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Abstract 

 

This dissertaSon invesSgates the language mindset of English as a Foreign Language 

(EFL) learners, with a specific focus on Chinese junior high school students. It explores 

the origins and development of these learners’ growth language mindsets and the 

consequent impact on their English language academic achievement. The study employs 

a mixed-method approach, incorporaSng quanStaSve surveys and qualitaSve interviews 

to analyze the influence of classroom social climate, classroom goal structure, parents' 

language mindsets, and parents' failure mindsets on students' language mindsets and 

L2 academic performance. 

 

The findings reveal that a posiSve learning environment in language classrooms, 

especially those prioriSsing mastery goals, substanSally fosters the culSvaSon of growth 

language mindsets among Chinese junior high school EFL students. AddiSonally, parents' 

growth language mindsets and their amtudes towards failure have a notable impact on 

their children's language mindsets. The research demonstrates a strong posiSve 

relaSonship between students' growth language mindsets and their L2 academic 

performance, underscoring the importance of embracing a growth mindset to enhance 

language learning outcomes. 

 

This dissertaSon concludes with implicaSons for teaching pracSces, suggesSng that 

language teachers should create a supporSve langauge learning environment that 

emphasizes effort and progress. It also highlights the role of parents in nurturing their 

children's growth language mindsets by modeling a growth mindset and providing 

emoSonal support. This dissertaSon also calls for further research to explore the 

complex interplay between language mindsets and other factors such as language 

apStude, sociocultural systems, and individual moSvaSons in the context of language 

learning. 
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An Inves(ga(on into English as a Foreign Language (EFL) Learners’ 

Language Mindset: The Case of Chinese Junior High School Students  

 

1. Introduc(on 

 

1.1. Background to the study 

Drawing from the narraSve detailed in Dweck (2012), envision a young adult enduring 

an excepSonally difficult day. They are passionate about a class they aRend, but their 

enthusiasm is dampened when they receive a C+ on their midterm exam, causing a deep 

sense of disappointment. That evening, upon returning to their dwelling, they find a 

parking Scket on their car, adding to their distress. Overwhelmed, they reach out to their 

closest friend about their day, only to receive a somewhat dismissive response. People's 

reacSons to this situaSon can vary significantly. Some might internalize the setbacks with 

thoughts like: “I’m a total failure.” “Life is unjust, and all my hard work is in vain.” or even 

consider “Just give up.” In contrast, others may adopt a more construcSve perspecSve: 

“The C+ indicates that I need to work harder, but I have the rest of the semester to 

improve my grade.” “I must strive to be more diligent in class, be more careful when 

parking the car, and wonder if my friend had a bad day.” Why people differ in the way 

they respond to negaSve experiences and setbacks? 

 

Now, we start to understand the concepts of fixed mindset and growth mindset. People 

with fixed mindsets believe that human qualiSes are carved in stone while those with 

growth mindsets adhere that apStudes, interests, and temperaments can be culSvated 

through efforts (Dweck, 2012). Mindset has been widely applied in educaSon and 

psychology research, and researchers argue that different mindsets lead to a host of 

different moSvaSonal and educaSonal outcomes such as resilience, engagement, and 

academic achievement (BurneRe et al., 2013; Sisk et al., 2018). Nonetheless, some 

scholars have argued that mindsets only weakly predict students' performance, 

suggesSng that the link between mindsets and academic success might be intricately 

nuanced (BurneRe et al., 2013; Sisk et al., 2018). 
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The process of acquiring a second or foreign language (L2) is akin to the iniSal situaSon 

described, being a lengthy endeavour where learners are bound to face obstacles and 

feel disheartened (Khajavy et al., 2021). For instance, there may be moments when the 

learner's speech is unintelligible to others, or when they struggle to comprehend 

conversaSons around them, and they might receive criScism from their teachers and 

peers regarding their wriRen work (Lou & Noels, 2016). These challenges can lead some 

to abandon their language studies. However, those with growth mindsets tend to view 

setbacks as an indicaSon that they must exert more effort to enhance their skills. 

Although the concept of mindset is intricately linked to a range of beliefs concerning 

effort, aRribuSons, goal orientaSons, and learning strategies, its relevance within the 

sphere of language acquisiSon has only recently begun to receive more focused 

aRenSon (Liu, 2022; Lou & Noels, 2017). 

 

1.2. Ra5onale of the study 

Accordingly, recent research in second language acquisiSon (SLA) has addressed the 

conceptualisaSon and measurement of language mindsets and shown that language 

mindsets were associated with L2 wriSng moSvaSon and feedback seeking orientaSon 

(Papi et al., 2019; Papi, 2020; Waller & Papi, 2017; Yao et al., 2021a), L2 reading 

enjoyment and achievement (Khajavy et al., 2022), L2 speaking anxiety (Ozdemir & Papi, 

2022), L2 pragmaScs learning moSvaSon (Zarrinabadi et al., 2022), achievement goal 

orientaSons and self-regulatory tendencies (Lou & Noels, 2016, 2017), and L2 

achievement (Eren & Rakıcıoğlu-Söylemez, 2023; Lou et al., 2022). Moreover, the 

current state of the field acknowledges that language mindsets are situaSonal beliefs 

which can be influenced by inter-personal and social processes and changed by priming 

(Shirvan et al., 2021).  

 

Nevertheless, scant invesSgaSon has delved into the origins and evoluSon of language 

mindset (Shirvan et al., 2021). In addiSon, most of the exisSng studies have focused on 

EFL university students in North America. Other large populaSons of learners such as 



 12 

those enrolled in Chinese secondary-level educaSon has received restricted aRenSon 

(Bai & Wang, 2023). However, the development of language mindsets in Chinese 

context, in which emphasizes hard work and is deeply rooted in examinaSon culture, is 

worthy of invesSgaSon to ameliorate students’ anxiety and improve their language 

learning experience (Yao et al., 2021b). AddiSonally, the populaSon of junior high school 

students in China has reached approximately 50 million in 2022 and most of them must 

take English as a compulsory course. Given this large populaSon of young English 

learners and the anxiety and pressure they experience in their language learning, this 

dissertaSon aimed to extend the research on language mindsets to Chinese secondary-

level educaSon and ecologically analyze the factors that impact the acquisiSon of EFL 

learners’ language mindsets from two main ecological systems, language classrooms in 

interacSons with teachers and peers and family contexts in interacSons with parents.  

 

The raSonale for concentraSng on language learning classrooms is that classroom 

condiSons are crucial for sSmulaSng and sustaining the moSvaSon and interest in 

learning L2 (Joe et al., 2017; Sadoughi & Hejazi, 2023; Wang, 2023). For instance, L2 

teachers’ implicit messages conveying in their feedback such as “Don’t worry, not 

everyone is good at English” can foster fixed language mindsets (Yeager & Dweck, 2012). 

In contrast, praise such as “The point of language learning is not to get it without 

mistakes. The point is to grow your mastery step by step” can facilitate growth language 

mindsets (Lou & Noels, 2016). Another element of originality of this research is that it 

explores the important role of parents in the process of forming language mindsets. 

Although teachers might have a significant impact on learners’ beliefs, language learning 

is a long-term process that o{en also takes place outside the classroom context (Lou & 

Noels, 2017). AddiSonally, in educaSon research, parents are tradiSonally a key 

stakeholder in supporSng students’ moSvaSon and academic success as well (Haimovitz 

& Dweck, 2016). Though the important role of parents in students’ educaSonal and 

psychological development such as mindsets has been recognised (Liu et al., 2023), 

limited research has invesSgated how parents’ language mindsets exert an impact on 

students’ language mindsets. Moreover, since some research menSoned that parents’ 

failure mindsets concerning failure as moSvaSng or demoSvaSng beRer predicted their 
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children’s mindsets (Haimovitz & Dweck, 2016, 2017), this dissertaSon will examine both 

parents’ language mindsets and failure mindsets.  

 

1.3. Aim of the research 

In brief summary, since there is a paucity of research on the sources of EFL learners’ 

language mindsets, this dissertaSon aimed at filling this gap by exploring the effects of 

classroom social climate, classroom goal structure, and parents in an understudied 

context, Chinese secondary school. In addiSon, since the relaSonship between language 

mindsets and L2 academic achievement remains unclear, this dissertaSon will also 

endeavour to contribute empirical evidence of the predicSve nature of mindsets on 

academic achievement in learning L2. In this case, the research quesSons are: 

 

1) How predic-ve are students’ perceived classroom social climate and classroom 

goal structure on their language mindsets?  

2) How predica-ve are parents’ language mindsets and failure mindsets on students’ 

language mindsets?  

3) How do students’ language mindsets affect their L2 academic performance?  

 

The first research quesSon fills the gaps associated with how context may influence 

language mindsets. The second research quesSon aims to bridge the gaps concerning 

how key stakeholders’ mindsets may influence students’ language mindsets. The third 

research quesSon addresses the gaps in relaSon to how language mindset relates to L2 

development in terms of educaSonal outcomes.  

Some pedagogical and pracScal implicaSons can be drawn from the results of this 

dissertaSon; for instance, learners might be more inclined to enjoy the L2 learning 

process and achieve beRer L2 performance when they perceive that their proficiency 

can be enhanced through increased effort, regardless of their age or cogniSve abiliSes 

(Mercer & Ryan, 2010). Consequently, language educators should foster a growth 

language mindset and construct a L2 learning environment that sSmulates students to 
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pracSce and communicate in the L2. Specifically, it could be beneficial for teachers to 

promote deeper self-reflecSon among students and assist them in establishing goals 

that reflect personal advancement, rather than being comparaSve to their peers 

(Mercer & Ryan, 2010).  

 

1.4. Overview of the disserta5on 

The second chapter will provide an overview of the exisSng literature, moving from 

general concept to specific concept and related studies. The third chapter is going to 

illustrate the research methodology, and the fourth chapter will present the results. 

