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Introduction: This study explores the relationships among classroom climate, 
growth mindset, achievement goal orientation, and student engagement in the 
context of English as a foreign language (EFL) education in China. The study 
aims to understand how these factors interact to influence student engagement 
and motivation in EFL learning.

Methods: Data were collected through a questionnaire administered to 587 
Chinese undergraduate EFL students. The questionnaire assessed students’ 
perceptions of classroom climate, growth mindset, achievement goal 
orientation, and engagement. Structural equation modeling (SEM) was utilized 
to examine the relationships among these variables.

Results: The SEM analysis revealed significant positive correlations among 
classroom climate, growth mindset, achievement goal orientation, and student 
engagement. Both classroom climate and growth mindset were found to directly 
and positively predict student engagement. Additionally, achievement goal 
orientation mediated the relationships between both classroom climate and 
student engagement, and between growth mindset and student engagement.

Discussion: The findings underscore the interconnectedness of classroom 
climate, growth mindset, and achievement goal orientation in shaping student 
engagement in EFL education. These results suggest that fostering a positive 
classroom climate and promoting mastery-oriented goals can enhance student 
motivation and contribute to more effective language acquisition. Practical 
implications for EFL educators are also discussed.
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Introduction

In the dynamic realm of education, the cultivation of student engagement serves as a 
cornerstone for effective learning experiences (Tao et al., 2022). Engaged learners transcend 
passive reception of knowledge; they actively immerse themselves in their educational 
endeavors, displaying eagerness, inquisitiveness, and a profound dedication to learning 
(Fredricks et al., 2016; Lei et al., 2018). Unraveling the elements driving student engagement 
has become a pivotal pursuit, commanding attention from both educators and researchers 
(Konold et al., 2018; Trowler, 2010). Within the context of English as a Foreign Language (EFL) 
education, cultivating student engagement holds particular significance, as it can help learners 
overcome the linguistic and cultural barriers inherent in acquiring a second language 
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(Derakhshan and Fathi, 2023; Li, 2023; Mercer, 2019; Mercer and 
Dörnyei, 2020; Mystkowska-Wiertelak, 2022; Wang and Wang, 2024).

Among these influential factors, the concept of a “growth 
mindset” has emerged prominently. Embracing a growth mindset 
involves believing that one’s abilities and intelligence are not fixed 
traits but can be nurtured and expanded through dedicated effort, 
continual learning, and resilience (Dweck, 2006, 2015). Individuals 
embodying a growth mindset embrace challenges, view effort as a 
stepping stone to mastery, and persist amidst adversities (Blackwell 
et al., 2007; Burnette et al., 2023; Yeager and Dweck, 2020). This 
perspective holds profound implications for education, fostering a 
passion for learning and resilience when facing challenges in 
various contexts (Bai and Wang, 2020; Dweck, 2006; Fathi et al., 
2024a; Macnamara and Burgoyne, 2023).

Additionally, classroom climate, a microcosm of the broader 
school environment, significantly shapes student experiences, 
motivation, and engagement within the various educational contexts 
(Fraser, 1989; Joe et al., 2017; Wang et al., 2020). It encompasses the 
quality of teacher-student relationships, peer interactions, and the 
emotional and academic support that students receive (Marsh et al., 
2012; Tu, 2021; Wang and Holcombe, 2010). Research consistently 
demonstrates the profound impact of classroom climate on both the 
cognitive and affective domains in EFL contexts (e.g., Liu, 2023; Liu 
and Geng, 2023; Mohammad Hosseini et al., 2022; Namaziandost 
et al., 2024; Yang and Lin, 2024), making it a critical area of focus for 
language educators and researchers. Moreover, students’ achievement 
goal orientations significantly shape their engagement levels (Miller 
et al., 2021). According to Achievement Goal Theory (Ames, 1992), 
students pursue varied educational goals, such as mastery goals 
(focused on learning and skill development) or performance goals 
(focused on demonstrating competence compared to peers). These 
pursuits profoundly influence students’ attitudes and behaviors 
within educational settings (Baranik et al., 2010; Bardach et al., 2020; 
Bai and Wang, 2020; Jiang and Zhang, 2021; Liu et al., 2023; Wang 
et al., 2023).

Despite the wealth of research on student engagement, growth 
mindset, classroom climate, and achievement goal orientation, a 
significant gap remains in understanding how these constructs 
interact to influence EFL learners’ engagement. Specifically, while 
growth mindset and classroom climate have been studied 
independently, there is limited research examining their combined 
effects on EFL student engagement. Additionally, the role of 
achievement goal orientation as a potential mediator in these 
relationships is yet to be fully explored, particularly in EFL contexts 
where language learning presents unique challenges and demands.

The purpose of this study is to investigate the interconnected 
relationships among growth mindset, classroom climate, achievement 
goal orientation, and student engagement in EFL learners. By 
examining how these psychological and environmental factors 
interact, the study aims to fill the gap in existing research by providing 
a more comprehensive understanding of the dynamics that shape 
student engagement in EFL contexts. Specifically, this study explores 
the direct and indirect effects of growth mindset and classroom 
climate on student engagement, with achievement goal orientation 
serving as a mediating variable.

The significance of this study lies in its potential to offer practical 
insights for educators and policymakers aiming to enhance EFL 
learners’ engagement and academic success. By identifying the key 

factors that contribute to sustained engagement, this research can 
inform the development of targeted interventions that foster a positive 
classroom climate, promote mastery-oriented goals, and cultivate a 
growth mindset in EFL learners. Moreover, the findings may provide 
a framework for future research exploring the broader implications of 
these constructs in diverse educational contexts, thereby contributing 
to the advancement of both theory and practice in the field of 
language education.

Literature review

Growth mindset and student engagement 
in EFL learning

Student engagement, encompassing behavioral, emotional, and 
cognitive dimensions, refers to students’ active participation and 
commitment to learning (Fredricks et al., 2004, 2016; Tao et al., 2022). 
Behavioral engagement involves involvement in classroom activities 
and adherence to classroom rules (Fredricks et al., 2004). Emotional 
engagement includes feelings like enjoyment or anxiety related to 
learning (Parsons and Taylor, 2011; Reeve, 2012; Roorda et al., 2017). 
Cognitive engagement pertains to deep thinking, the use of learning 
strategies, and self-regulation (Oga-Baldwin, 2019; Sinatra et  al., 
2015). These dimensions are interconnected; emotional engagement 
often supports behavioral and cognitive engagement, leading to 
improved academic performance and well-being (Fredricks et  al., 
2016; Wang and Eccles, 2013).

In the context of second language acquisition (SLA), student 
engagement is crucial for successful language learning (Mercer, 
2019; Mystkowska-Wiertelak, 2022). Engagement in EFL involves 
not only emotional and behavioral participation but also cultural 
interactions and cognitive processing (Jiang et al., 2021). Factors 
such as a supportive classroom environment with clear expectations 
(Hoi, 2022), teachers who are warm and approachable (Hu and 
Wang, 2023), and strong teacher-student relationships (Gan, 2021) 
have been identified as important for enhancing student 
engagement in EFL contexts. Additionally, individual psychological 
traits like a growth mindset play a significant role in 
fostering engagement.

A growth mindset—the belief that intelligence and abilities can 
be developed through effort and learning—encourages a resilient 
approach to challenges and views setbacks as opportunities for 
improvement (Dweck, 2006; Dweck and Leggett, 1988; Burnette 
et al., 2023). Research shows that individuals with a growth mindset 
are more likely to embrace challenges, practice self-regulation, and 
focus on mastery-oriented goals (Claro et al., 2016; Rhew et al., 
2018). These characteristics are linked to greater resilience, active 
engagement, and better academic performance (Mueller and 
Dweck, 1998; Sisk et al., 2018).

In EFL learning, a growth mindset is considered essential for 
fostering student engagement and resilience (Derakhshan et al., 
2022; Fathi et al., 2024b; He et al., 2023; Li, 2023). Students with a 
growth mindset are more likely to set mastery-oriented goals, 
engage in self-directed learning, and exhibit higher levels of 
intrinsic motivation—all crucial for language acquisition (Bai and 
Guo, 2019; Bai et  al., 2020). Moreover, a growth mindset helps 
mitigate negative emotions like boredom and frustration, which can 
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hinder engagement when facing language learning challenges 
(Derakhshan et al., 2022). By perceiving challenges as opportunities 
for personal growth, these students tend to stay positive, seek 
additional learning opportunities, and actively participate in 
language tasks (Bai and Wang, 2023; Tseng et al., 2020; Zeng et al., 
2016; Zhao et al., 2021). This approach fosters the resilience needed 
to persist through the complexities of learning a new language, 
leading to sustained engagement over time.

Supportive teacher-student relationships further enhance the 
benefits of a growth mindset by creating a learning environment 
where students feel valued, safe to take risks, and motivated to 
participate actively (Li, 2023). Given these insights, it is reasonable to 
expect that fostering a growth mindset will lead to higher levels of 
student engagement in EFL learners.

Hypothesis 1: Growth mindset is positively associated with student 
engagement in EFL learners.

Classroom climate and EFL engagement

Classroom climate, broadly defined as the emotional and 
academic atmosphere within a learning environment, is a key 
determinant of student motivation, engagement, and overall 
experiences (Fraser, 1989; Joe et  al., 2017; Wang et  al., 2020). A 
positive classroom climate, where mutual respect, teacher support, 
and collaboration are prioritized, fosters intrinsic motivation and 
contributes to improved academic outcomes (Alonso-Tapia and Ruiz-
Díaz, 2022; Patrick et al., 2011; Reeve and Tseng, 2011; Wang and 
Degol, 2016). This becomes particularly significant in EFL contexts, 
where learners often navigate challenges related to language 
acquisition, such as anxiety, self-doubt, and cultural adjustment (Liu, 
2023; Liu and Geng, 2023; Qiu, 2022).

The connection between classroom climate and student 
engagement is well-documented. Research indicates that students who 
perceive their teachers as supportive and their learning environment 
as collaborative are more likely to demonstrate higher levels of 
engagement and motivation (Lombardi et  al., 2019; Martin and 
Rimm-Kaufman, 2015; Roorda et al., 2017; Thijs and Fleischmann, 
2015). Central to this dynamic are teacher-student interactions. When 
teachers set clear expectations and provide emotional support, 
students feel empowered to engage deeply with learning materials. 
This creates a classroom atmosphere where students feel safe to ask 
questions, take risks, and participate in language tasks (Li, 2023; 
Longobardi et al., 2019; Rimm-Kaufman et al., 2009; Shi et al., 2023). 
Notably, when teachers emphasize mastery goals—focused on 
personal growth and improvement rather than competition—students 
are more likely to develop intrinsic motivation, which is a powerful 
driver of engagement (Ames, 1992; Fredricks et al., 2004; Skinner and 
Pitzer, 2012).

