattern
within the KP context, where English operates as
the principal medium through which academic
achievement is attained. This context places
substantial linguistic demands on learners, who
exhibit a complex emotional profile shaped by
the pressure to perform in a language that
remains, for many, insufficiently internalized.
The second research objective explored whether
there is a statistically significant relationship
between students ‘emotional determinants and their
learning outcomes in English. The correlation
matrix provides strong support. Indeed, it was
evidenced that positive emotion subscales correlate
positively and strongly with English proficiency
subskills and overall proficiency, while all
negative emotion subscales correlate
negatively. The magnitudes are large. Activity
and outcome positive emotions often correlate
above r = 0.60 with subskills and the composite
proficiency score. Anticipatory and outcome
negative emotions show similarly large negative
correlations. Emotional experiences among KP
undergraduates are therefore central, not
marginal, to English learning performance, as
revealed in the previous findings on foreign
language enjoyment and anxiety by Dewaele and
MacIntyre, 2014; Yu, 2025).

Likewise, the first and third research objectivesfocused on the predictive role of emotionalfactors and on the possibility that somecomponents are stronger predictors than others.The regression models confirm that emotionalvariables jointly explain a substantial proportionof variance in English proficiency, with R2 valuesbetween 0.56 and 0.66. Within this multivariatecontext, activity-related positive emotionsemerged as the most consistent positive predictoracross all subskills and overall proficiency. Thisrevealed that KP emotional profiles, such asenjoyment, interest, and flow during Englishtasks translate directly into better skillperformance, especially in reading, writing,vocabulary, and overall proficiency.

This study indicated that KP learnersexperiencing flow during the process of engagingwith the language tasks demonstrated full focus,which increased their attention to language aspects,helping them monitor and correct their language.Similarly, their anticipatory positive emotionsshow smaller, selective effects, which implies thattheir hopeful expectations are helpful but lesspowerful than emotions experienced duringand after learning. Additionally, their positivefeelings after successful tasks, such as pride andsatisfaction, appeared to consolidate theirlearning gains. This is also evidenced by the factthat KP undergraduates experiencing enjoymenttend to practice speaking more often, resulting influency achievement.
By contrast, expectation-positive emotions presentanomalies with negative effects. Theseanticipatory positive emotions are perceivedto have smaller, selective cognitive,motivational, and regulatory pathways, ultimatelyaccounting for the differential impact of emotionson language proficiency subskills. The complex
pattern associated with positive expectations is
likely attributed to a suppression effect, resulting
from strong intercorrelations among the positive
subscales. This can also be explained the factthat KP undergraduates’ confidence and hopefulexpectations without regular positiveengagement, learning enthusiasm and interest donot guarantee higher learning results. This is
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emotions and language proficiency subskills can beexplained through control–value theory, whichposits that learners who perceive higher controlover their performance and assign greater value tolanguage tasks are more likely to experiencepositive emotions. For instance, KP undergraduateswho believed they were capable of successfullycompleting speaking tasks (high perceived control)and who recognized the importance of English foracademic or communicative purposes (high taskvalue) were more likely to experience achievementemotions. These emotions, in turn, stimulated theircognitive engagement, sustained participation, andeffective strategy use.
Conversely, KP undergraduates’ negative emotionssuch as anxiety, frustration, and shame, weretypically associated with low perceived control andinaccurate interpretation of performance outcomes.Those who doubted their ability to performeffectively in English tasks tended to experienceanticipatory anxiety prior to engagement andnegative evaluative emotions followingperformance.