Chapter 5 offers a more detailed discussion of the research findings and implicaSons for 

teaching and parenSng. The final chapter provides a conclusion of this dissertaSon while 

poinSng out some limitaSons and achievement. Empirical implicaSons and future 

research agenda are also discussed. 
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2. Literature Review 

 

2.1. Mindset 

The concept of mindset is deeply rooted in the social-cogniSve model of achievement 

moSvaSon theory proposed by Dweck & LeggeR (1988) and Dweck (1999), referring to 

the beliefs about the malleability of human aRributes such as intelligence, personality, 

and ability. Two broad perspecSves of beliefs have been idenSfied as growth mindset 

and fixed mindset: a growth mindset (or incremental theory) concerns the beliefs that 

intelligence is malleable and can be improved by efforts, whereas a fixed mindset (or 

enSty theory) construes intelligence as immutable (Dweck & LeggeR, 1988; Dweck, 

2012). It is worthwhile to raising that mindsets and implicit theories are used 

interchangeably in the literature (Dweck, 1999; Lou & Noels, 2016; Ryan & Mercer, 2012; 

Yeager & Dweck, 2012). However, while research on mindsets suggests that most people 

are aware of and able to arSculate their beliefs when forming and transforming their 

behaviours, the implicaSons of “implicit” run counter to this idea as it o{en indicates 

people’s inability to report the existence of beliefs (Lou, 2019; Lou & Noels, 2019a). As 

such, this dissertaSon has chosen to use mindsets as opposed to implicit theories 

because it beRer conveys the comprehensible nature of the construct and connotes its 

considerable impacts on individuals’ other psychological constructs and behaviours 

(Ryan & Mercer, 2012).  

 

Indeed, mindsets have been argued to be the core beliefs about the nature of personal 

qualiSes which underpin and link a large system of allied beliefs such as effort beliefs, 

aRribuSons, goal orientaSons, and learning strategies (Dweck, 2012; Lou & Noels, 2016; 

Ryan & Mercer, 2012). In other words, growth mindset and fixed mindset are 

conceptualised as two moSvaSonal meaning-making systems that guide learners to 

think, feel, and act differently in educaSon (Dweck, 1999; Lou, 2019; Lou & Noels, 2020a; 

Sadoughi & Hejazi, 2023). For example, learners who endorse growth mindsets tend to 

aRribute failures to a lack of effort or strategies and see challenges as opportuniSes for 

improving (Dweck, 2012; Lou & Noels, 2016, 2017, 2020a, 2020c). As such, in challenging 
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situaSons, they are more likely to react in a more mastery-oriented manner with their 

main focus on development and learning (Dweck, 2012; Lou & Noels, 2016). Conversely, 

fixed mindsets direct learners to aRribute failures to a lack of natural talent and interpret 

challenges as ego-threatening (Lou & Noels, 2020c). To protect self-esteem, learners 

who adopt fixed mindsets tend to avoid challenges in the fear of negaSve evaluaSon and 

experience more negaSve emoSons such as helplessness and anxiety (Lou & Noels, 

2020a; Ozdemir & Papi, 2022).  

 

Consequently, these different meaning-making systems impact students’ academic 

moSvaSon, resilience, grit, engagement, and ulSmately their academic achievement 

(BurneRe et al., 2013; Claro et al., 2016; Dweck, 2012; Dweck & Yeager, 2012; Zeng et 

al., 2016). For instance, Zeng et al. (2016) invesSgated the effects of growth mindsets on 

school engagement and psychological well-being as well as the mediaSng funcSon of 

resilience based on 1260 Chinese students from five diversified primary and middle 

schools. Results from the structural equaSon model (SEM) revealed that students with 

growth mindsets are more likely to bounce back from hardships and obstacles of 

academic and daily life, and in turn be more engaged in their schoolwork and have beRer 

psychological well-being (Zeng et al., 2016). However, this relaSonship was 

demonstrated by a cross-secSonal study, so it could not explore the development of 

mindset. Future studies could uSlise a longitudinal approach to examine the causal 

relaSonships between the studied variables.  

 

AddiSonally, mindsets can be directly related to academic achievement, and evidence 

suggested that students who hold growth mindsets have higher academic achievement 

(Blackwell et al., 2007). Nonetheless, it should be noted that based on meta-analysis 

studies, the relaSonship between growth mindset and academic performance has been 

shown to be weak to modest (BurneRe et al., 2013; Sisk et al., 2018). Given the benefits 

of growth mindsets, several experiments and intervenSon studies have delved into 

whether mindset is malleable and subject to change (Blackwell et al., 2007; Yeager & 
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Dweck, 2012). The results indicated that individuals’ mindsets are dynamic, and growth 

mindsets can be culSvated and fostered by intervenSons to promote posiSve outcomes.  

 

2.2. Language Mindset Drawing on Carol Dweck’s Mindset Scale 

Although mindsets have been extensively studied across different academic domains, 

including music, sports, math, and science, there has been limited aRenSon devoted to 

understanding mindsets in language learning not unSl recently (BurneRe et al., 2013; 

Liu, 2022; Lou & Noels, 2017). Given that many people believe that there exists a specific 

apStude in foreign language learning, as evidenced by claims that one must have a “gi{” 

or “ear” for languages, the role of mindsets appears parScularly important in SLA (Lou 

& Noels, 2016; Lou, 2019). The recent increase might be also aRributed to the flowering 

of posiSve psychology (PP) in applied linguisScs and SLA literature (Liu, 2022), which 

aims to strengthen learners’ and teachers’ posiSve experiences such as opSmism, 

creaSvity, happiness, grit, resilience, well-being, and growth mindset (Dewaele et al., 

2019; Macintyre et al., 2019).  

 

In a qualitaSve study using semi-structured interviews with terSary-level EFL learners at 

universiSes in Austria (N=5) and Japan (N=4), Mercer & Ryan (2010) found that mindsets 

are domain-specific and exist on a conSnuum. In other words, one could hold a growth 

mindset in foreign language learning but a fixed mindset in math (Lou & Noels, 2016). In 

addiSon, language mindsets could even be skill-specific, and a learner might express a 

different set of mindset beliefs about pronunciaSon, wriSng, vocabulary learning and 

other aspects of language learning (Mercer & Ryan, 2010; Ryan & Mercer, 2012). The 

domain-specificity and skill-specificity of mindset have been increasingly acknowledged, 

and several research began to invesSgate the role of mindset in SLA drawing on Dweck’s 

(1999) mindset scale.  

 

In L2 wriSng, Waller & Papi (2017) invesSgated 142 EFL university students’ wriSng 

mindsets in the United States (US) and indicated that a growth wriSng mindset is a 
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significantly posiSve predictor of students’ L2 wriSng moSvaSon and feedback seeking 

orientaSon. Based on 128 and 287 college foreign language learners in the US 

respecSvely, Papi et al. (2019) and Papi (2020) also confirmed that a growth L2 mindset 

posiSvely predicted the value of wriRen correcSve feedback as well as the pracSce of 

feedback monitoring and feedback inquiry. In another context, within the EFL wriSng 

classes at a Chinese university, the L2 wriSng mindsets, moSvaSons, and views on peer 

evaluaSons of 305 English major students were assessed through surveys (Yao et al., 

2021a). USlizing SEM, the outcomes corroborated the results of prior research, 

indicaSng that students' L2 wriSng mindsets are predicSve of their amtudes towards 

peer assessment, with their moSvaSon to master English wriSng serving as a pivotal 

mediator (Yao et al., 2021a). 

 

In L2 reading, Khajavy et al. (2022) gathered data from 489 Iranian university students 

and reported that L2 growth reading mindsets were posiSvely correlated to L2 reading 

enjoyment and achievement while negaSvely correlate to L2 reading anxiety. In L2 

speaking, Ozdemir & Papi (2022) examined 92 internaSonal EFL teaching assistants’ L2 

mindsets at a US university. The mulSple regression results presented that whereas the 

fixed L2 mindset posiSvely predicted L2 speaking anxiety, the growth L2 mindset 

posiSvely predicted L2 speaking self-confidence. In L2 pragmaScs, Zarrinabadi et al. 

(2022) explored the pragmaSc mindsets of 213 EFL Iranian learners and revealed that 

learners’ pragmaSc mindsets were associated with their moSvaSon to learn and use the 

L2 pragmaSc norms. AddiSonally, Bai & Wang (2020) conducted quesSonnaire surveys 

among 690 Hong Kong primary school students and suggested that growth mindset was 

a stronger predictor of self-regulated learning and English language learning 

achievements than self-efficacy and intrinsic value according to the SEM results.  

 

However, all the menSoned studies in the above paragraph were purely quanStaSve 

based on students’ self-reports from quesSonnaire surveys as the only source of data 

(Bai & Wang, 2020; Khajavy et al., 2022; Ozdemir & Papi, 2022; Papi et al., 2019; Papi et 

al., 2020; Waller & Papi, 2017; Yao et al., 2021a; Zarrinabadi et al., 2022). Relying on 
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students’ self-reports may potenSally induce biases in social desirability (Bai & Wang, 

2020). TriangulaSng the data through qualitaSve techniques such as interviews with 

students and teachers, case studies, and classroom observaSons could capture the 

complexity of language mindsets and depict a more valid picture of the role of mindsets 

in SLA (Bai & Wang, 2020; Khajavy et al., 2022; Ryan & Mercer, 2012; Ozdemir & Papi, 

2022). In addiSon, most of the studies were carried out in the context of US university. 

Future study is required to replicate these results in other contexts with different 

educaSonal backgrounds and proficiency levels. Factors such as EFL learners’ age and 

naSve language were not carefully examined in these studies, and future research can 

benefit from exploring such factors.  