In EFL settings, the role of a positive classroom climate becomes 
even more critical. The complexities of language learning can often 
trigger heightened anxiety or frustration among learners. However, 
studies have shown that a supportive classroom environment can 
alleviate these negative emotions, fostering psychological safety and 
promoting active participation (Liu and Geng, 2023; Stroet et al., 
2013). When learners feel safe and respected within their learning 
environment, they are more willing to engage in communicative 

activities and participate in language tasks. This directly impacts 
their success in language acquisition, enhancing not only 
engagement but also academic achievement (Mohammad Hosseini 
et al., 2022).

The benefits of a positive classroom climate extend beyond 
mitigating anxiety and promoting participation. A supportive 
learning environment has been shown to enhance Foreign 
Language Enjoyment (FLE), a key affective factor in EFL learning. 
FLE refers to the enjoyment learners derive from the process of 
acquiring a new language, and it has been linked to increased 
engagement and persistence through challenges (Liu and Geng, 
2023; Wang and Wang, 2024). The interaction between cognitive 
and affective factors—such as a positive classroom climate and 
emotional intelligence—not only bolsters short-term engagement 
but also contributes to long-term communicative competence and 
overall academic success (Namaziandost et al., 2024; Yang and Lin, 
2024). Thus, based on the literature reviewed, this 
study hypothesizes:

Hypothesis 2: Classroom climate is positively related to student 
engagement in EFL learners.

The mediating role of achievement goal 
orientations

Achievement goal orientation, a key concept in educational 
psychology, significantly impacts students’ learning behaviors and 
outcomes (Button et al., 1996; Pastor et al., 2007; Putwain et al., 2018). 
This construct reflects students’ beliefs about their abilities, which are 
shaped by factors such as their sense of security and the quality of 
relationships with teachers (Muis and Edwards, 2009; Rusk and 
Rothbaum, 2010). When students experience supportive teacher-
student relationships and feel a sense of competence in the classroom, 
they are more likely to develop a positive achievement goal orientation, 
leading to increased motivation and academic success (Erdem and 
Kaya, 2024; Lamb, 2017; Ryan and Deci, 2000; Walker and 
Graham, 2021).

Achievement goal orientation can be divided into two main 
types: mastery and performance. Mastery-oriented individuals 
prioritize personal growth, skill development, and learning, even 
when faced with challenges (Midgley et al., 1998). In contrast, 
performance-oriented individuals are more focused on external 
validation, such as receiving praise or avoiding negative 
judgment, and may be  more likely to avoid challenging tasks 
(Howell and Watson, 2007; Sackett et al., 2017). In the context of 
EFL learning, mastery-oriented students are generally more 
engaged with language tasks, showing resilience and persistence, 
which are crucial for success (Cheng, 2023; Bai and Wang, 2023; 
Izadpanah, 2023). On the other hand, performance-oriented 
students may hesitate to participate in communicative tasks  
due to fear of failure, limiting their engagement (Sackett 
et al., 2017).

There is a well-established connection between growth 
mindset and mastery-oriented goals. Students who believe in the 
potential for growth and improvement in their language abilities 
are more likely to adopt mastery goals, which emphasize learning 
and development over external validation (Claro et  al., 2016; 
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Derakhshan and Fathi, 2024). This growth mindset, when 
combined with mastery-oriented goals, fosters a deep engagement 
with learning, as well as resilience in overcoming challenges 
common to EFL learners (Bai and Wang, 2023; Dweck et  al., 
1995). Moreover, achievement goal orientations act as a mediator 
between growth mindset and engagement. Mastery goals 
encourage the use of self-regulated learning strategies and help 
students see setbacks as opportunities for growth. This mindset 
amplifies the positive effects of growth mindset on student 
engagement, leading to sustained involvement in academic tasks 
(Wolters and Hussain, 2015; Alhadabi and Karpinski, 2020). 
Hence, we propose the following hypothesis:

Hypothesis 3: Achievement goal orientations mediate the 
relationship between growth mindset and student engagement in 
EFL learners.

Similarly, a positive classroom climate can promote the adoption 
of mastery-oriented goals. In EFL settings, where learners often 
struggle with anxiety or self-doubt, a supportive environment that 
emphasizes personal growth and self-improvement over external 
validation can reduce these negative feelings and foster engagement 
(Jiang and Zhang, 2021; Liu and Geng, 2023). When students feel 
supported, they are more likely to prioritize learning and skill 
development, which drives higher levels of engagement and 
persistence (Huang, 2016; Mohammad Hosseini et al., 2022; Senko 
and Miles, 2008). Research indicates that a mastery-oriented 
classroom fosters collaboration and active participation, encouraging 
students to take risks, engage in communicative activities, and persist 
through difficulties (Feng et  al., 2023; Liu et  al., 2023). Thus, it 
is proposed:

Hypothesis 4: Achievement goal orientations mediate the 
relationship between classroom climate and student engagement 
in EFL learners.

In conclusion, this study highlights the role of achievement 
goal orientations as a key mediator linking individual factors (such 
as growth mindset) and contextual factors (such as classroom 
climate) to student engagement in EFL learning. By exploring how 
achievement goals mediate these relationships, we gain a clearer 
understanding of the mechanisms that drive motivation and 
engagement in language learning. This approach aligns with Wen 
et al.'s (2024) “Mediated Effects” principle, which explains how the 
impact of one variable on another can be partly attributed to an 
intermediary factor. Additionally, this research investigates the 
combined influence of individual and contextual factors on 
student engagement, consistent with Wen et al.’s (2024) focus on 
examining “Multiple Influence Factors” in complex 
educational settings.

Theoretical model

Based on the literature and the hypotheses outlined, we propose 
a theoretical model illustrating the relationships among growth 
mindset, classroom climate, achievement goal orientations, and 
student engagement in EFL learners. As depicted in Figure 1, both 
growth mindset and classroom climate are expected to have direct 
positive effects on student engagement (Hypotheses 1 and 2). 
Additionally, achievement goal orientations are hypothesized to 
mediate the relationships between growth mindset and student 
engagement (Hypothesis 3), and between classroom climate and 
student engagement (Hypothesis 4). This model integrates individual 
psychological factors and environmental influences to provide a 
comprehensive understanding of what drives student engagement in 
EFL contexts.

By presenting this theoretical model, we aim to highlight how 
individual beliefs and perceptions of the learning environment 
interact to influence engagement. Understanding these 
relationships can inform educators and policymakers in 

FIGURE 1

The hypothesized model.
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developing strategies that foster a growth mindset, create positive 
classroom climates, and promote mastery-oriented goals, 
ultimately enhancing student engagement and success in 
language learning.

Methods

Participants and procedures

The participant cohort for this study comprised 587 undergraduate 
students majoring in English at a university in Nanjing, Jiangsu 
province. These students were enrolled in various English-related 
academic programs, such as English language and literature, 
translation studies, and applied linguistics, which are commonly 
offered as part of the English majors at Chinese universities. Their ages 
ranged from 18 to 24 years old (M = 20.5, SD = 1.8). Among the 
participants, 12.9% (n = 76) were 18 years old, 28.6% (n = 167) were 
19 years old, 35.4% (n = 208) were 20 years old, 18.2% (n = 107) were 
21 years old, 4.3% (n = 25) were 22 years old, and 0.6% (n = 3) were 
23 years old, while 0.1% (n = 1) were 24 years old at the time of data 
collection. Regarding gender distribution, 47.9% (n = 281) were male, 
and 52.1% (n = 306) were female students.

This study was conducted as part of an exploration into 
non-cognitive factors’ influence on academic achievement among 
university students. Ethical approval was obtained from the Ethics 
Committee of the author’s university before the commencement of the 
study, adhering to the guidelines and regulations set forth by the 
university’s research protocols. Data collection was carried out over 
an 8-day period, integrated into the regular academic semester. 
Trained administrators oversaw the entire process to ensure 
procedural consistency and ethical compliance. Students voluntarily 
participated in the study and were assembled in designated spaces 
equipped with computer facilities to facilitate questionnaire 
completion. Comprehensive instructions were provided to encourage 
thoughtful and genuine responses. Participants were guaranteed 
anonymity and confidentiality in their responses to foster open and 
honest feedback. On average, students spent approximately 25 min to 
complete the questionnaire.

Instruments

Achievement goal orientation
To assess students’ achievement goal orientation, the Achievement 

Goal Oriented Questionnaire originally developed by Button et al. 
(1996) and subsequently translated and revised by Xu et al. (2000) was 
adopted. This instrument consists of 12 questions in total, each 
addressing facets of achievement goals and mastery goals. Participants 
responded to the items using a 5-point scale ranging from 1 (very 
inconsistent) to 5 (very consistent). A sample item is “I am willing to 
take tasks that impart me new knowledge.” The questionnaire’s average 
scores were computed, with higher scores indicative of a stronger 
orientation toward achievement goals. The questionnaire’s reliability 
and validity have been well-established in the context of Chinese 
college students (Xu et al., 2000). In the current study, Cronbach’s 
alpha for this questionnaire was 0.82, indicating satisfactory 
internal consistency.

Classroom climate
The assessment of the participants’ perceptions regarding the 

classroom climate relied on a scale developed by Joe et al. (2017). 
This comprehensive scale encompasses three primary aspects, 
each demonstrating commendable reliability coefficients as 
reported by Joe et  al. (2017): Teacher’s Academic Assistance 
consisting of 3 elements with an internal consistency coefficient 
of α = 0.84, Teacher’s Emotional Support comprising 4 elements 
and exhibiting a reliability coefficient of α = 0.84, and Classroom’s 
Mutual Respect constituted by 2 elements with a reliability 
coefficient of α = 0.71. Each of these elements was evaluated using 
a 5-point Likert scale, enabling participants to express their 
perceptions, ranging from 1 (strongly disagree) to 5 (strongly 
agree). To ensure the scale’s reliability in the current context, 
we  conducted a reliability analysis and found the overall 
Cronbach’s alpha for the scale to be 0.89, further supporting its 
internal consistency.