Based on affective learning framework, suchemotions emerge when learners perceive a lack ofcontrol over outcomes or anticipate failure despitevaluing the task. These emotional states reduceengagement and discourage participation, therebyreducing learners’ willingness to engage in speakingactivities.
Conclusively, the findings deepen understandingof how emotions operate in EMI learning context.
Conclusively, a strong association betweenemotional variables and composites proficiencyindex suggests that students who experiencesemotional difficulties in English learningencounter cumulative disadvantages throughouttheir academic journey. In the context of EnglishMedium Instruction (EMI), such as in Rwandanuniversities, where English functions as the primaryvehicle for teaching and accessing disciplinaryknowledge, these emotional constraints extendbeyond language learning itself to affect overallacademic performance. Consequently, emotionalexperiences become a critical mediating factor indetermining students’ success within EMIenvironments, reinforcing the need to address
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affective dimensions as part of academic supportstrategies.
7.2 Summary of objective achievement
The study set out to: (i) identify keyemotional variables experienced by students intheir English learning, (ii) examine therelationship between emotional determinantsand English academic proficiency outcomes, and(iii) determine the extent to which emotionalfactors predict performance in Englishproficiency. The first objective was achievedthrough the construction and analysis ofcomposite indices for anticipatory, activity,expectation, and outcome emotions, with separatepositive and negative components and overallpositive and negative scales. Table 1 summarizesthese indices, showing mixed emotionalexperiences with a tilt towards negativeexpectations and negative outcome emotions.This confirmed the presence of distinctemotional profiles in the KP students’ learningcontext.

The second objective was addressed usingpairwise correlations in Table 2. Positive emotionsubscales were positively correlated with allEnglish proficiency subskills and overallproficiency, while negative emotion subscalesshowed negative correlations. These resultsprovided clear evidence of a statisticallysignificant relationship between emotionaldeterminants and KP undergraduates’proficiency.
The third objective was met using multipleregression (Table 3). The eight emotionsubscales jointly explained 56–66% of thevariance in the different proficiency outcomes,even after controlling for gender and academiclevel.

Activity and outcome-related positive emotionsemerged as the strongest predictors, whilecertain negative emotions, particularlyanticipatory and outcome-negative emotions,remained harmful for specific proficiencysubskills. These findings demonstrate thatemotional factors not only correlate with butalso significantly predict English languageproficiency results.
7.3. Conclusion
The study concludes that emotional factors arecentral to English language learning outcomesamong Rwandan university students at KibogoraPolytechnic. Learners operate in an emotionalclimate that is not uniformly negative, yetanxiety, worry and disappointment areprominent, especially around assessment andperceived failure. Students who report higherenjoyment, interest and satisfaction during andafter English learning tend to achieve higherproficiency across all language skills.
Correlation and regression analyses confirm thatemotional determinants are strongly andsystematically linked to English performance andaccount for a large share of the variation inproficiency. Activity-related and outcome-related positive emotions are especially powerfuldrivers of language development. Negativeemotions, particularly anticipatory anxiety andnegative reactions after failure, undermineperformance and can erode gains in speaking,vocabulary and grammar.

In the Rwandan EMI context, where Englishserves as both a subject and a medium ofinstruction, these findings are important.They can be seen as emotional barriers tolearning English that may restrict access tocontent learning more broadly, whileclassrooms that offer emotional support canenhance both language and academicoutcomes. Therefore, emotional factorswarrant explicit attention in teacher training,curriculum development, and policy.
Despite the above results, this study has some
limitations that should be acknowledged. The use
of self-reported emotional measures may have
introduced response bias. Additionally, the focus on
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(iv) Integrate emotional awareness intoteaching education: Pre-service and in- serviceprogrammes planned for language instructorsshould include modules on academic emotionswith practical strategies for identifying andresponding to students’ emotional state. Trainingon how language instructors can modelenthusiasm, encourage curiosity, and foster asupportive environment where mistakes areviewed as learning opportunities. Suchapproaches can help classroom observations tocapture how to reduce negative emotional barriersand improve fluency, pronunciation, and overallspeaking proficiency.
(v) Promote emotionally safe EMIclassrooms. School leaders should encourage aculture in which English is used widely, but inways that invite participation rather than punishmistakes. Policies on classroom language,assessment, and remediation should consideremotional as well as cognitive consequence.
(vi) Develop an affective pedagogy policy.Universities should develop policies thatexplicitly recognize the role of emotional factorsin language learning. Policies can mandatetraining for instructors on identifying andresponding to students’ emotional needs andpromote the integration of support services suchas counseling or peer mentoring programs toreduce negative emotions like anxiety andfrustration. Curriculum should accommodateemotional pedagogy. Curriculum developersshould design English language programs thatincorporate activities fostering positiveemotions, such as collaborative projects,interactive speaking tasks, and culturallyrelevant content.

Assessment schemes should balance challengeswith achievable goals to prevent outcome- relatednegative emotions while promoting pride,satisfaction, and motivation.________________________________________
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