 

Furthermore, studies which aRempted to measure EFL learners’ L2 mindsets were 

adapted from Dweck’s (1999) original mindset scale regarding general intelligence 

(Khajavy et al., 2022; Ozdemir & Papi, 2022; Papi et al., 2019; Papi et al., 2020; Yao et 

al., 2021a). For example, the general items (e.g., You have a certain amount of 

intelligence, and you can’t really do much to change it) were simply changed to items 

specific to the language learning domain (e.g., You have a certain amount of intelligence 

for learning other languages, and you can’t really do much to change it). Though the 

Cronbach’s alpha of the L2 mindset measurement adapted from Dweck’s (1999) mindset 

scale in these studies were all above .70 which indicated high reliability, language 

mindset was not treated as an established construct with liRle exploraSon of the specific 

nature of language mindset and theorisaSon about the components of language 

mindset (Ryan & Mercer, 2012).  

 

2.3. Language Mindset Drawing on Nigel Mantou Lou and Kimberly A. Noels’ Language 

Mindsets Inventory (LMI) 

With reference to Dweck’s (1999) mindsets framework and recent qualitaSve findings 

on language mindsets (Mercer & Ryan, 2010; Ryan & Mercer, 2012), Lou & Noels (2017) 

clearly defined language mindsets and delineated three related but disSnct 

components. Language mindsets refer to ‘domain-specific beliefs about whether the 
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ability to learn languages is malleable or not’ (Lou & Noels, 2019b:2). These beliefs are 

associated with emoSonal experiences which play an essenSal role in moSvated acSon 

and are independent from linguisSc-related cogniSons such as actual language apStude 

(Lou & Noels, 2019b). Fixed language mindsets describe the noSon that an individual 

either inherently possesses the capacity to learn languages or lacks it. In contrast, 

growth language mindsets embrace the idea that language learning capabiliSes can be 

developed and enhanced through dedicated effort and the applicaSon of effecSve 

learning strategies (Lou & Noels, 2019b).  

 

Many learners hold essenSalist perspecSves regarding L2 apStude and age limits in SLA, 

potenSally discouraging them from learning a new language (Mercer & Ryan, 2010; Ryan 

& Mercer, 2012). However, though the concept of general language intelligence might 

parallel the idea of general intelligence beliefs proposed by Dweck, beliefs regarding L2 

apStude and age limits are rarely considered. As such, Lou & Noels (2016), Lou & Noels 

(2017), and Lou (2019) idenSfied three key aspects of language mindsets: (1) General 

language intelligence beliefs (GLB), the beliefs about whether general language 

intelligence is fixed or malleable; (2) Second language apStude beliefs (L2B), the beliefs 

about whether the ability to learn a L2 is innate and immutable or can be developed 

with dedicaSon; and (3) Age sensiSvity beliefs about language learning (ASB), the beliefs 

about whether the capacity to learn languages is flexible up to a certain age and fixed 

therea{er, or if it remains malleable across the lifespan. Together, these three themes 

resemble three lines of academic debates in SLA: the nature-versus-nurture debates on 

verbal intelligence and L2 apStude and the criScal period hypothesis (Lou, 2019; Lou & 

Noels, 2019b).  

To assess the three themes of language mindsets, Lou & Noels (2017, 2019a) introduced 

the Language Mindsets Inventory (LMI) and confirmed its valid and reliable use in 

research with university-level language learners by correlaSonal and factor analyses. 

AddiSonally, the confirmatory factor analysis (CFA) and hierarchical confirmatory factor 

analysis (HCFA) examined the internal structure and covariaSon among the three 

aspects (GLB, L2B, and ASB) and two beliefs (incremental and enSty beliefs) regarding 

language mindsets. The results indicated that depending on the specific research 
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objecSves, a researcher can jusSfiably use any of the 1-factor model, the 2-factor model, 

the 3-factor model, and the 6-factor model to guide their research as the model fit 

staSsScs were not significantly different. Since this dissertaSon is not interested in 

understanding the intricacies of students’ language mindsets but the development of 

language mindsets in a larger system of variables, it may be useful to combine the six 

subscales into two subscales or a single index (Lou & Noels, 2017). However, although 

focusing on university-level learners enrolled in diverse types of language courses and 

originated from diverse ethnolinguisSc backgrounds, the study's context was 

constrained in North America. Thus, it is crucial to keep in mind the limitaSons of 

applying the LMI to other populaSons and learning contexts (Lou & Noels, 2017; 2019b). 

 

From the review of the extant literature, there is a dearth of research measuring 

students’ language mindsets, especially across different countries and educaSon levels 

(Yao et al., 2021b). As menSoned in 2.2., most of the mindset research were conducted 

in the context of terSary educaSon with adult university students (e.g., Lou & Noels, 

2017; Mercer & Ryan, 2010), thus junior high school students have been relaSvely 

ignored. In order to understand the bigger picture, we need to invesSgate the language 

mindsets of young students since their mindsets are more likely to be modified and 

transformed and they appear to experience more problems in language learning (Bai & 

Wang, 2023; Dweck, 1999). Thus, measuring and analysing junior high students’ 

language mindsets can provide incenSves and implicaSons for educators to implement 

intervenSons in language teaching at an earlier stage (Yao et al., 2021b).  

AddiSonally, language mindsets have been rarely considered in the Chinese context 

which has intriguing elements to examine (Bai & Wang, 2023). On one hand, the 

Confucian values proposed that competence can be improved through hard work and 

aRributed academic success to efforts (Bai & Wang, 2023). On the other hand, the 

English educaSon in China is sSll predominantly exam-based and numerous students are 

worried that receiving poor marks could lead to a sense of shame and humiliaSon 

(Dweck, 1999; Yao et al., 2021b). Yao et al. (2021b) extended this line of research to the 

context of Chinese secondary-level educaSon, and claimed that LMI (Lou & Noels, 2017) 

was a reliable and validated scale to measure Chinese junior high school students’ 
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language mindsets. However, the parScipants in Yao et al. (2021b) were from four 

schools located in the eastern coastal ciSes, and cauSon should be taken in generalising 

its results to other regions, given the regional dispariSes in educaSonal development in 

China and the impacts of socio-economic contexts on students’ mindsets (Claro et al., 

2016). This specific research project took place in Chengdu, a city that has received 

relaSvely liRle aRenSon in academic research yet is the capital city of the southwestern 

province of Sichuan and a significant hub for Western China. 

 

2.3.1. Language-Mindset Meaning System (LMMS) and Relevant Empirical Studies 

As menSoned in 2.1., mindsets play a central role in many moSvaSonal phenomena that 

guide students make sense of their abiliSes and learning situaSons. Accordingly, Lou & 

Noels (2019a) conceptualised the Language-Mindset Meaning System (LMMS) which 

frames language mindset as the corner stone for meaning-making that helps learners to 

construe their FL/L2 experiences and develop different affecSve and behavioural coping 

strategies. Table 1 extracted from Lou & Noels (2019a: 544) presented how fixed and 

growth language mindset are systemaScally associated with different moSvaSonal 

beliefs and self-regulatory processes. For example, language mindsets are believed to be 

linked with language learners’ achievement goal orientaSons: to acquire knowledge and 

improve their competence (i.e., mastery goals); to demonstrate their ability and 

outperform their peers (i.e., performance-approach goals); or to conceal their 

inadequacies and avoid underperformance (i.e., performance-avoidance goals). In 

addiSon, language mindsets also potenSally influence learners’ tendencies to engage in 

self-regulaSon or to resign from goal pursuit in the face of adversity (BurneRe et al., 

2013). However, previous research did not specify how these different goals and self-

regulatory tendencies are related to language mindsets (Lou & Noels, 2017).  
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Situated in Canadian universiSes with 150 and 189 university students who were taking 

a L2 or FL class, Lou & Noels (2016, 2017) managed to test the mindsets–goals–

responses model. MulSple analyScal strategies such as ANOVAs and regressions as well 

as path analysis had been conducted based on the data from quesSonnaires. The results 

supported the model that growth language mindsets predicted stronger mastery goals, 

which in turn predicted a stronger intenSon to conSnue learning the L2 with mastery-

oriented strategies when facing challenges. Nonetheless, the direct link between 

language mindsets and students’ performance goals and responses was not evident 

because parScipants responded to hypotheScal rather than actual challenging situaSons 

(Lou & Noels, 2016, 2017). Future research should provide parScipants an actual 

challenging situaSon such as a failure score on a mock language task to beRer illuminate 

the relaSon between language mindsets and failure responses when ability is 

threatened. AddiSonally, students’ self-perceived L2 competence was found to have a 

mediaSon effect (see Table 2). Located in a Chinese secondary school context, Yao et al. 

(2021b) also provided evidence for the mindsets–goals–responses model that, despite 

The figure originally presented here cannot be made freely available via ORA because of
copyright. The figure was sourced at Lou, N. M. & Noels, K. A. (2019a) Language

Mindsets, Meaning-Making, and MoSvaSon.
In: Lamb, M., Csizer, K., Henry, A. & Ryan, S. eds. The Palgrave Handbook of Mo5va5on

for Language Learning. Cham: Springer InternaSonal Publishing: 537-560.
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students experienced considerable anxiety and stress from constant examinaSons, 

those with growth language mindsets are more moSvated and resilient to the obstacles 

in English study. 

 

Language mindsets have also been empirically examined in associaSon with 

competence-based emoSonal tendencies such as anxiety to use the target language and 

fear of being judged or rejected (Lou & Noels, 2020a, 2020b). With 581 ESL students in 

a Canadian university, Lou & Noels (2020a) conducted three studies, including a social 

interacSon task, a double-blind randomised experiment, and a preregistered cross-

secSonal survey, and reported that language minority students’ growth language 

mindsets can be primed to miSgate their rejecSon sensiSvity, perceived rejecSon, and 

perceived contact avoidance. Lou & Noels (2020b) expanded the findings by adding 

length of residence as a moderator and asserted that, especially for newcomers, growth 

language mindsets could reduce language minority students’ language anxiety and 

facilitated intercultural communicaSon and language development. Nevertheless, to 

fully understand whether growth language mindsets could break the vicious cycle of 

language anxiety through language experience as well as whether and how language 

mindset intervenSons impact language use and development over Sme, a longitudinal 

design is necessary (Lou & Noels, 2020a, 2020b). 