Growth mindset
Participants’ beliefs regarding the malleability of intelligence were 

assessed using three items from the Dweck Mindset Instrument 
(Dweck, 2006). Each item prompted individuals to express their 
agreement or disagreement with the concept of intelligence being 
changeable, utilizing a 6-point Likert scale ranging from 1 (strongly 
disagree) to 6 (strongly agree). The Chinese version of this scale was 
previously validated with Chinese samples, confirming its sound 
psychometric properties (Zhao et al., 2021). In our study, we calculated 
Cronbach’s alpha for this scale, which was 0.79, suggesting acceptable 
internal consistency.

Student engagement
Student engagement was evaluated by 10 items adapted from 

Skinner et  al. (2009). These items encompassed two distinct 
dimensions: behavioral and emotional engagement, with five items for 
each dimension. A sample item is “e.g., “I enjoy learning new skills/
knowledge in PE class.” The validity of these constructs was supported 
by confirmatory factor analysis, which indicated an acceptable fit. 
Additionally, we assessed the internal consistency of the scale and 
obtained a Cronbach’s alpha of 0.87, further confirming its reliability 
in the current study.

Data analysis

The data analysis process undertaken in this study was 
multifaceted, designed to delve into the interrelationships among the 
variables and rigorously assess the research hypotheses. Initially, the 
exploration commenced with a thorough examination, encompassing 
both descriptive and correlation analyses conducted using the 
statistical software SPSS version 28.0. These initial steps were vital in 
elucidating the characteristics and interconnections among the 
variables under investigation.

To assess the research hypotheses, Structural Equation 
Modeling (SEM) was harnessed, employing the Amos program 
(version 26.0). The analytical journey embarked with the meticulous 
evaluation of the measurement model, a crucial step to ascertain 
the construct validity of the scales employed in the study. 
Subsequently, the structural model was scrutinized to investigate 
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the postulated relationships between the variables, offering an 
in-depth exploration of both direct and indirect effects within the 
theoretical framework.

The evaluation of the hypothesized model’s overall adequacy was 
enriched by the deployment of various fit indices. The examination 
included a critical assessment of the χ2-goodness of fit to degree of 
freedom (df) ratio, with values falling below 3 deemed indicative of a 
satisfactory model fit. Additional scrutiny was performed through the 
examination of the Goodness of Fit Index (GFI) and the Comparative 
Fit Index (CFI), with values equal to or exceeding 0.90 signifying a 
well-fitting model.

In the quest for a comprehensive understanding of model fit, 
careful consideration was given to the Root-Mean-Square Error of 
Approximation (RMSEA) and the Standardized Root-Mean-
Square Residual (SRMR) as pivotal fit indices. Typically, an 
RMSEA value below 0.08 and an SRMR value less than 0.10 are 
recognized as hallmarks of a robust model fit, consistent with 
established criteria outlined in the literature (Hu and Bentler, 1999; 
Marsh et al., 2004).

Results

Prior to delving into the proposed model examination, a stringent 
data screening process was meticulously conducted using SPSS 28, 
adhering to established procedures (Tabachnick et al., 2013). Multiple 
facets, including missing data, normality, and outlier detection, were 
rigorously examined to ensure the robustness of subsequent analyses. 
Addressing missing data, a critical concern in data analysis, involved 
employing the Expectation–Maximization (EM) algorithm, 
recognized for its effectiveness in handling missing data, particularly 
in scenarios with limited sample sizes or substantial missing data 
points (Kline, 2011). The EM technique proficiently imputes estimated 
values for missing data, preserving dataset integrity.

Subsequently, a thorough evaluation of normality was conducted 
utilizing skewness and kurtosis indices. Items exhibiting values 
surpassing the ±2.0 threshold, indicative of non-normal distribution, 
were systematically removed to uphold the analytical rigor of our 
investigation (Kline, 2011). Furthermore, both individual and multiple 

outliers were carefully examined and managed by employing Z-scores 
for univariate cases and Mahalanobis D2 for multivariate instances 
(Tabachnick et al., 2013). The systematic removal of identified outliers 
was performed to maintain dataset integrity and analytical rigor.

To ensure the construct validity of our measurement models, 
Confirmatory Factor Analysis (CFA) was employed following 
meticulous data screening. Various goodness-of-fit indices were 
utilized to evaluate model suitability. Initially, measurement models 
for latent constructs (classroom climate, growth mindset, achievement 
goal orientation, and student engagement) were assessed. Suboptimal 
model fits were encountered initially.

In response, specific adjustments were implemented to enhance 
model alignment with the data. This involved removing three items with 
factor loadings below 0.40 and incorporating two correlational paths 
linking error terms of two latent constructs. Following these adjustments, 
the final measurement models exhibited commendable fits with the data, 
as detailed in Table  1. A comprehensive presentation of descriptive 
statistics and correlations for all variables is available in Table 2.

As shown in Table 2, the descriptive statistics for the key variables 
of the study are presented, including means and standard deviations. 
The mean score for classroom climate was M = 4.12 (SD = 0.63), 
indicating a generally positive perception of the learning environment. 
Growth mindset demonstrated a mean of M = 3.85 (SD = 0.71), 
reflecting moderate to high endorsement of malleable intelligence 
beliefs among participants. Achievement goal orientation showed a 
mean of M = 4.03 (SD = 0.65), suggesting a strong orientation toward 
mastery and achievement-related goals. Finally, student engagement 
had a mean of M = 4.18 (SD = 0.68), indicating high levels of 
engagement among the participants.

The correlation analysis demonstrated that classroom climate 
was positively correlated with growth mindset (r = 0.26, p < 0.05), 
achievement goal orientation (r = 0.41, p < 0.01), and student 
engagement (r = 0.32, p < 0.01). Growth mindset was significantly 
correlated with achievement goal orientation (r = 0.52, p < 0.01) 
and student engagement (r = 0.46, p < 0.01). Similarly, achievement 
goal orientation was positively correlated with student engagement 
(r = 0.45, p < 0.01). These findings highlight the interconnections 
between these key constructs, underscoring their roles as potential 
correlates of student engagement.

TABLE 1 Measurement model indices.

Latent variable χ2 df χ2/df CFI TLI RMSEA

Classroom climate 244.12 103 1.87 0.96 0.96 0.05

Growth mindset 62.03 30 2.01 0.93 0.92 0.06

Achievement goal 103.15 54 1.89 0.95 0.94 0.05

Student engagement 245.19 108 2.26 0.92 0.91 0.07

TABLE 2 Descriptive statistics and correlations.

Variable M SD 1 2 3 4

1. Classroom climate 4.12 0.63 1.00

2. Growth mindset 3.85 0.71 0.26* 1.00

3. Achievement goal 4.03 0.65 0.41** 0.52** 1.00

4. Student engagement 4.18 0.68 0.32** 0.46** 0.45** 1.00

*p < 0.05, **p < 0.01.
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The assessment of convergent validity involved a thorough 
examination that considered factor loadings, CR, and AVE for each 
construct (Hair et al., 2019). In Table 3, the displayed factor loadings 
exceed the recommended threshold of 0.70, signifying robust 
connections between the items and their respective constructs. 
Additionally, CR values surpassing 0.70 affirm strong internal 
consistency and reliability within each construct (Fornell and Larcker, 
1981). Moreover, AVE values exceeding 0.50 across all constructs 
provide evidence supporting convergent validity, indicating that over 
half of the variance in the items correlates with their underlying 
constructs (Hair et al., 2019).

Discriminant validity was assessed by comparing the square root 
of AVE for each construct with inter-construct correlations, as detailed 
in Table 4 (Fornell and Larcker, 1981). Remarkably, all correlations 
between constructs consistently fell below the respective square roots 
of AVE, affirming robust discriminant validity (Hair et al., 2019). This 
observation underscores the distinctiveness of the constructs and their 
minimal interrelatedness. For example, while the square root of AVE 
for classroom climate is 0.85, its correlations with growth mindset, 
achievement goal, and student engagement are 0.29, 0.40, and 0.36, 
respectively. Notably, each correlation is considerably lower than 0.85, 
highlighting the robust discriminant validity of classroom climate 
(Fornell and Larcker, 1981). Similar trends persist for growth mindset, 
achievement goal, and student engagement, affirming their 
distinctiveness and limited inter-correlation (Hair et al., 2019).

After confirming the adequacy of the measurement model, 
we moved forward to analyze different structural models to investigate 
our research hypotheses. Initially, we contrasted the presumed partial 

mediation model with the complete mediation model. The complete 
mediation model involved setting all connections from the predictor 
variables to the outcome variable to zero. Furthermore, we investigated 
another model, a direct alternative, where all connections to and from 
the mediator variable were restricted to zero.

The results of these model comparisons are summarized in 
Table  5. It showcases the fit indices for each of the evaluated 
models, including the Direct Effect Model, Full Mediation Model, 
and Partial Mediation Model. Notably, the chi-square test 
statistics (p < 0.001) indicate significant differences in model fit. 
The incremental change in chi-square values (Δχ2) serves as a 
critical indicator of improvement or deviation in model fit across 
the evaluated models.

Interestingly, the Partial Mediation Model demonstrated superior 
fit indices compared to the other models, as highlighted in the table. 
The final partially mediated model’s path and parameter estimates are 
visually represented in Figure  2. It was observed that all path 
coefficients within the model achieved statistical significance. Notably, 
the path linking classroom climate to student engagement displayed a 
relatively modest coefficient. To probe the potential mediating role of 
achievement goal amidst the study variables, we  employed the 
approach outlined by Baron and Kenny (1986). This analytical method 
was chosen to discern the intermediary influence of achievement goal 
in the relationships under investigation. The structural model’s path 
estimates are summarized in Table  6. This table displays the 
standardized path coefficients along with their respective t-values for 
three different models: Direct Effects Model, the Full Mediation 
Model, and the Partial Mediation Model.

TABLE 3 Convergent validity.

Construct Factor loading (λ) Composite reliability (CR) Average variance extracted 
(AVE)

Classroom climate [0.71–0.87] 0.86 0.72

Growth mindset [0.75–0.91] 0.91 0.81

Achievement goal [0.73–0.89] 0.85 0.74

Student engagement [0.72–0.88] 0.89 0.80

TABLE 4 Discriminant validity.