 

The figure originally presented here cannot be made freely available via ORA because of
copyright. The figure was sourced at Lou, N. M. & Noels, K. A. (2017) Measuring

Language Mindsets and Modeling Their
RelaSons with Goal OrientaSons and EmoSonal and Behavioral Responses in Failure

SituaSons. The Modern Language Journal, 101 (1): 214-243.
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The exisSng studies on language mindsets predominantly concentrated on meaning-

making with regards to one’s own ability in language learning and largely overlooked 

that language mindsets also play a role in shaping social inferences about others’ 

potenSal to learn a new language (Lou & Noels, 2020c). In a correlaSonal study (N = 231) 

and an experimental study (N = 106), Lou & Noels (2020c) explored the potenSal effects 

of language mindsets on parScipants' amtudes towards intercultural contact involving 

immigrants. The findings suggested that experimentally-induced growth language 

mindsets led to posiSve judgments of immigrants’ potenSal to develop their skills in the 

local language, which in turn predicted parScipants’ willingness to interact with 

immigrants and support of immigrants’ language educaSon. Expanding on previous 

research (Lou & Noels, 2020a, 2020b), Lou & Noels (2020c) revealed that language 

mindsets not only affect migrants' language anxiety with naSve speakers but also 

significantly shape the intercultural communicaSon experience for the naSve speakers 

themselves. CollecSvely, research on language mindsets shed light on fostering effecSve 

intercultural interacSons and enhancing intergroup relaSons. 

 

2.3.2. Language Mindset and L2 Achievement 

As noted in 2.1., mindset can be indirectly and directly related to academic achievement 

(Blackwell et al., 2007). Nevertheless, the number of studies is scant and future research 

is required to deepen the understandings of the role of language mindsets in L2 

achievement (Khajavy et al., 2021). Khajavy et al. (2021) invesSgated the roles of 

language mindsets measured by LMI and grit measured by short grit scale (Grit-S) as 

predictors of L2 achievement and the interrelaSonship between the two constructs. 

1,178 Iranian university students completed the quesSonnaires and provided their final 

course grades of English. Results of SEM indicated that only growth language mindset 

was a weak but posiSve predictor of L2 achievement. The authors explained that 

students with growth language mindsets tended to have beRer L2 achievement because 

of their perseverance of effort and employment of mastery-oriented strategies. 

Nevertheless, using final-term course grades to measure students’ L2 achievement has 

been criScised for validity issues, and using standardized tests can increase the 

consistency of results. A theoreScal review conducted by Liu (2022) also showed that 
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EFL learners with growth language mindsets are grimer and devote more Sme to their 

performance. 

 

Lou et al. (2022) explored the disSnct and compounded effects of language mindsets, 

achievement goal orientaSon, persistence, language anxiety, and reappraisal on FL 

engagement and end-of-semester course grades. Based on 234 first-year Canadian 

university students, the exploratory structural equaSon modelling (ESEM) reported that 

growth language mindsets were significantly and posiSvely correlated with mastery 

goals, persistence, posiSve reappraisal, and class engagement but not language anxiety 

and L2 achievement. However, language mindsets as a part of complex system with 

other moSvaSonal components together predicted L2 achievement. Similarly, Eren & 

Rakıcıoğlu-Söylemez (2023) recruited 526 Turkish university students enrolled in 

Intensive English Program (IEP) and demonstrated that their growth language mindsets 

were moderately and posiSvely associated with their graded performance. In addiSon, 

the relaSonships between GLB, L2B, ASB and graded performance were selecSvely 

mediated by perceived instrumentality and engagement. Nevertheless, Eren & 

Rakıcıoğlu-Söylemez (2023) and Lou et al. (2022) both pointed out that the possible 

effects of learning environment such as instructor’s language mindsets on students’ 

language mindsets have not been consider in their studies. Such an invesSgaSon would 

shed further light on comprehending the origin and development of different mindset 

systems as well as the mechanism through which the mindset system operates to 

enhance students’ L2 achievement progressively (Lou et al., 2022). 

 

In summary, it is not unSl recently that researchers have addressed the concept of 

language mindsets in the field of SLA (Lou & Noels, 2019a). In addiSon, the exisSng 

studies have clustered in (1) the conceptualisaSons of language mindsets (e.g., Lou & 

Noels, 2017; Mercer & Ryan, 2010; Ryan & Mercer, 2012); (2) the systemaSc and 

dynamic links between language mindsets and other moSvaSonal factors (e.g., Lou & 

Noels, 2016; Lou et al., 2022); and (3) the effecSveness and mechanisms of language-

mindset intervenSons (e.g., Lou & Noels, 2016, 2017, 2020c). Some researchers also 
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paid aRenSon to the relaSonship between language mindsets and L2 achievement, but 

the studies were limited, and the results were inconsistent (Eren & Rakıcıoğlu-Söylemez; 

Khajavy et al., 2021; Lou et al., 2022). Other important areas for invesSgaSon idenSfied 

by Lou & Noels (2019b), including the origins and contextual factors that contribute to 

different language mindsets as well as the impact of teachers and classroom climate on 

learners' language mindsets, have not received the aRenSon they deserve. 

 

2.4. Where Do Language Mindsets Come From? 

Experimental research such as Lou and Noels (2016) has shown that certain 

intervenSons such as reading persuasive arScles can temporarily change students' 

language mindsets. The priming can help counteract the effects of a fixed mindset that 

students might have developed over Sme. The malleability of language mindsets suggest 

that meaning making is a contexualised and dynamic process rather than a 

decontextualized and stable trait (Lou & Noels, 2019a). In other words, students shi{ 

their language mindsets in response to their interacSons with their teachers, classmates, 

and parScipaSon in different learning contexts (Lou & Noels, 2016). However, Lou & 

Noels (2016) also noted that though priming could change learners’ language mindsets, 

it is likely that they will return to their chronic mindsets once the situaSonal cues 

disappear.  

In this case, researchers need to explore where language mindsets come from or how 

contexts affect language mindsets since students might come to endorse certain 

mindsets more stably if the learning environment conSnually promotes corresponding 

goals or beliefs (Yeager & Dweck, 2012). Given the benefits of growth language 

mindsets, this dissertaSon aimed at answering this research gap to provide pedagogical 

and pracScal implicaSons for all stakeholders engaged in students’ L2 learning 

experiences. The subsequent sessions will iniSally explore a pivotal study that took an 

ecological perspecSve to invesSgate the origins of language mindsets, and then delve 

into the development of language mindsets from three main perspecSves, classroom 

social climate, classroom goal structure, and parents’ language mindsets and failure 

mindsets.  
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2.4.1. Where do Language Mindsets Come from? An Ecological Perspec5ve on EFL 

Students’ Mindsets About L2 Wri5ng  

Shirvan et al. (2021) took an ecological perspecSve to explore the development of L2 

wriSng mindsets and the associaSon with self-efficacy. Under a modern social 

hermeneuScs design, Shirvan et al. (2021) purposefully selected and interviewed six 

Iranian adult EFL learners with different experiences of learning English at language 

insStutes. Several eco-systemic factors have been idenSfied to underpin the emergence, 

complexity, and dynamics of language mindsets regarding the skill of L2 wriSng. 

Students highlighted that teachers (microsystem) are pivotal in shaping their L2 wriSng 

mindsets. In addiSon, their previous learning experience, interacSons with parents, and 

the structure of high-stake exams (mesosystem), the insStuSonal policies that pay 

overwhelming aRenSon to communicaSve English over wriSng skills (exosystem), and 

the mainstream culture in favour of a natural talent for wriSng skills (macrosystem) also 

play significant roles in construcSng students’ language mindsets.  

 

This study provided a complex-dynamic perspecSve to understand the formaSon of 

students’ language mindsets and criScal implicaSons for all stakeholders involving in 

students’ socialisaSon within the mulSple ecological systems. However, some limitaSons 

have been acknowledged for future improvement. Firstly, this study is purely qualitaSve 

based on a small sample size of six adult EFL learners which might lack the staSsScal 

power to make broad claims about the populaSon. In addiSon, the reliance on students’ 

self-report data could introduce bias, and future research could adopt a mixed-method 

approach while engaging other stakeholders such as teachers and parents or conducSng 

some classroom observaSons. Secondly, the findings may not be applicable to learners 

from other cultural backgrounds or educaSonal systems than Iran. Thirdly, while this 

study acknowledged that EFL learners’ language mindsets were situated and went 

through change under the impact of the classroom acSviSes and feedback of the 

teachers, its did not fully capture how these mindsets evolve in response to different 

educaSonal intervenSons over Sme. Given the most marked importance of microsystem 

and mesosystem, the following sessions will examine them in more depth.  
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2.4.2. Classroom Social Climate (CSC) 

The experiences and expression of emoSon by teachers and students create the 

classroom social climate, which in turn shapes their emoSonal experience and the 

quality of emoSonal and social behaviours in the classroom (Ryan & Patrick, 2001; Wang 

et al., 2021; Wang, 2023). Patrick et al. (2011) posited four complementary elements of 

CSC: (1) Teacher academic support (TAS) refers to students’ perceived teacher support 

to master the content; (2) Teacher emoSonal support (TES) concerns students’ 

percepSons of the teacher caring about their well-being; (3) Classroom mutual respect 

(CMR) relates to students’ perceived promoSons of mutual respect and peer support in 

classroom interacSons by teachers; and (4) Task-related interacSon (TRI) describes the 

extent to which the teacher is perceived as embracing collaboraSve interacSons among 

students in various academic tasks.  

 

A growing body of evidence suggested that classrooms with a posiSve climate can 

improve student engagement, learning moSvaSon, as well as academic performance 

(Patrick et al., 2007; Ryan & Patrick, 2001). However, the construct of CSC has been 

relaSvely neglected in L2/FL classrooms while the contextual features of the L2/FL 

classrooms are thought to play a central role in inspiring and maintaining L2 learning 

moSvaSon and engagement (Joe et al., 2017; Sadoughi & Hejazi, 2023; Wang, 2023). Joe 

et al. (2017) proposed a model of the role of the CSC on 381 Korean secondary school 

L2 learners’ self-determined moSvaSon, willingness to communicate (WTC), and L2 

achievement. The results of SEM presented that students’ intrinsic moSvaSon and WTC 

were predicted by posiSve CSC, and L2 achievement was posiSvely predicted by teacher 

emoSonal support. The findings highlighted the significant impacts of the CSC exerted 

on L2 learning experiences and outcomes.  

 

Nevertheless, to the best of this author’s knowledge, no exisSng research has examined 

the impact of the CSC on students’ language mindsets. Instead, CSC and language 

mindsets are largely viewed as parallel variables that contribute to other L2 outcome 

variables such as L2 WTC (Wang et al., 2021), EFL academic resilience (Wang et al., 2023), 
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and L2 grit and academic engagement (Sadoughi & Hejazi, 2023). AddiSonally, all the 

three studies mainly focused on adult college students while the CSC might be especially 

crucial for young adolescents since adolescence is typically a precarious Sme for changes 

in achievement beliefs and behaviors such as self-consciousness and sensiSvity (Ryan & 

Patrick, 2001). In this case, this dissertaSon endeavours to explore the role of CSC in the 

culSvaSon of young secondary EFL learners’ language mindsets.  

 

2.4.3. Classroom Goal Structure (CGS) 

An achievement goal is the underlying purpose or raSonale for achievement behaviors, 

serving as a cogniSve schema that helps to comprehend, decipher, and respond to 

achievement-related informaSon within a defined context (Dweck & LeggeR, 1988). 

Achievement goal theory emerged from observaSons that children exhibit varied 

reacSons to failure: some succumbed to a state of helplessness, whereas others engaged 

in adapSve coping strategies (Dweck, 2012). Such divergent responses were linked to 

the differing mindsets that children hold, which in turn influenced the types of 

achievement goals they pursued (Lee & Bong, 2019). Session 2.3.1. had introduced and 

defined three different achievement goals. As also menSoned in 2.3.1., some 

researchers inspired by the mindset theory have manipulated language mindsets as a 

precursor of achievement goal orientaSon (Lou & Noels, 2016, 2017). The results 

showed that learners with more fixed language mindsets and lower self-perceived 

proficiency were inclined to pursued performance-avoidance, which led to a lesser 

degree of mastery, a heightened sense of helplessness, increased anxiety, a more 

pronounced fear of failure, and a diminished intenSon to conSnue L2 learning.  

 

Furthermore, which goals students pursued depended heavily on the prominent 

features of their external environment (Lee & Bong, 2019). EssenSally, the achievement 

goals embraced by parents and teachers, along with the goal structures in the classroom 

perceived by students formulate students’ personal achievement goal orientaSon and 

create differences in their ensuing moSvaSon, strategy use, and performance (Lee & 

Bong, 2019). For example, Meece et al. (2006) examined the influence of classroom goal 
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structure on students’ moSvaSon and achievement and reflected that while mastery-

oriented classroom goal structure was linked with the most favourable moSvaSon and 

learning behaviors, performance-orientated classroom goal structure resulted in 

diminished moSvaSon. Here, mastery goal orientaSon is characterised by an emphasis 

on enhancing one's competencies, acquiring new skills, aRempSng to achieve 

challenging tasks, and striving to comprehend educaSonal content (Meece et al., 2006). 

Conversely, a performance goal orientaSon is centered on showcasing superior ability in 

comparison to peers, compeSng to outperform others, and employing social 

comparison as a benchmark for assessing ability and performance (Meece et al., 2006).  

 

Nonetheless, a limited number of studies have explored the impact of CGS on students’ 

development of mindsets, and parScularly language mindsets (Park et al., 2006). In a 

year-long study (student N=424, Teacher N=58), Park et al. (2006) reported that teacher-

reported performance-oriented instrucSonal pracSces were associated with students’ 

fixed mindsets, which in turn affected students’ mathemaScs achievement. To beRer 

analyze the teaching pracSces underpinning the CGS, Yu et al. (2022) employed the 

TAGET model of classroom structure and related it to the development of growth (vs. 

fixed) mindsets (see Table 3). In terms of the TARGET model, evaluaSon has been mostly 

studied. For instance, Lou & Noels (2020d) conducted a randomised controlled 

experiment among 180 ESL university students who failed a difficult English test and 

received either ability-consoling or improvement-oriented feedback from a teacher. The 

findings revealed that improvement-oriented feedback predicted students’ 

endorsement of growth mindsets and need saSsfacSon, which in turn predicted 

students’ duraSon of task engagement. In addiSon, Zarrinabadi et al. (2023) asserted 

that teachers’ praise for efforts (vs. intelligence) enhanced Irian EFL learners’ growth 

language mindsets, communicaSve competence, and WTC, and ameliorated their 

speaking anxiety. Calingasan & Plata (2022) confirmed the benefits of praise for efforts 

with Filipino ESL learners.  
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Therefore, research on CGS might offer useful guidance on how to combine different 

teaching pracSces to support students’ growth language mindset (Yu et al., 2022), and 

this dissertaSon aimed at filling this gap. Through mulSdimensional scaling, Patrick et al. 

(2011) noSced that there is a convergence between a posiSve CSC and mastery-oriented 

CGS. However, measuring CSC could provide mulSdimensional perspecSves when 

researchers want a more detailed and nuanced examinaSon of dimensions within 

mastery-oriented CGS. In addiSon, performance-oriented CGS was clearly disSnct from 

the CSC constructs. As such, CSC and CGS are viewed as disSnct but complementary 

constructs in this dissertaSon. 

 

2.4.4. Parents’ Language Mindsets and Failure Mindsets 

As menSoned in 2.4.1., the interacSons with parents in the mesosystem could also exert 

significant effects on L2 learners’ language mindsets. In addiSon, parents have 

tradiSonally played a key role in children’s moSvaSon and academic success (Haimovitz 

& Dweck, 2016). However, to the best search of this author, no empirical studies have 

examined the impacts of parents on the development of student’ language mindsets. In 

contrast to college students, adolescent students' beliefs and values are more malleable 

and easily influenced by surrounding adults, which increases the significance of research 

on the influence of parents on students’ language mindsets. Thus far, researchers have 

primarily focused on how parents’ praise influences children’s mindsets, and the results 

The figure originally presented here cannot be made freely available via ORA because of
copyright. The figure was sourced at Yu, J., Kreijkes, P. & Salmela-Aro, K. (2022)

Students’ growth mindset: RelaSon to
teacher beliefs, teaching pracSces, and school climate. Learning and Instruc5on, 80,

101616. Available from: hRps://doi.org/10.1016/j.learninstruc.2022.101616 (Accessed
19th July 2024)
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suggested that children with parents who praise them for efforts rather than intelligence 

are more likely to adopt growth mindsets and mastery goals (Boncquet et al., 2022; 

Pomerantz & Kempner, 2013).  

 

Some research explored the influence of parents’ mindsets on children’s mindsets, but 

no significant relaSonships have been found (Haimovitz & Dweck, 2016). Haimovitz & 

Dweck (2017) explained that parents’ mindsets might not be visible to children as 

parents typically do not manifest themselves clearly in parental pracSces. For instance, 

parents who endorse growth mindsets are sSll likely to praise their children for talent. 

Instead, Haimovitz & Dweck (2016, 2017) suggested that parents’ failure mindsets which 

were more visible to children predicted children’s mindsets. Parents who perceived 

failures as a catalyst driving the process of learning, improving performance, and 

fostering personal development (a failure-is-enhancing mindset) were more likely 

socialise children with growth mindsets. In contrast, children who hold fixed mindsets 

were more likely to have parents who view failures as an obstacle that hinders these 

very aspects (a failure-is debilita5ng mindset). Although Haimovitz & Dweck (2016, 

2017) demonstrated the effects of parents' failure mindset on children's mindset, 

evidence from different cultures is needed. Liu et al. (2023) extended this line of 

research in Chinese context in which children are tradiSonally viewed as appendages of 

their parents, and children's scholasSc achievements significantly impact the family's 

reputaSon, either posiSvely or negaSvely. AddiSonally, Chinese parents are prone to be 

more concerned about their children's academic failures and exhibit higher levels of 

failure-is-debilitaSng beliefs than Western parents. Similarly, the results generated by 

the Study 1 of Liu et al. (2023) supported the claim made by Haimovitz & Dweck (2016, 

2017) concerning the posiSve effects of parents’ failure-is-enhancing mindset on 

children’s development of growth mindsets.  

 

However, Liu et al. (2023) raised the concern that parents’ beliefs are not always 

consistent with their children’s percepSons. In this case, Liu et al. (2023) recruited 

another 298 children in Study 2 to report on their mindsets and percepSons of their 
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parents' failure mindsets. The findings confirmed the outcomes from Study 1 and 

showed that children's percepSons of their parents' failure mindsets had the same 

impact as the parents' own assessments of their beliefs. The results of Tao et al. (2020) 

also supported that students’ percepSon of their parents’ failure mindsets as debilitaSng 

predicted their own failure-is-debilitaSng mindsets and fixed mindsets. Besides, Song et 

al. (2022) probed the associaSon between parents’ growth mindsets and children’s 

persistence and academic Skills. The children reported higher levels of persistence when 

their parents exhibited a strong growth mindset, and teachers assessed students as 

more proficient readers when their parents embraced a growth mindset.  