Construct Square root of AVE Correlation with other constructs

Classroom climate 0.85 0.29, 0.40, 0.36

Growth mindset 0.90 0.28, 0.39, 0.34

Achievement goal 0.86 0.30, 0.41, 0.38

Student engagement 0.89 0.31, 0.43, 0.40

AVE, average variance extracted.

TABLE 5 Results of fit indices of alternative models.

Model χ2 df Δχ2 GFI CFI RMSEA TLI SRMR

Direct effect model 1421.98 ** 628 – 0.80 0.91 0.07 0.89 0.18

Full mediation 

model

1317.57 ** 624 104.41 0.82 0.94 0.05 0.92 0.07

Partial mediation 

model

1238.22 ** 621 79.35 0.84 0.96 0.04 0.95 0.06

**p-value < 0.001, Δχ2 = difference in chi-square values between the model and the subsequent model.
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These models elucidate the relationships among growth mindset, 
classroom climate, achievement goal orientation, and student 
engagement (SE) within the structural model. Baron and Kenny’s 
(1986) method was employed to explore the mediating role of 
achievement goal orientation in the relationship between classroom 
climate and student engagement. Prior to conducting the mediation 
analysis, the conditions stipulated by Baron and Kenny were 
methodically ensured.

As indicated in Table 6, the Direct Effects Model demonstrates 
significant path coefficients, revealing positive relationships between 
growth mindset and student engagement (β = 0.410, t = 5.22, p < 0.001), 
as well as between classroom climate and student engagement 
(β = 0.218, t = 2.78, p < 0.01). Similarly, significant paths are observed 
between growth mindset and achievement goal orientation (β = 0.405, 
t = 5.47, p < 0.001), as well as between classroom climate and 
achievement goal orientation (β = 0.343, t = 4.46, p < 0.001). Moreover, 
a substantial relationship is evident between achievement goal 
orientation and student engagement (β = 0.499, t = 6.88, p < 0.001).

In the Full Mediation Model, the paths from growth mindset and 
classroom climate to student engagement diminish in magnitude 
when achievement goal orientation is included as a mediator. 
Specifically, while the path from growth mindset to student 
engagement remains significant (β = 0.302, t = 3.78, p < 0.01), the 
relationship between classroom climate and student engagement 
becomes non-significant (β = 0.145, t = 1.89, p > 0.05).

Contrarily, in the Partial Mediation Model, where achievement 
goal orientation acts as a mediator between classroom climate and 
student engagement, both the direct paths from classroom climate to 
student engagement (β = 0.145, t = 1.89, p < 0.05) and the indirect path 
mediated by achievement goal orientation maintain significance 
(β = 0.426, t = 5.37, p < 0.001). This suggests a partial mediation effect, 
demonstrating the interplay between classroom climate, achievement 
goal orientation, and ultimately, student engagement. Thus, the results 
portrayed in Table 6 substantiate the mediation role of achievement 
goal orientation in the relationship between the constructs in the 
structural model.

Discussion

This study aimed to investigate the complex interconnections 
among classroom climate, achievement goal orientations, growth 
mindset, and student engagement in EFL education. The research 
outcomes shed light on the substantial correlations between these 
elements, adding valuable insights to the educational psychology field. 
By delving into the intricate relationships among these factors, this 
study contributes to the existing literature, enriching our 
understanding of their interplay in the educational context.

As hypothesized (H1), a direct and positive relationship was 
found between growth mindset and student engagement. This 

FIGURE 2

The mediation model.

TABLE 6 Path estimates of structural model.

Standardized path coefficients (t-value)

Direct effects model Full mediation model Partial mediation model

Growth mindset → SE 0.410 (5.22***) 0.302 (3.78**)

Classroom climate → SE 0.218 (2.78**) 0.145 (1.89*)

Growth mindset → achievement goal 0.405 (5.47***) 0.442 (5.61***)

Classroom climate → achievement goal 0.343 (4.46***) 0.368 (4.72***)

Achievement goal → SE 0.499 (6.88***) 0.426 (5.37***)

SE, student engagement. Significance levels are denoted by asterisks: ***p < 0.001, **p < 0.01, *p < 0.05.
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outcome aligns with the conceptual framework of Dweck’s mindset 
theory (2006), emphasizing that a growth mindset, which centers on 
the belief in the potential for intelligence and abilities to grow through 
effort, positively correlates with enhanced student engagement 
(Derakhshan et al., 2022; Karlen et al., 2019; Li, 2023; Tseng et al., 
2020; Zeng et al., 2016; Zhao et al., 2021). In the EFL context, where 
learners frequently encounter linguistic and cultural barriers, a growth 
mindset encourages students to view these challenges as opportunities 
to improve rather than obstacles (Derakhshan et al., 2022; Li, 2023).

The reason for this connection is rooted in the resilience and 
persistence that a growth mindset fosters. Students with this mindset are 
more likely to tackle difficulties, apply effective learning strategies, and 
maintain a positive outlook toward their language studies (Claro et al., 
2016). By reducing fear of failure, a growth mindset helps students take 
risks and engage more fully in class activities (Tseng et al., 2020; Zeng 
et al., 2016). Moreover, these students often set mastery-oriented goals, 
emphasizing personal growth and skill development, which strengthens 
their engagement and academic performance (Rhew et al., 2018; Cheng, 
2023). In addition, a growth mindset is closely linked to intrinsic 
motivation—learning driven by internal rewards such as personal 
satisfaction. Students who are intrinsically motivated tend to be more 
deeply involved with their learning materials, seek out additional 
resources, and continue working through challenges. This persistence 
enhances sustained engagement in EFL learning (Derakhshan et al., 2022; 
Zhao et al., 2021).

Furthermore, the results support the hypothesized direct 
relationship between classroom climate and student engagement (H2). 
A supportive and respectful classroom environment, characterized by 
mutual respect, teacher support, and collaboration, has been shown to 
significantly influence students’ emotional well-being and commitment 
to learning (Fraser, 1989; Joe et  al., 2017; Wang et  al., 2020). This 
finding aligns with previous research emphasizing the importance of 
fostering a positive classroom atmosphere to cultivate student 
engagement in EFL classrooms (Li, 2024; Mohammad Hosseini et al., 
2022; Namaziandost et al., 2024). The key reason for this relationship 
is that a supportive classroom environment fosters a sense of safety and 
belonging. When students feel respected and valued, they are more 
inclined to participate actively in class activities, take intellectual risks, 
and invest more effort in their language learning (Aldridge et al., 2020; 
Conchas, 2001; Liu and Geng, 2023). Emotional support from the 
classroom environment helps reduce anxiety, which is particularly 
important in EFL settings, where students often face language barriers 
and cultural adjustments (Liu and Geng, 2023).

Additionally, a positive classroom climate encourages 
collaboration and peer support, which are vital for language learning. 
In an environment where students work together and support one 
another, they can practice language skills more openly and learn from 
their peers’ strengths (Fraser, 1989; Joe et al., 2017). This cooperative 
atmosphere not only improves linguistic competence but also 
strengthens students’ motivation to engage with both the learning 
materials and their classmates (Wang et  al., 2020). Teachers are 
instrumental in shaping the classroom climate. By fostering an 
inclusive, respectful, and collaborative environment, educators can 
enhance students’ engagement with both the subject matter and each 
other. Clear communication, constructive feedback, and opportunities 
for teamwork all contribute to a positive classroom atmosphere that 
supports student involvement (Li, 2023; Wang et  al., 2020; 
Namaziandost et al., 2024).

Our findings also provided strong support for the mediating role 
of achievement goal orientations in the relationship between growth 
mindset and student engagement (H3). This result is consistent with 
Achievement Goal Theory (Ames, 1992), indicating that a growth 
mindset, which encourages mastery-oriented goals focused on 
learning and skill development, influences student engagement 
positively (Gonida et  al., 2009; Lazarides and Rubach, 2017; 
Mädamürk et al., 2021; Miller et al., 2021). Specifically, students with 
a growth mindset are more likely to set goals that emphasize personal 
growth, effort, and self-improvement rather than seeking external 
validation (Rhew et al., 2018; Cheng, 2023). These mastery goals, in 
turn, promote deeper learning strategies, persistence, and resilience, 
all of which are closely linked to higher levels of student engagement 
(Alhadabi and Karpinski, 2020).

This relationship is further supported by Wolters and Hussain 
(2015), who found that students with mastery-oriented goals exhibit 
greater behavioral engagement and are more likely to view challenges 
as opportunities for growth. Additionally, our study builds on the 
work of Bai and Wang (2023), demonstrating that a combination of 
growth mindset, self-efficacy, and intrinsic value significantly predicts 
academic success in EFL learners. The mediating role of achievement 
goal orientations underscores the importance of fostering mastery 
goals in language learning contexts to enhance engagement and 
support long-term academic success. The reason for this mediation is 
that mastery-oriented goals drive students to engage more deeply with 
their learning, even when facing difficulties. In EFL contexts, where 
language learning can be particularly challenging, students focused on 
mastery goals are more likely to apply effective strategies, seek help 
when needed, and stay motivated through setbacks. This focus on 
personal development not only boosts engagement but also improves 
academic performance, as students remain committed to their 
learning despite obstacles.

Similarly, the study revealed that achievement goal orientations 
mediated the relationship between classroom climate and student 
engagement, supporting H4. Previous studies have shown that a 
supportive and autonomy-enhancing classroom environment fosters 
mastery-oriented goals in students (Ames, 1992; Jiang and Zhang, 
2021; Madjar et al., 2019; Patrick et al., 2011; Rinehart and Espelage, 
2016; Shi et  al., 2023). In turn, mastery goals promote intrinsic 
motivation, resilience, and deeper learning strategies, which are key 
drivers of student engagement (Pintrich, 2000; Huang, 2016; Lazarides 
and Rubach, 2017; Mädamürk et al., 2021; Miller et al., 2021). Our 
results align with Wang et  al. (2023), who found that classroom 
environments that emphasize mastery over performance promote 
greater engagement and academic success in EFL learners. The 
mediating role of achievement goal orientations highlights that 
classroom climate shapes engagement not only through emotional 
and social support but also by influencing the cognitive and 
motivational approaches students adopt. When students see their 
classroom as supportive and collaborative, they are more likely to 
adopt mastery goals, focusing on personal improvement and learning.