 

The literature review begins by providing an overview of the broader field of mindset 

research, then narrows down to the parScular noSon of language mindset, followed by 

an examinaSon of related studies. It also highlights the research gaps that this study 

aims to address. The subsequent chapter will detail the methodology for gathering and 

analyzing data.  
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3. Methodology 

 

3.1. Research Approach 

This proposed study adopted a mixed-method approach to systemaScally address the 

research quesSons. In detail, a convergent parallel design was chosen to collect 

quanStaSve and qualitaSve data separately and then converge the data for triangulaSon 

(Cohen et al., 2007). For example, the quanStaSve and qualitaSve data might be 

compared and contrasted to look for similarity, difference, and complementarity (Cohen 

et al., 2007). Primarily, quanStaSve research was conducted to explore 1): the impact of 

students’ perceived classroom social climate and classroom goal structure as well as 

parents’ language mindsets and failure mindsets on students’ language mindsets; and 

2) the impact of students’ language mindsets on their L2 academic achievement. This 

quanStaSve stage centred around the study of variables that captured the common 

features of groups of students (Dörnyei, 2007), and explored the predicSve nature of 

these variables.  

 

Owing to the exploratory nature, this research also engaged in qualitaSve inquiry so that 

it could respond in a flexible way to new details in terms of the development of language 

mindsets (Denscombe, 2010). Specifically, a mulSple case study design was applied for 

two reasons: 1) Since very liRle is known about the origins of language development, 

the detailed study of a few cases might be parScularly advantageous for open and fluid 

exploraSon (Dörnyei, 2007; Gustafsson, 2017). 2) MulSple case studies allow analysis 

within and across cases to understand the similariSes and differences (Gustafsson, 

2017). The use of mixed-method approach can increase the accuracy of data and 

reliability through triangulaSon while making sense of highly complex situaSons in a 

more comprehensive way (Cohen et al., 2007; Denscombe, 2010).  
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3.2. Par5cipants and Procedures 

Convenience sampling was taken as the sampling strategy for this dissertaSon. Although 

Cohen et al. (2007) argued that convenience sampling bears the risk of generaSng biased 

results with an under-representaSon of the populaSon, this was the most cost-effecSve 

and accessible method for an external student researcher. In addiSon, the chosen school 

is a public school which is arguably a typical and representaSve school in China. 

Primarily, this school mostly aRracts students from working to middle class, which is 

reflecSve of a broad cross-secSon of the Chinese populaSon. Moreover, as a public 

school, it is more accessible to the majority of students in China, contrasSng with elite 

or private schools that may have selecSve admissions processes and potenSally different 

educaSonal experiences. In this case, students in this school are less likely to have pre-

exisSng growth language mindsets or presSgious cultural capital. 

 

ParScipants were pairs of Chinese EFL learners and their parents from two intact classes 

in a junior high school in Chengdu, Sichuan, China. Students were all in their final year 

of junior high school, aged from 14 to 16 years old. Prior to the research, I went to this 

school in person and introduced the research project to my contact headteacher. A{er 

receiving consent from the headteacher, she displayed the slides that I made to parents 

and students in the parents' meeSngs. On the slides, I explained the research purpose 

and procedures, highlighted the confidenSality of each parScipant’s personal 

informaSon and their rights, and presented the QR code and the link to the 

quesSonnaire. The quesSonnaire contained two parts, the first one for students and the 

second one for parents. 87 responses were recorded. Of these, 8 responses were all 

blank, 6 responses only had parents’ answers but no students’ answers, 2 responses only 

had students’ answers, and 2 responses with the same raSng for all the quesSons that 

only took 20 seconds to finish. The 18 responses were excluded from the analysis, and 

this le{ final sample of 69 matched pairs of parScipants (i.e. 69 students and 69 parents).  

Students were asked whether they were willing to parScipate in the follow-up individual 

interview at the end of the quesSonnaire. Students voluntarily le{ their preferred 

contact informaSon for me to arrange Microso{ Teams meeSngs, and their parents also 

gave their consents at the end of their part of the quesSonnaire for me to make contact. 
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10 potenSal parScipants gave their assent (students) and consent (parents) to 

parScipate in the interview. Maximum variaSon sampling was adopted to select 4 

students with varied mindset and achievement profiles (Cohen et al., 2007). 

Approximately, each interview lasted for 20 minutes, enabling a rich and detailed body 

of data while prevenSng interviewee faSgue (Cohen et al., 2007), which was especially 

important given their young age. The interviews were implemented in Chinese to ensure 

the validity and reliability of their responses (Denscombe, 2010), as the capabiliSes of 

respondents in terms of English language proficiency was considered too low to provide 

appropriate responses. The detailed informaSon of the parScipants was presented 

below in Table 4. 

 

Student Language 

Mindsets 

Classroom mastery 

goal structure 

Classroom performance 

goal structure 

Classroom 

social climate 

Parents’ language 

mindsets 

Parents’ failure 

mindsets 

L2 Academic 

performance 

A 6 6 3.5 6 4.78 5 117 

Student Language 

Mindsets 

Classroom mastery 

goal structure 

Classroom performance 

goal structure 

Classroom 

social climate 

Parents’ language 

mindsets 

Parents’ failure 

mindsets 

L2 Academic 

performance 

B 4.89 4.6 5.25 5.2 3.89 3.33 100 

Student Language 

Mindsets 

Classroom mastery 

goal structure 

Classroom performance 

goal structure 

Classroom 

social climate 

Parents’ language 

mindsets 

Parents’ failure 

mindsets 

L2 Academic 

performance 

C 5.22 5.4 3.75 5.56 6 5.67 85 

Student Language 

Mindsets 

Classroom mastery 

goal structure 

Classroom performance 

goal structure 

Classroom 

social climate 

Parents’ language 

mindsets 

Parents’ failure 

mindsets 

L2 Academic 

performance 

D 1.22 1.4 1.25 1.76 1.33 1 58 

Table 4. ParScipant InformaSon 

 

3.3. Data Collec5on Instruments 

The quesSonnaire designed for this study measured students’ growth language 

mindsets, their perceived classroom social climate and classroom goal structure, their 

L2 academic achievement, and parents’ growth language mindsets and failure mindsets 

(see Appendix B). Given students’ and especially parents’ limited English proficiency, this 

researcher translated the original English scales into Chinese to eliminate 

comprehension issues. The translated version was scruSnized by two experienced EFL 

teachers who worked in the junior high school. No informaSon was evaluated as lost 



 38 

during translaSon by these experts, and all parScipants responded to the Chinese 

version of the quesSonnaire. 

 

3.3.1. The Language Mindset Inventory (LMI) 

Students’ and parents’ language mindsets in three subdimensions, GLB, L2B, and ASB, 

were measured by the LMI (Lou & Noels, 2017). As menSoned, LMI has been employed 

in a number of studies across various research semngs and has demonstrated good 

validity and reliability (Eren & Rakıcıoğlu-Söylemez, 2023; Lou & Noels, 2020a; Yao et al., 

2021b). For each of the three subdimension, there were 6 items, and 3 of which were 

reversed. Given previous scholarship arguing that reverse-worded items are cogniSve 

burdensome, especially for younger respondents, and given the large number of items 

in LMI, this research removed the 9 reversed items to ameliorate measurement error 

and respondent faSgue in line with Liu et al. (2023) and Wang et al. (2021). The language 

mindset measure thus included 9 items, with 3 items for each subdimension. 

ParScipants indicated their agreement with the statements on a scale from strongly 

disagree (1) to strongly agree (6). Higher scores indicate a stronger growth language 

mindset.  

 

3.3.2. Students’ Percep5ons of Classroom Social Climate (CSC) and Classroom Goal 

Structure (CGS) 

Classroom social climate and classroom goal structure were measured via students’ 

percepSons because 1) the ways students perceive the same classroom environment 

might be varied in terms of individual differences; and 2) students’ percepSons might be 

divergent from teachers’ self-report instrucSonal pracSces and it is the students’ 

subjecSve percepSons that are most criScal for understanding the impact of classroom 

environment on their language mindsets (Meece et al., 2006; Park et al., 2016; Patrick 

& Ryan, 2008). Therefore, it is important to evaluate how individual EFL learners perceive 

and give meaning to their language learning classroom experiences (Patrick & Ryan, 

2008).  
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Students’ percepSons of the EFL classroom social climate was assessed with Wang et 

al.’s (2021) Chinese language measure of CSC adapted from Patrick et al.’s (2011) 

measure, which includes four subscales: teacher emoSonal support (TES), teacher 

academic support (TAS), classroom mutual respect (CMR), and task-related interacSon 

(TRI). Previous research adapSng this measure to invesSgate the influence of CSC 

showed good reliability (Joe et al., 2017), and the Cronbach’s alpha coefficient of the 

Chinese-translated version tested in Wang et al. (2021) and Wang et al. (2023) were .95 

and .96 respecSvely. All 16 items were rephrased as “English teacher” and “English 

classroom” instead of “teacher” and “classroom”, and all items were measured from 

strongly disagree (1) to strongly agree (6). 

 

The classroom goal structure as perceived by students was examined through two scales 

from the PaRerns of AdapSve Learning Survey (PALS; Midgley et al., 1996). The 5-item 

Classroom Mastery Goal Structure scale captures the degree to which students feel the 

teacher prioriSzes grasping new concepts, acquiring new skills, learning from mistakes, 

and fostering a love for learning. The 4-item Classroom Performance Goal Structure scale 

assesses how much the teacher is seen as promoSng rivalry and peer compeSSon in 

academic pursuits. All items were measured from strongly disagree (1) to strongly agree 

(6). 

 

3.3.3. L2 Academic Achievement 

Students’ scores for the common junior high school uniform examinaSon were 

collected. These scores were chosen over other assessment measures for two reasons. 

First the scores of the uniform examinaSon was conducted throughout the Chengdu city, 

and thus are standardized examinaSons, which increases the validity. Second, as these 

scores are not teacher-rated, it was thought to increase the reliability of the results when 

compared with the locally developed assessments used in the classroom. This was 

especially important as students in the study were enrolled in different classes. This 

examinaSon contained listening, grammar filling, cloze test, reading comprehension, 

error correcSon, and wriSng with a full score of 120 and a pass score of 72.  
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3.3.4. Parents’ Failure Mindsets 

Six items developed by Haimovitz & Dweck (2016) were used to measure parents' failure 

mindsets. This scale had a reliable internal structure (Cronbach’s α = .88) that was 

disSnct from that of other related constructs such as mindsets (Haimovitz & Dweck, 

2016). All items were measured from strongly disagree (1) to strongly agree (6). Since 

item 4 to 6 were negaSvely worded, this research will reverse the scoring before 

including them in mulS-item scales. A{er the reverse scoring, the mean scores of the six 

items were calculated to indicate parents' failure mindset. A higher score suggested that 

the parents have a stronger inclinaSon toward the failure-is-enhancing mindset.  

 

3.3.5. Interview 

Two pilot interviews with two students were implemented to validate the interview 

quesSons. The first pilot interview corresponded Sghtly with the structure and content 

of the quesSonnaires. However, quesSons such as “Does your English teacher encourage 

students to collaborate and help each other?" only elicited yes-or-no answers. As such, 

the second pilot interview started with a general quesSon regarding students’ 

percepSons of language mindsets and opinions on where language mindsets come from, 

which worked well to embrace new ideas (See Appendix C). However, the parScipant 

found it difficult to understand the abstract concept of language mindset. In this case, 

at the beginning of the formal interviews, I included a clarificaSon of the concept to 

eliminate of ambiguiSes. Except the general starSng quesSon, I also prepared a few 

prompts to lead into specific aspects such as “how do you perceive the impact of 

interacSons with teachers and peers on your language mindsets?” and why-quesSons 

to explore why they think in that parScular way. 

 

3.4. Data Analysis 

3.4.1. Quan5ta5ve Data 

69 responses were included in the data analysis and were processed using StaSsScal 

Package for the Social Sciences (SPSS) version 29. Primarily, descripSve staSsScs such as 
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the means, standard deviaSons, and Cronbach’s alpha coefficient were calculated for 

each subdimension of LMI and other primary variables. Then, assumpSons for linear 

regression, including normality, outliners, linearity, and mulScollinearity, were checked. 

To examine how does students’ perceived classroom social climate and classroom goal 

structure (predictors) affect their language mindsets (outcome variable) and how does 

parents’ language mindsets and failure mindsets (predictors) affect students’ language 

mindsets (dependent variable), mulSvariate analysis using mulSple linear regression 

was implemented. AddiSonally, all the four predictors were then put in one 

simultaneous mulSple regression model to assess the overall model fit and the 

significance of individual predictors. With students’ language mindsets as the predictor, 

its relaSonship with their L2 academic achievement was tested by simple linear 

regression.  

 

3.4.2. Qualita5ve Data 

This dissertaSon looked at the qualitaSve data within each case in-depth, allowing 

thorough exploraSon of research quesSons (Gustafsson, 2017). Then, a cross-case 

analysis was followed to seek differences and similariSes between the cases (Gustafsson, 

2017). Specifically, this study employed themaSc analysis which not only enabled the 

researcher to conduct deducSve or theory-driven analysis but also allowed new findings 

to emerge, contribuSng to the latent assumpSons and ideologies from specific examples 

(Clarke & Braun, 2017). Primarily, the verbal data were transcribed and reviewed. Then, 

iniSal codes were generated based on open coding by segmenSng raw interview data 

into meaningful expressions and creaSng categories where necessary (Cohen et al., 

2007). Finally, the themes, the paRerned responses capturing something significant 

regarding the research quesSons, were found out, revised, and defined (Braun & Clarke, 

2006). 

 

3.5. Ethical considera5ons 

Ethical approval (See Appendix A) was obtained from the departmental research ethics 

commiRee before distribuSng the quesSonnaires to check whether extra clearance was 
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needed (Bell & Waters, 2014). As the research involved children, consent was obtained 

from a parent of all student parScipants, and children were also asked to give their 

assent to take part. In addiSon, this online study followed the General Data ProtecSon 

RegulaSon (GDPR). The data was safely stored in the university OneDrive with a strong 

password, and all the collected informaSon will be deleted a{er this dissertaSon is 

assessed (BERA, 2018). 

 

  



 43 

4. Results 

 

This chapter is bifurcated into two secSons, delineaSng the quanStaSve and qualitaSve 

results of the study. The quanStaSve results are systemaScally organized in 

correspondence with the three research quesSons that have guided the inquiry. This 

structured approach ensures that the empirical data is presented in a manner that 

directly addresses the quesSons posed, thereby facilitaSng a clear understanding of the 

study's empirical underpinnings. In the qualitaSve analysis, this chapter focuses 

exclusively on the results of cross-case themaSc analysis, a strategic decision driven by 

the recogniSon of limited yet insigh�ul data elicited from the interviews. Consequently, 

the chapter reports on the overarching themes that are deemed more likely to 

contribute substanSvely to the discourse. The omission of within-case informaSon is a 

deliberate choice, aimed at avoiding an unwieldy narraSve and ensuring the 

presentaSon of findings that exhibit a broader relevance. 

 

4.1. Quan5ta5ve Results 

4.1.1. Descrip5ve Sta5s5cs 

The Cronbach’s alpha values, means, standard deviaSons, skewness, kurtosis, and 

bivariate correlaSons for each subdimension of LMI and other key variables are 

presented in Table 5. Cronbach’s alpha coefficients of all variables met the minimum 

value of 0.70 for linguisSc research purposes (Dörnyei, 2007). In addiSon, most of the 

variables reach the value of 0.85, which demonstrate good internal reliability. All 

variables fall within the range of normal, with the excepSon of the classroom social 

climate and certain of its subcomponents, which exhibit a posiSve kurtosis exceeding 3. 

To check any outlier values for this variable, z-scores were created, and two outliners (> 

-3 SDs from the M) were idenSfied. Instead of removing the outliners, they were 

assigned with the cut-off value (M – 3*SD), and this helped maintain the integrity of the 

dataset by keeping all data points while reducing the influence of extreme values on the 

overall analysis. A{er recoding, the kurtosis of classroom social climate reduced to 

1.526.  
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Table 5. DescripSve staSsScs among primary variables 

 

4.1.2. How predic5ve are students’ perceived classroom social climate and classroom 

goal structure on their language mindsets? 

A mulSple linear regression was run to predict students’ language mindsets from 

students’ perceived classroom social climate and classroom goal structure. Primarily, all 

assumpSons for mulSple regression were checked and met. The Casewise DiagnosScs 

table in the regression output showed that Case 5 with a score that was 3.16 SDs below 

the mean has been idenSfied as an outliner in the dependent variable. To keep the 

analysis free from the influence of extreme values that may not be representaSve of the 

populaSon, this parScular case was excluded from analysis. When checking for 

mulScollinearity, there was quite a strong posiSve correlaSon between classroom social 

climate and classroom mastery goal structure (r= .843, p<.001), which was expected 

with reference to the literature review but was sSll within the range of acceptable when 

taking into account the Tolerance and VIT values.  

 

MulSple linear regression showed that students’ perceived classroom social climate and 

classroom goal structure staSsScally significantly predicted their growth language 

α Range Min Max Mean S.D. Skewness Kurtosis
1. Test Scores 98 35 133 96.48 19.99 -1.10 0.89
2. Students’ GLB 0.92 5 1 6 4.29 1.32 -0.72 0.11
3. Students’ L2B 0.88 5 1 6 4.56 1.20 -1.02 0.95
4. Students’ ASB 0.88 5 1 6 4.55 1.11 -0.81 0.90
5. Students’ Language Mindset 0.88 5 1 6 4.48 1.08 -0.97 1.33
6. Classroom Mastery Goal Structure 0.90 5 1 6 4.81 1.08 -1.29 2.13
7. Classroom Performance Goal Structure 0.80 5 1 6 4.44 0.98 -0.90 2.14
8. Teacher Emotional Support 0.92 5 1 6 4.54 1.16 -0.85 1.14
9. Teacher Academic Support 0.92 5 1 6 4.88 1.07 -1.51 3.37
10. Classroom Mutual Respesct 0.93 5 1 6 5.05 1.06 -1.64 3.79
11. Task-related Interation 0.86 5 1 6 4.95 1.13 -1.37 2.47
12. Classroom Social Climate 0.95 5 1 6 4.85 1.03 -1.57 3.75
13. Parents GLB 0.90 5 1 6 4.45 1.10 -0.46 0.45
14. Parents’ L2B 0.91 5 1 6 4.59 1.11 -1.04 1.75
15. Parents’ ASB 0.94 5 1 6 4.59 1.09 -0.64 0.76
16. Parents’ Language Mindset 0.86 5.78 0.22 6 4.47 1.10 -1.09 2.97
17. Parents’ Failure Mindset 0.87 5 1 6 4.63 1.01 -0.65 1.02
**. Correlation is significant at the 0.01 level (2-tailed).
*. Correlation is significant at the 0.05 level (2-tailed).