The deeper reason for this mediation is that a positive classroom 
climate encourages students to set meaningful learning goals. In such 
environments, students are more willing to engage actively in language 
tasks, take intellectual risks, and persist through challenges. A 
supportive atmosphere reduces anxiety and self-doubt, allowing 
students to concentrate on mastering the language without the fear of 
failure. This combination of a positive classroom climate and 
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mastery-oriented goals leads to higher engagement and improved 
academic outcomes.

In conclusion, this study’s findings underscore the significance 
of growth mindset, classroom climate, and achievement goal 
orientations in predicting student engagement within EFL 
educational contexts. The interplay among these factors elucidates 
the complex dynamics that contribute to student engagement and 
highlights potential avenues for educational interventions aimed at 
enhancing student engagement in EFL learning environments. 
Future research could explore specific strategies and interventions 
that leverage growth mindset and foster a positive classroom 
climate to further enhance student engagement and learning 
outcomes in EFL contexts.

Conclusion

Overall, this research has unveiled the intricate relationships that 
exist among growth mindset, classroom climate, achievement goal 
orientations, and student engagement within the context of EFL 
learning. The findings demonstrated that a growth mindset and a 
positive classroom climate are both significantly related to student 
engagement, which aligns with prior research highlighting their 
pivotal roles in motivating learners and shaping the educational 
environment. Furthermore, this study revealed that achievement goal 
orientations mediate these relationships. A growth mindset fosters 
mastery goal orientations, and a positive classroom climate encourages 
the adoption of these orientations. In turn, mastery goal orientations 
have a direct and positive impact on student engagement. This 
mediation effect highlights the importance of considering students’ 
achievement goals and the learning environment when aiming to 
enhance their engagement in EFL learning.

The findings from this study carry substantial implications for 
educators, administrators, and policymakers engaged in EFL education. 
Firstly, educators should prioritize cultivating a growth mindset among 
EFL learners. Implementing strategies within the curriculum that 
promote beliefs in the malleability of language proficiency is essential. 
Encouraging learners to perceive language acquisition as a journey 
marked by challenges, where effort and resilience are pivotal to success, 
can significantly foster a growth mindset. Secondly, the creation of a 
positive and supportive classroom climate must be  a primary focus. 
Educators and school administrators should allocate resources toward 
establishing an environment characterized by respect, safety, and 
inclusivity. Initiatives promoting positive teacher-student and peer 
relationships, clear behavioral expectations, and a sense of belonging can 
effectively contribute to a nurturing classroom climate.

Moreover, educators hold a crucial role in shaping students’ 
achievement goal orientations. By fostering a supportive learning 
environment that emphasizes mastery goals, educators can 
indirectly influence student engagement. Prioritizing interventions 
aimed at enhancing classroom climate should consider the 
mediating role of achievement goal orientations. Encouraging a 
positive classroom climate can pave the way for the adoption of 
mastery goals, thereby potentially increasing student engagement 
levels. These implications underscore the pivotal role of educators 
and administrators in shaping both the mindset and learning 
environment conducive to maximizing student engagement in 
EFL education.

While this investigation offers valuable insights into the connections 
among growth mindset, classroom climate, achievement goal orientations, 
and student engagement within the realm of EFL learning, it’s crucial to 
acknowledge several constraints. To start, the research design operates on 
a cross-sectional basis, making it arduous to establish definitive cause-
and-effect relationships among the variables. Future studies should 
contemplate adopting longitudinal methodologies to scrutinize the 
evolving dynamics among these factors over time.

Secondly, this study concentrates on a specific educational context, 
specifically EFL learning, and might not be directly applicable to other 
language learning environments or diverse educational settings. Further 
research is imperative to scrutinize whether analogous patterns and 
mediating influences exist across various language learning contexts and 
among students from diverse age groups. Lastly, this study relied on self-
reported measures, which are susceptible to potential biases, such as social 
desirability. Subsequent research could benefit from integrating diverse 
data sources, such as observations or behavioral indicators, to augment 
the validity and credibility of the outcomes.

Data availability statement

The raw data supporting the conclusions of this article will 
be made available by the authors, without undue reservation.

Ethics statement

The studies involving humans were approved by Northeast 
Normal University, Changchun, Jilin, China. The studies were 
conducted in accordance with the local legislation and institutional 
requirements. The participants provided their written informed 
consent to participate in this study.

Author contributions

WM: Writing – review & editing, Writing – original draft, 
Visualization, Validation, Supervision, Software, Resources, Project 
administration, Methodology, Investigation, Formal analysis, Data 
curation, Conceptualization. WY: Writing – review & editing, 
Visualization, Validation, Software, Project administration, 
Methodology, Investigation, Data curation. QB: Writing – review & 
editing, Validation, Resources, Methodology, Investigation, Formal 
analysis, Conceptualization.

Funding

The author(s) declare that no financial support was received for 
the research, authorship, and/or publication of this article.

Conflict of interest

The authors declare that the research was conducted in the 
absence of any commercial or financial relationships that could 
be construed as a potential conflict of interest.

https://doi.org/10.3389/fpsyg.2024.1353360
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org


Ma et al. 10.3389/fpsyg.2024.1353360

Frontiers in Psychology 11 frontiersin.org

Publisher’s note

All claims expressed in this article are solely those of the authors 
and do not necessarily represent those of their affiliated 

organizations, or those of the publisher, the editors and the 
reviewers. Any product that may be evaluated in this article, or claim 
that may be made by its manufacturer, is not guaranteed or endorsed 
by the publisher.

References
Aldridge, J. M., McChesney, K., and Afari, E. (2020). Associations between school 

climate and student life satisfaction: resilience and bullying as mediating factors. Learn. 
Environ. Res. 23, 129–150. doi: 10.1007/s10984-019-09296-9

Alhadabi, A., and Karpinski, A. C. (2020). Grit, self-efficacy, achievement orientation 
goals, and academic performance in university students. Int. J. Adolesc. Youth 25, 
519–535. doi: 10.1080/02673843.2019.1679202

Alonso-Tapia, J., and Ruiz-Díaz, M. (2022). Student, teacher, and school factors 
predicting differences in classroom climate: a multilevel analysis. Learn. Individ. Differ. 
94:102115. doi: 10.1016/j.lindif.2022.102115

Ames, C. (1992). Classrooms: goals, structures, and student motivation. J. Educ. 
Psychol. 84, 261–271. doi: 10.1037/0022-0663.84.3.261

Bai, B., and Guo, W. J. (2019). Motivation and self-regulated strategy use: relationships 
to primary school students’ English writing in Hong Kong. Lang. Teach. Res. 25, 378–399 
doi: 10.1177/1362168819859921

Bai, B., and Wang, J. (2020). The role of growth mindset, self-efficacy, and intrinsic 
value in self-regulated learning and English language learning achievements. Lang. 
Teach. Res. 27, 207–228. doi: 10.1177/1362168820933190

Bai, B., Wang, J., and Nie, Y. (2020). Self-efficacy, task values, and growth mindset: 
what has the most predictive power for primary school students’ self-regulated learning 
in English writing and writing competence in an Asian Confucian cultural context? 
Camb. J. Educ. 51, 65–84. doi: 10.1080/0305764X.2020.1778639

Baranik, L. E., Stanley, L. J., Bynum, B. H., and Lance, C. E. (2010). Examining the 
construct validity of mastery-avoidance achievement goals: a meta-analysis. Hum. 
Perform. 23, 265–282. doi: 10.1080/08959285.2010.488463

Bardach, L., Oczlon, S., Pietschnig, J., and Lüftenegger, M. (2020). Has achievement 
goal theory been right? A meta-analysis of the relation between goal structures and 
personal achievement goals. J. Educ. Psychol. 112, 1197–1209. doi: 10.1037/
edu0000419

Baron, R. M., and Kenny, D. A. (1986). The moderator–mediator variable distinction 
in social psychological research: conceptual, strategic, and statistical considerations. J. 
Pers. Soc. Psychol. 51, 1173–1182. doi: 10.1037/0022-3514.51.6.1173

Blackwell, L. S., Trzesniewski, K. H., and Dweck, C. S. (2007). Implicit theories of intelligence 
predict achievement across an adolescent transition: a longitudinal study and an intervention. 
Child Dev. 78, 246–263. doi: 10.1111/j.1467-8624.2007.00995.x

Burnette, J. L., Billingsley, J., Banks, G. C., Knouse, L. E., Hoyt, C. L., Pollack, J. M., 
et al. (2023). A systematic review and meta-analysis of growth mindset interventions: 
for whom, how, and why might such interventions work? Psychol. Bull. 149, 174–202. 
doi: 10.1037/bul0000368

Button, S., Mathieu, J., and Zajac, D. (1996). Goal orientation in organizational 
behavior research: a conceptual and empirical foundation. Organ. Behav. Hum. Decis. 
Process. 67, 26–48. doi: 10.1006/obhd.1996.0063

Cheng, X. (2023). Looking through goal theories in language learning: a review on 
goal setting and achievement goal theory. Front. Psychol. 13:1035223. doi: 10.3389/
fpsyg.2023.1035223

Claro, S., Paunesku, D., and Dweck, C. S. (2016). Growth mindset tempers the effects 
of poverty on academic achievement. Proc. Natl. Acad. Sci. 113, 8664–8668. doi: 10.1073/
pnas.1608207113

Conchas, G. (2001). Structuring failure and success: understanding the variability in 
Latino school engagement. Harv. Educ. Rev. 71, 475–505. doi: 10.17763/
haer.71.3.280w814v1603473k

Derakhshan, A., and Fathi, J. (2023). Grit and foreign language enjoyment as 
predictors of EFL learners’ online engagement: the mediating role of online learning 
self-efficacy. Asia Pac. Educ. Res., 1–11. doi: 10.1007/s40299-023-00705-7

Derakhshan, A., and Fathi, J. (2024). Growth mindset and ideal L2 self as predictors 
of student engagement in EFL students: the mediating role of L2 grit. Porta Linguarum 
Revista Interuniversitaria Didáctica Lenguas Extranjeras. doi: 10.30827/portalin.
viIX.29899

Derakhshan, A., Fathi, J., Pawlak, M., and Kruk, M. (2022). Classroom social climate, 
growth language mindset, and student engagement: the mediating role of boredom in 
learning English as a foreign language. J. Multiling. Multicult. Dev., 1–19. doi: 
10.1080/01434632.2022.2099407

Dweck, C. S. (2006). Mindset: the new psychology of success. New York, NY, USA: 
Random House.

Dweck, C. (2015). Carol Dweck revisits the growth mindset. Educ. Week 35, 20–24.

Dweck, C. S., Chiu, C. Y., and Hong, Y. Y. (1995). Implicit theories and their role in 
judgments and reactions: a word from two perspectives. Psychol. Inq. 6, 267–285. doi: 
10.1207/s15327965pli0604_1

Dweck, C. S., and Leggett, E. L. (1988). A social-cognitive approach to motivation and 
personality. Psychol. Rev. 95, 256–273. doi: 10.1037/0033-295X.95.2.256

Erdem, C., and Kaya, M. (2024). The relationship between school and classroom 
climate, and academic achievement: a meta-analysis. Sch. Psychol. Int. 45, 380–408. doi: 
10.1177/01430343231202923

Fathi, J., Pawlak, M., Kruk, M., and Mohammaddokht, F. (2024a). Exploring the 
relations among foreign language enjoyment, ideal L2 self, grit, and growth mindset in 
EFL learners: a cross-lagged analysis. Lang. Teach. Res. doi: 10.1177/13621688241265546

Fathi, J., Pawlak, M., Saeedian, S., and Ghaderi, A. (2024b). Exploring factors affecting 
foreign language achievement: the role of growth mindset, self-efficacy, and L2 grit. 
Lang. Teach. Res.:13621688241227603. doi: 10.1177/13621688241227603

Feng, E., Wang, Y., and King, R. B. (2023). Achievement goals, emotions, and 
willingness to communicate in EFL learning: combining variable-and person-centered 
approaches. Lang. Teach. Res. doi: 10.1177/13621688221146887

Fornell, C., and Larcker, D. F. (1981). Evaluating structural equation models with 
unobservable variables and measurement error. J. Mark. Res. 18, 39–50. doi: 
10.1177/002224378101800104

Fraser, B. J. (1989). Twenty years of classroom climate work: Progress and prospect. J. 
Curric. Stud. 21, 307–327.

Fredricks, J. A., Blumenfeld, P. C., and Paris, A. H. (2004). School engagement: 
potential of the concept, state of the evidence. Rev. Educ. Res. 74, 59–109. doi: 
10.3102/00346543074001059

Fredricks, J. A., Filsecker, M., and Lawson, M. A. (2016). Student engagement, context, 
and adjustment: addressing definitional, measurement, and methodological issues. 
Learn. Instr. 43, 1–4. doi: 10.1016/j.learninstruc.2016.02.002

Gan, S. (2021). The role of teacher-student relatedness and teachers' engagement on 
students' engagement in EFL classrooms. Front. Psychol. 12:745435. doi: 10.3389/
fpsyg.2021.745435

Gonida, E. N., Voulala, K., and Kiosseoglou, G. (2009). Students' achievement goal 
orientations and their behavioral and emotional engagement: co-examining the role of 
perceived school goal structures and parent goals during adolescence. Learn. Individ. 
Differ. 19, 53–60. doi: 10.1016/j.lindif.2008.04.002

Hair, J. F., Black, W. C., Babin, B. J., and Anderson, R. E. (2019). Multivariate data 
analysis. 8th Edn. Hampshire, UK: Prentice Hall.

He, J., Iskhar, S., Yang, Y., and Aisuluu, M. (2023). Exploring the relationship between 
teacher growth mindset, grit, mindfulness, and EFL teachers’ well-being. Front. Psychol. 
14:1241335. doi: 10.3389/fpsyg.2023.1241335

Hoi, V. N. (2022). A synergetic perspective on students’ perception of classroom 
environment, expectancy value belief, and engagement in an EFL context. Lang. Teach. 
Res. doi: 10.1177/13621688221075781

Howell, A. J., and Watson, D. C. (2007). Procrastination: associations with achievement 
goal orientation and learning strategies. Personal. Individ. Differ. 43, 167–178. doi: 
10.1016/j.paid.2006.11.017

Hu, L. T., and Bentler, P. M. (1999). Cutoff criteria for fit indexes in covariance 
structure analysis: conventional criteria versus new alternatives. Struct. Equ. Model. 6, 
1–55. doi: 10.1080/10705519909540118

Hu, L., and Wang, Y. (2023). The predicting role of EFL teachers’ immediacy behaviors 
in students’ willingness to communicate and academic engagement. BMC Psychol. 
11:318. doi: 10.1186/s40359-023-01378-x

Huang, C. (2016). Achievement goals and self-efficacy: a meta-analysis. Educ. Res. Rev. 
19, 119–137. doi: 10.1016/j.edurev.2016.07.002

Izadpanah, S. (2023). The mediating role of academic passion in determining the 
relationship between academic self-regulation and goal orientation with academic 
burnout among English foreign language (EFL) learners. Front. Psychol. 13:933334. doi: 
10.3389/fpsyg.2022.933334

Jiang, L., Meng, H., and Zhou, N. (2021). English learners’ readiness for online flipped 
learning: interrelationships with motivation and engagement, attitude, and support. 
Lang. Teach. Res. 28, 2026–2051. doi: 10.1177/13621688211027459

Jiang, A. L., and Zhang, L. J. (2021). University teachers' teaching style and their 
students' agentic engagement in EFL learning in China: a self-determination theory and 

https://doi.org/10.3389/fpsyg.2024.1353360
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
https://doi.org/10.1007/s10984-019-09296-9
https://doi.org/10.1080/02673843.2019.1679202
https://doi.org/10.1016/j.lindif.2022.102115
https://doi.org/10.1037/0022-0663.84.3.261
https://doi.org/10.1177/1362168819859921
https://doi.org/10.1177/1362168820933190
https://doi.org/10.1080/0305764X.2020.1778639
https://doi.org/10.1080/08959285.2010.488463
https://doi.org/10.1037/edu0000419
https://doi.org/10.1037/edu0000419
https://doi.org/10.1037/0022-3514.51.6.1173
https://doi.org/10.1111/j.1467-8624.2007.00995.x
https://doi.org/10.1037/bul0000368
https://doi.org/10.1006/obhd.1996.0063
https://doi.org/10.3389/fpsyg.2023.1035223
https://doi.org/10.3389/fpsyg.2023.1035223
https://doi.org/10.1073/pnas.1608207113
https://doi.org/10.1073/pnas.1608207113
https://doi.org/10.17763/haer.71.3.280w814v1603473k
https://doi.org/10.17763/haer.71.3.280w814v1603473k
https://doi.org/10.1007/s40299-023-00705-7
https://doi.org/10.30827/portalin.viIX.29899
https://doi.org/10.30827/portalin.viIX.29899
https://doi.org/10.1080/01434632.2022.2099407
https://doi.org/10.1207/s15327965pli0604_1
https://doi.org/10.1037/0033-295X.95.2.256
https://doi.org/10.1177/01430343231202923
https://doi.org/10.1177/13621688241265546
https://doi.org/10.1177/13621688241227603
https://doi.org/10.1177/13621688221146887
https://doi.org/10.1177/002224378101800104
https://doi.org/10.3102/00346543074001059
https://doi.org/10.1016/j.learninstruc.2016.02.002
https://doi.org/10.3389/fpsyg.2021.745435
https://doi.org/10.3389/fpsyg.2021.745435
https://doi.org/10.1016/j.lindif.2008.04.002
https://doi.org/10.3389/fpsyg.2023.1241335
https://doi.org/10.1177/13621688221075781
https://doi.org/10.1016/j.paid.2006.11.017
https://doi.org/10.1080/10705519909540118
https://doi.org/10.1186/s40359-023-01378-x
https://doi.org/10.1016/j.edurev.2016.07.002
https://doi.org/10.3389/fpsyg.2022.933334
https://doi.org/10.1177/13621688211027459


Ma et al. 10.3389/fpsyg.2024.1353360

Frontiers in Psychology 12 frontiersin.org

achievement goal theory integrated perspective. Front. Psychol. 12:704269. doi: 10.3389/
fpsyg.2021.704269

Joe, H. K., Hiver, P., and Al-Hoorie, A. H. (2017). Classroom social climate, self-
determined motivation, willingness to communicate, and achievement: a study of 
structural relationships in instructed second language settings. Learn. Individ. Differ. 53, 
133–144. doi: 10.1016/j.lindif.2016.11.005

Karlen, Y., Suter, F., Hirt, C., and Merki, K. M. (2019). The role of implicit theories in 
students' grit, achievement goals, intrinsic and extrinsic motivation, and achievement 
in the context of a long-term challenging task. Learn. Individ. Differ. 74:101757. doi: 
10.1016/j.lindif.2019.101757

Kline, R. B. (2011). Principles and practice of structural equation modeling. 3rd Edn. 
New York, NY, USA: Guilford Press.

Konold, T., Cornell, D., Jia, Y., and Malone, M. (2018). School climate, student 
engagement, and academic achievement: a latent variable, multilevel multi-
informant examination. Aera Open 4:2332858418815661. doi: 
10.1177/2332858418815661

Lamb, M. (2017). The motivational dimension of language teaching. Lang. Teach. 50, 
301–346. doi: 10.1017/S0261444817000088

Lazarides, R., and Rubach, C. (2017). Instructional characteristics in mathematics 
classrooms: relationships to achievement goal orientation and student engagement. 
Math. Educ. Res. J. 29, 201–217. doi: 10.1007/s13394-017-0196-4

Lei, H., Cui, Y., and Zhou, W. (2018). Relationships between student engagement and 
academic achievement: a meta-analysis. Soc. Behav. Pers. 46, 517–528. doi: 10.2224/
sbp.7054

Li, H. (2023). Perceived teacher-student relationship and growth mindset as predictors 
of student engagement in foreign language learning: the mediating role of foreign 
language enjoyment. Front. Psychol. 14:1177223. doi: 10.3389/fpsyg.2023.1177223

Li, M. (2024). Modeling the role of rapport and classroom climate in EMI students' 
classroom engagement. Acta Psychol. 245:104209. doi: 10.1016/j.actpsy.2024.104209

Liu, X. (2023). Examining student burnout causes among English as a foreign 
language students: focus on school climate and student growth mindset. Front. Psychol. 
14:1166408. doi: 10.3389/fpsyg.2023.1166408

Liu, Q., Du, X., and Lu, H. (2023). Teacher support and learning engagement of EFL 
learners: the mediating role of self-efficacy and achievement goal orientation. Curr. 
Psychol. 42, 2619–2635. doi: 10.1007/s12144-022-04043-5

Liu, Q., and Geng, R. (2023). The preventive role of teachers’ immediacy behaviours 
and classroom climate in EFL students’ self-silencing: a self-determination theory 
perspective. J. Multiling. Multicult. Dev. doi: 10.1080/01434632.2023.2292146

Lombardi, E., Traficante, D., Bettoni, R., Offredi, I., Giorgetti, M., and Vernice, M. 
(2019). The impact of school climate on well-being experience and school 
engagement: a study with high-school students. Front. Psychol. 10:2482. doi: 
10.3389/fpsyg.2019.02482

Longobardi, C., Settanni, M., Prino, L. E., Fabris, M. A., and Marengo, D. (2019). 
Students’ psychological adjustment in normative school transitions from kindergarten 
to high school: investigating the role of teacher-student relationship quality. Front. 
Psychol. 10:1238. doi: 10.3389/fpsyg.2019.01238

Macnamara, B. N., and Burgoyne, A. P. (2023). Do growth mindset interventions 
impact students’ academic achievement? A systematic review and meta-analysis with 
recommendations for best practices. Psychol. Bull. 149:133. doi: 10.1037/bul0000352

Mädamürk, K., Tuominen, H., Hietajärvi, L., and Salmela-Aro, K. (2021). Adolescent 
students’ digital engagement and achievement goal orientation profiles. Comput. Educ. 
161:104058. doi: 10.1016/j.compedu.2020.104058

Madjar, N., North, E. A., and Karakus, M. (2019). The mediating role of perceived peer 
motivational climate between classroom mastery goal structure and social goal 
orientations. Learn. Individ. Differ. 73, 112–123. doi: 10.1016/j.lindif.2019.05.009

Marsh, H. W., Hau, K. T., and Wen, Z. (2004). In search of golden rules: comment on 
hypothesis-testing approaches to setting cutoff values for fit indexes and dangers in 
overgeneralizing Hu and Bentler's (1999) findings. Struct. Equ. Model. 11, 320–341. doi: 
10.1207/s15328007sem1103_2

Marsh, H. W., Lüdtke, O., Nagengast, B., Trautwein, U., Morin, A. J., Abduljabbar, A. S., 
et al. (2012). Classroom climate and contextual effects: conceptual and methodological 
issues in the evaluation of group-level effects. Educ. Psychol. 47, 106–124. doi: 
10.1080/00461520.2012.670488

Martin, D. P., and Rimm-Kaufman, S. E. (2015). Do student self-efficacy and teacher-
student interaction quality contribute to emotional and social engagement in fifth grade 
math? J. Sch. Psychol. 53, 359–373. doi: 10.1016/j.jsp.2015.07.001

Mercer, S. (2019). “Language learner engagement: setting the scene” in Second 
handbook of English language teaching. ed. X. Gao (Cambridge, UK: Springer), 
643–660.

Mercer, S., and Dörnyei, Z. (2020). Engaging language learners in contemporary 
classrooms.. Cham, Switzerland: Cambridge University Press.

Midgley, C., Kaplan, A., Middleton, M., Maehr, M. L., Urdan, T., Anderman, L. H., 
et al. (1998). The development and validation of scales assessing students' 
achievement goal orientations. Contemp. Educ. Psychol. 23, 113–131. doi: 10.1006/
ceps.1998.0965

Miller, A. L., Fassett, K. T., and Palmer, D. L. (2021). Achievement goal orientation: a 
predictor of student engagement in higher education. Motiv. Emot. 45, 327–344. doi: 
10.1007/s11031-021-09881-7

Mohammad Hosseini, H., Fathi, J., Derakhshesh, A., and Mehraein, S. (2022). A 
model of classroom social climate, foreign language enjoyment, and student engagement 
among English as a foreign language learners. Front. Psychol. 13:933842. doi: 10.3389/
fpsyg.2022.933842

Mueller, C. M., and Dweck, C. S. (1998). Praise for intelligence can undermine 
children's motivation and performance. J. Pers. Soc. Psychol. 75, 33–52. doi: 
10.1037/0022-3514.75.1.33

Muis, K. R., and Edwards, O. (2009). Examining the stability of achievement goal 
orientation. Contemp. Educ. Psychol. 34, 265–277. doi: 10.1016/j.
cedpsych.2009.06.003

Mystkowska-Wiertelak, A. (2022). Teachers’ accounts of learners’ engagement and 
disaffection in the language classroom. Lang. Learn. J. 50, 393–405. doi: 
10.1080/09571736.2020.1800067

Namaziandost, E., Kargar Behbahani, H., and Heydarnejad, T. (2024). Tapping the 
alphabets of learning-oriented assessment: self-assessment, classroom climate, mindsets, 
trait emotional intelligence, and academic engagement are in focus. Lang. Test. Asia 14, 
1–30. doi: 10.1186/s40468-024-00223-7

Oga-Baldwin, W. Q. (2019). Acting, thinking, feeling, making, collaborating: the 
engagement process in foreign language learning. System 86:102128. doi: 10.1016/j.
system.2019.102128

Parsons, J., and Taylor, L. (2011). Improving student engagement. Curr. Issues Educ. 
14, 1–3.

Pastor, D. A., Barron, K. E., Miller, B. J., and Davis, S. L. (2007). A latent profile 
analysis of college students’ achievement goal orientation. Contemp. Educ. Psychol. 32, 
8–47. doi: 10.1016/j.cedpsych.2006.10.003

Patrick, H., Kaplan, A., and Ryan, A. M. (2011). Positive classroom motivational 
environments: convergence between mastery goal structure and classroom social 
climate. J. Educ. Psychol. 103, 367–382. doi: 10.1037/a0023311

Pintrich, P. R. (2000). Multiple goals, multiple pathways: the role of goal orientation 
in learning and achievement. J. Educ. Psychol. 92, 544–555. doi: 
10.1037/0022-0663.92.3.544

Putwain, D. W., Symes, W., Nicholson, L. J., and Becker, S. (2018). Achievement goals, 
behavioural engagement, and mathematics achievement: a mediational analysis. Learn. 
Individ. Differ. 68, 12–19. doi: 10.1016/j.lindif.2018.09.006

Qiu, F. (2022). Reviewing the role of positive classroom climate in improving English 
as a foreign language students’ social interactions in the online classroom. Front. Psychol. 
13:1012524. doi: 10.3389/fpsyg.2022.1012524

Reeve, J. (2012). “A self-determination theory perspective on student engagement” in 
Handbook of research on student engagement. eds. S. L. Christenson, A. L. Reschly and 
C. Wylie (New York, NY, USA: Springer), 149–172.

Reeve, J., and Tseng, C. M. (2011). Agency as a fourth aspect of students’ engagement 
during learning activities. Contemp. Educ. Psychol. 36, 257–267. doi: 10.1016/j.
cedpsych.2011.05.002

Rhew, E., Piro, J. S., Goolkasian, P., and Cosentino, P. (2018). The effects of a growth 
mindset on self-efficacy and motivation. Cogent Educ. 5:1492337. doi: 
10.1080/2331186X.2018.1492337

Rimm-Kaufman, S. E., Curby, T. W., Grimm, K. J., Nathanson, L., and Brock, L. L. 
(2009). The contribution of children’s self-regulation and classroom quality to children’s 
adaptive behaviors in the kindergarten classroom. Dev. Psychol. 45:958. doi: 10.1037/
a0015861

Rinehart, S. J., and Espelage, D. L. (2016). A multilevel analysis of school climate, 
homophobic name-calling, and sexual harassment victimization/perpetration among 
middle school youth. Psychol. Violence 6, 213–222. doi: 10.1037/a0039095

Roorda, D. L., Jak, S., Zee, M., Oort, F. J., and Koomen, H. M. (2017). Affective 
teacher–student relationships and students' engagement and achievement: a meta-
analytic update and test of the mediating role of engagement. Sch. Psychol. Rev. 46, 
239–261. doi: 10.17105/SPR-2017-0035.V46-3

Rusk, N., and Rothbaum, F. (2010). From stress to learning: attachment theory meets 
goal orientation theory. Rev. Gen. Psychol. 14, 31–43. doi: 10.1037/a0018123

Ryan, R. M., and Deci, E. L. (2000). Intrinsic and extrinsic motivations: classic 
definitions and new directions. Contemp. Educ. Psychol. 25, 54–67. doi: 10.1006/
ceps.1999.1020

Sackett, P. R., Lievens, F., Van Iddekinge, C. H., and Kuncel, N. R. (2017). Individual 
differences and their measurement: a review of 100 years of research. J. Appl. Psychol. 
102, 254–273. doi: 10.1037/apl0000151

Senko, C., and Miles, K. M. (2008). Pursuing their own learning agenda: how mastery-
oriented students jeopardize their class performance. Contemp. Educ. Psychol. 33, 
561–583. doi: 10.1016/j.cedpsych.2007.12.001

Shi, Z., Guan, J., Chen, H., Liu, C., Ma, J., and Zhou, Z. (2023). Teacher-student 
relationships and smartphone addiction: the roles of achievement goal orientation and 
psychological resilience. Curr. Psychol. 42, 17074–17086. doi: 10.1007/
s12144-022-02902-9

https://doi.org/10.3389/fpsyg.2024.1353360
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
https://doi.org/10.3389/fpsyg.2021.704269
https://doi.org/10.3389/fpsyg.2021.704269
https://doi.org/10.1016/j.lindif.2016.11.005
https://doi.org/10.1016/j.lindif.2019.101757
https://doi.org/10.1177/2332858418815661
https://doi.org/10.1017/S0261444817000088
https://doi.org/10.1007/s13394-017-0196-4
https://doi.org/10.2224/sbp.7054
https://doi.org/10.2224/sbp.7054
https://doi.org/10.3389/fpsyg.2023.1177223
https://doi.org/10.1016/j.actpsy.2024.104209
https://doi.org/10.3389/fpsyg.2023.1166408
https://doi.org/10.1007/s12144-022-04043-5
https://doi.org/10.1080/01434632.2023.2292146
https://doi.org/10.3389/fpsyg.2019.02482
https://doi.org/10.3389/fpsyg.2019.01238
https://doi.org/10.1037/bul0000352
https://doi.org/10.1016/j.compedu.2020.104058
https://doi.org/10.1016/j.lindif.2019.05.009
https://doi.org/10.1207/s15328007sem1103_2
https://doi.org/10.1080/00461520.2012.670488
https://doi.org/10.1016/j.jsp.2015.07.001
https://doi.org/10.1006/ceps.1998.0965
https://doi.org/10.1006/ceps.1998.0965
https://doi.org/10.1007/s11031-021-09881-7
https://doi.org/10.3389/fpsyg.2022.933842
https://doi.org/10.3389/fpsyg.2022.933842
https://doi.org/10.1037/0022-3514.75.1.33
https://doi.org/10.1016/j.cedpsych.2009.06.003
https://doi.org/10.1016/j.cedpsych.2009.06.003
https://doi.org/10.1080/09571736.2020.1800067
https://doi.org/10.1186/s40468-024-00223-7
https://doi.org/10.1016/j.system.2019.102128
https://doi.org/10.1016/j.system.2019.102128
https://doi.org/10.1016/j.cedpsych.2006.10.003
https://doi.org/10.1037/a0023311
https://doi.org/10.1037/0022-0663.92.3.544
https://doi.org/10.1016/j.lindif.2018.09.006
https://doi.org/10.3389/fpsyg.2022.1012524
https://doi.org/10.1016/j.cedpsych.2011.05.002
https://doi.org/10.1016/j.cedpsych.2011.05.002
https://doi.org/10.1080/2331186X.2018.1492337
https://doi.org/10.1037/a0015861
https://doi.org/10.1037/a0015861
https://doi.org/10.1037/a0039095
https://doi.org/10.17105/SPR-2017-0035.V46-3
https://doi.org/10.1037/a0018123
https://doi.org/10.1006/ceps.1999.1020
https://doi.org/10.1006/ceps.1999.1020
https://doi.org/10.1037/apl0000151
https://doi.org/10.1016/j.cedpsych.2007.12.001
https://doi.org/10.1007/s12144-022-02902-9
https://doi.org/10.1007/s12144-022-02902-9


Ma et al. 10.3389/fpsyg.2024.1353360

Frontiers in Psychology 13 frontiersin.org

Sinatra, G. M., Heddy, B. C., and Lombardi, D. (2015). The challenges of defining and 
measuring student engagement in science. Educ. Psychol. 50, 1–13. doi: 
10.1080/00461520.2014.1002924

Sisk, V. F., Burgoyne, A. P., Sun, J., Butler, J. L., and Macnamara, B. N. (2018). To what 
extent and under which circumstances are growth mindsets important to academic 
achievement? Two meta-analyses. Psychol. Sci. 29, 549–571. doi: 10.1177/0956797617739704

Skinner, E. A., Kindermann, T. A., and Furrer, C. J. (2009). A motivational perspective 
on engagement and disaffection: conceptualization and assessment of children's 
behavioral and emotional participation in academic activities in the classroom. Educ. 
Psychol. Meas. 69, 493–525. doi: 10.1177/0013164408323233

Skinner, E. A., and Pitzer, J. R. (2012). “Developmental dynamics of student 
engagement, coping, and everyday resilience” in Handbook of research on student 
engagement (Boston, MA: Springer US), 21–44.

Stroet, K., Opdenakker, M. C., and Minnaert, A. (2013). Effects of need supportive 
teaching on early adolescents’ motivation and engagement: a review of the literature. 
Educ. Res. Rev. 9, 65–87. doi: 10.1016/j.edurev.2012.11.003

Tabachnick, B. G., Fidell, L. S., and Ullman, J. B. (2013). Using multivariate statistics. 
vol. 6: Boston, MA, USA: Pearson. 497–516.

Tao, Y., Meng, Y., Gao, Z., and Yang, X. (2022). Perceived teacher support, student 
engagement, and academic achievement: a meta-analysis. Educ. Psychol. 42, 401–420. 
doi: 10.1080/01443410.2022.2033168

Thijs, J., and Fleischmann, F. (2015). Student–teacher relationships and achievement 
goal orientations: examining student perceptions in an ethnically diverse sample. Learn. 
Individ. Differ. 42, 53–63. doi: 10.1016/j.lindif.2015.08.014

Trowler, V. (2010). Student engagement literature review. Lancaster, UK: The Higher 
Education Academy, Lancaster University.

Tseng, H., Kuo, Y. C., and Walsh, E. J. (2020). Exploring first-time online 
undergraduate and graduate students’ growth mindsets and flexible thinking and their 
relations to online learning engagement. Educ. Technol. Res. Dev. 68, 2285–2303. doi: 
10.1007/s11423-020-09774-5

Tu, X. (2021). The role of classroom culture and psychological safety in EFL students' 
engagement. Front. Psychol. 12:760903. doi: 10.3389/fpsyg.2021.760903

Walker, S., and Graham, L. (2021). At risk students and teacher-student relationships: 
student characteristics, attitudes to school and classroom climate. Int. J. Incl. Educ. 25, 
896–913. doi: 10.1080/13603116.2019.1588925

Wang, J., Bai, B., and Nie, Y. (2023). Examining the role of perceived classroom goal 
structures and parents’ goals in ESL/EFL learners’ achievement goals, engagement and 
achievement. Scand. J. Educ. Res. 67, 820–836. doi: 10.1080/00313831.2022.2070928

Wang, M. T., and Degol, J. L. (2016). School climate: a review of the construct, 
measurement, and impact on student outcomes. Educ. Psychol. Rev. 28, 315–352. doi: 
10.1007/s10648-015-9319-1

Wang, M. T., Degol, J. L., Amemiya, J., Parr, A., and Guo, J. (2020). Classroom climate 
and children’s academic and psychological wellbeing: a systematic review and meta-
analysis. Dev. Rev. 57:100912. doi: 10.1016/j.dr.2020.100912

Wang, M. T., and Eccles, J. S. (2013). School context, achievement motivation, and 
academic engagement: a longitudinal study of school engagement using a 
multidimensional perspective. Learn. Instr. 28, 12–23. doi: 10.1016/j.
learninstruc.2013.04.002

Wang, M. T., and Holcombe, R. (2010). Adolescents’ perceptions of school 
environment, engagement, and academic achievement in middle school. Am. Educ. Res. 
J. 47, 633–662. doi: 10.3102/0002831209361209

Wang, M., and Wang, Y. (2024). A structural equation modeling approach in 
examining EFL students’ foreign language enjoyment, trait emotional intelligence, and 
classroom climate. Learn. Motiv. 86:101981. doi: 10.1016/j.lmot.2024.101981

Wen, Z., Wang, Y., Ma, P., Meng, J., and Liu, X. (2024). The influence relationship 
among variables and types of multiple influence factors working together. Acta Psychol. 
Sin. 56:1462. doi: 10.3724/SP.J.1041.2024.01462

Wolters, C. A., and Hussain, M. (2015). Investigating grit and its relations with college 
students’ self-regulated learning and academic achievement. Metacogn. Learn. 10, 
293–311. doi: 10.1007/s11409-014-9128-9

Xu, F., Zhu, Z., and Lin, Z. (2000). Research on the measurement of goal orientation 
and its impact on academic performance. Psychol. Dev. Educ. 16, 1–6. doi: 10.3969/j.
issn.1001-4918.2000.02.001

Yang, L., and Lin, Y. (2024). To talk or to remain silent? Foreign language enjoyment 
and perceived classroom climate as drivers of change in Chinese EFL learners’ 
willingness to communicate: a latent growth curve analysis. Innov. Lang. Learn. Teach., 
1–18. doi: 10.1080/17501229.2024.1234567

Yeager, D. S., and Dweck, C. S. (2020). What can be learned from growth mindset 
controversies? Am. Psychol. 75, 1269–1284. doi: 10.1037/amp0000794

Zeng, G., Hou, H., and Peng, K. (2016). Effect of growth mindset on school 
engagement and psychological well-being of Chinese primary and middle school 
students: the mediating role of resilience. Front. Psychol. 7:1873. doi: 10.3389/
fpsyg.2016.01873

Zhao, H., Xiong, J., Zhang, Z., and Qi, C. (2021). Growth mindset and college students’ 
learning engagement during the COVID-19 pandemic: a serial mediation model. Front. 
Psychol. 12:621094. doi: 10.3389/fpsyg.2021.621094

https://doi.org/10.3389/fpsyg.2024.1353360
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
https://doi.org/10.1080/00461520.2014.1002924
https://doi.org/10.1177/0956797617739704
https://doi.org/10.1177/0013164408323233
https://doi.org/10.1016/j.edurev.2012.11.003
https://doi.org/10.1080/01443410.2022.2033168
https://doi.org/10.1016/j.lindif.2015.08.014
https://doi.org/10.1007/s11423-020-09774-5
https://doi.org/10.3389/fpsyg.2021.760903
https://doi.org/10.1080/13603116.2019.1588925
https://doi.org/10.1080/00313831.2022.2070928
https://doi.org/10.1007/s10648-015-9319-1
https://doi.org/10.1016/j.dr.2020.100912
https://doi.org/10.1016/j.learninstruc.2013.04.002
https://doi.org/10.1016/j.learninstruc.2013.04.002
https://doi.org/10.3102/0002831209361209
https://doi.org/10.1016/j.lmot.2024.101981
https://doi.org/10.3724/SP.J.1041.2024.01462
https://doi.org/10.1007/s11409-014-9128-9
https://doi.org/10.3969/j.issn.1001-4918.2000.02.001
https://doi.org/10.3969/j.issn.1001-4918.2000.02.001
https://doi.org/10.1080/17501229.2024.1234567
https://doi.org/10.1037/amp0000794
https://doi.org/10.3389/fpsyg.2016.01873
https://doi.org/10.3389/fpsyg.2016.01873
https://doi.org/10.3389/fpsyg.2021.621094

	Interconnected factors in EFL engagement: classroom climate, growth mindset, and achievement goals
	Introduction
	Literature review
	Growth mindset and student engagement in EFL learning
	Classroom climate and EFL engagement
	The mediating role of achievement goal orientations
	Theoretical model

	Methods
	Participants and procedures
	Instruments
	Achievement goal orientation
	Classroom climate
	Growth mindset
	Student engagement
	Data analysis

	Results
	Discussion
	Conclusion

	References