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17
2 .580** .633** .476** .612** .460** 0.147 .465** .472** .404** .386** .464** .328** .403** 0.116 0.222 .290*
3 .773** .666** .910** .692** .451** .662** .606** .551** .511** .628** .648** .575** .354** .541** .445**
4 .708** .913** .722** .417** .631** .661** .578** .536** .645** .601** .639** .360** .510** .442**
5 .860** .712** .505** .604** .624** .571** .543** .628** .565** .552** .508** .595** .430**
6 .790** .520** .709** .696** .635** .587** .706** .660** .642** .429** .594** .480**
7 .440** .816** .780** .794** .779** .851** .596** .632** .485** .621** .506**
8 .342** .465** .421** .379** .430** .495** .514** .388** .411** .402**
9 .884** .826** .742** .927** .534** .544** .471** .505** .509**

10 .847** .781** .940** .530** .521** .441** .490** .471**
11 .876** .950** .529** .498** .486** .470** .483**
12 .912** .579** .522** .483** .485** .465**
13 .586** .560** .505** .524** .518**
14 .781** .634** .772** .621**
15 .606** .772** .741**
16 .679** .533**
17 .563**

Descriptive Statistics

Bivariate Correlations
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mindsets, F (3,64) = 50.43, p<0.001, R2= .703. The R2 value indicates that 70.3% of the 

variance in students’ growth language mindsets can be explained by a model containing 

students’ perceived CSC and CGS. The general form of equaSon is predicted growth 

language mindsets = -0.50 + (0.614 *classroom mastery goal structure) + (0.279 * 

classroom performance goal structure) + (0.077 * classroom social climate). Table 6 

presented the standardized Beta value (β) which indicates that while mastery-oriented 

classroom goal structure significantly and posiSvely predicted students’ growth 

language mindsets, classroom social climate was not a significant predictor (β = 0.07, 

p=0.585).  

 

 

Table 6. CGS, CSC & Students’ LM 

 

When taking a closer look at the subcomponents of classroom social climate, the 

regression model suggested that teacher emoSonal support and teacher academic 

support were significant predictors of students' growth language mindsets, while 

classroom mutual respect and task-related interacSon did not significantly predict 

growth language mindsets (See Appendix D). The strong correlaSons and significant 

coefficients for teacher support variables highlighted the importance of a supporSve 

classroom environment in fostering growth language mindsets among students. 

 

Next, the subcomponents of students’ growth language mindsets, including GLB, L2B, 

and ASB, were regressed on the CSC and CGS variables to invesSgate their predicSve 

effects. Results, shown in Table 7, indicated that the classroom mastery goal structure 

was a consistent and significant predictor across all three subcomponents of students' 

growth language mindsets. The classroom performance goal structure showed some 

predicSve power for ASB, but not for GLB and L2B. The classroom social climate did not 

significantly predict any of the subcomponents in these models. These findings 

Unstandardized Coefficients B Standardized Coefficients Std. Error Standardized Coefficients Beta t Sig
(Constant) -0.05 0.424 -0.118 0.906

Classroom Mastery Goal Structure 0.614 0.127 0.631 4.841 <.001
Classroom Performance Goal Structure 0.279 0.082 0.258 3.38 0.001

Classroom social climate 0.077 0.14 0.07 0.549 0.585
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underscored the importance of a mastery-oriented classroom environment in fostering 

a growth language mindset among students. 

 

In summary, a mulSple regression was conducted to examine the predicSve power of 

perceived classroom social climate and classroom goal structure on students’ growth 

language mindsets. The results showed that the classroom learning environment, 

parScularly the goal structure, played a crucial role in shaping students' language 

mindsets. A mastery-oriented classroom goal structure significantly predicted the 

development of growth language mindsets among Chinese junior high school EFL 

learners. While the classroom social climate did not emerge as a significant predictor in 

the regression models, the overall findings underscored the importance of creaSng a 

language learning environment that supports and encourages students to view their 

language abiliSes as malleable and improvable through effort and learning strategies. 

This understanding can inform educaSonal pracSces aimed at enhancing students' 

moSvaSon and academic performance in language learning.  

 

 

 

 

Table 7. CGS, CSC & Students’ GLB, L2B, ASB 

 

4.1.3. How predica5ve are parents’ language mindsets and failure mindsets on 

students’ language mindsets? 

In order to answer research quesSon two, a mulSple linear regression was carried out 

to invesSgate the impacts of parents’ language mindsets and failure mindsets on 

Unstandardized Coefficients B Standardized Coefficients Std. Error Standardized Coefficients Beta t Sig
(Constant) -0.663 0.606 -1.094 -1.094

Classroom Mastery Goal Structure 0.59 0.181 0.509 3.255 0.002
Classroom Performance Goal Structure 0.317 0.118 0.246 2.683 0.009

Classroom social climate 0.156 0.2 0.119 0.783 0.437

Dependent varibale: Students' GLB

Unstandardized Coefficients B Standardized Coefficients Std. Error Standardized Coefficients Beta t Sig
(Constant) 0.15 0.571 0.263 0.794

Classroom Mastery Goal Structure 0.651 0.171 0.601 3.811 <.001
Classroom Performance Goal Structure 0.199 0.111 0.165 1.791 0.078

Classroom social climate 0.089 0.188 0.072 0.472 0.639

Dependent varibale: Students' L2B

Unstandardized Coefficients B Standardized Coefficients Std. Error Standardized Coefficients Beta t Sig
(Constant) 0.311 0.549 0.566 0.573

Classroom Mastery Goal Structure 0.608 0.164 0.591 3.703 <.001
Classroom Performance Goal Structure 0.278 0.107 0.243 2.599 0.012

Classroom social climate 0.018 0.181 0.015 0.099 0.922

Dependent varibale: Students' ASB
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students’ language mindsets. Neither variable was significantly skewed or kurtoSc, and 

the data met all assumpSons of regression. MulSple regression showed a staSsScally 

significant relaSonship between parents’ language and failure mindsets and students’ 

language mindsets, (F (2, 66) = 20.546, p<0.001). The slope coefficient for parents’ 

language mindsets was .464 which indicates that student’ growth language mindsets 

increases by .464 for every point increase in parents’ growth language mindsets 

(p<0.001) The slope coefficient for parents’ failure mindsets was .229, p=.072, which 

means that parents’ failure-is-enhancing mindsets moderately and posiSvely predicted 

students’ growth language mindsets. The R2 value was .384, suggesSng that 38.4% of 

the variance in students’ growth language mindsets can be explained by a model 

containing parents’ language mindsets and failure mindsets.  

 

 

Table 8. Student’ LM, GLB, L2B, ASB & Parents’ GLB, L2B, ASB 

 

Table 8 illustrated that parents’ growth GLB and L2B have a significant posiSve effect on 

students’ growth language mindsets, while parents’ growth ASB exerts a negligible 

negaSve impact. For students' growth GLB, parents’ growth GLB has a notably significant 

posiSve effect but L2B and ASB have less significant effects. In terms of students' growth 

L2B, parents’ growth GLB and L2B show significant posiSve effects, whereas ASB has a 

non-significant negaSve effect. Taking students’ growth ASB as the outcome variable, 

Unstandardized B Coefficients Std. Error Standardized Coefficients B t Sig.
(constant) 1.324 0.465 2.846 0.006

Parents' general intelligence beliefs 0.416 0.149 0.424 2.791 0.007
Parents' second language aptitude beliefs 0.327 0.143 0.337 2.283 0.026

Parents' age sensitivity beliefs about language learning -0.043 0.118 -0.043 -0.364 0.717

Unstandardized B Coefficients Std. Error Standardized Coefficients B t Sig.
(constant) 0.853 0.587 1.454 0.151

Parents' general intelligence beliefs 0.678 0.188 0.566 3.607 <.001
Parents' second language aptitude beliefs 0.253 0.181 0.214 1.4 0.166

Parents' age sensitivity beliefs about language learning -0.162 0.149 -0.134 -1.086 0.282

Unstandardized B Coefficients Std. Error Standardized Coefficients B t Sig.
(constant) 1.327 0.536 2.476 0.016

Parents' general intelligence beliefs 0.341 0.172 0.311 1.984 0.052
Parents' second language aptitude beliefs 0.507 0.165 0.469 3.074 0.003

Parents' age sensitivity beliefs about language learning -0.133 0.136 -0.121 -0.98 0.33

Unstandardized B Coefficients Std. Error Standardized Coefficients B t Sig.
(constant) 1.368 0.525 2.605 0.011

Parents' general intelligence beliefs 0.262 0.168 0.258 1.557 0.124
Parents' second language aptitude beliefs 0.224 0.162 0.223 1.382 0.172

Parents' age sensitivity beliefs about language learning 0.215 0.133 0.21 1.612 0.112

 Dependent Variable: Students' language mindsets

 Dependent Variable: Students' GLB

 Dependent Variable: Students' L2B

 Dependent Variable: Students' ASB
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whilst parents’ growth ASB demonstrated a non-significant posiSve effect, the similar 

non-significant effects are also observed for parents’ growth GLB and L2B.  

 

In summary, parents’ growth language mindsets, parScularly beliefs regarding general 

intelligence and second language apStude, can have a significant impact on students' 

growth language mindsets, though the specific effects vary depending on the aspect of 

the language mindset being considered. In addiSon, students are more inclined to form 

growth language mindsets if their parents embrace failure-is-enhancing mindsets.  

 

4.1.4. How predica5ve are these four factors on students’ language mindsets? 

Given the absence of a definiSve theoreScal framework to prioriSze certain factors, a 

simultaneous mulSple regression analysis was conducted to evaluate the combined 

impact of all four variables and to determine the unique effects each factor has on its 

own. A{er removing the outlier (Case 5), all data met the assumpSons of regression.  

 

The model that contains perceived classroom social climate, classroom 

mastery/performance goal structure, parents’ language mindsets, and parents’ failure 

mindsets has a R2 of .721, indicaSng that 72.1% of the variance in students' language 

mindsets is explained by the model. The F-value of 31.965 is significant (p < .001), 

suggesSng that the overall model is a good fit for the data. In terms of the standardized 

coefficients and their significance, classroom mastery goal structure (β = .526) is a 

significant predictor with a large effect size and classroom performance goal structure 

(β = .227) also shows a significant posiSve effect. Parents' language mindsets (β = .163) 

have a moderate effect, but it is not staSsScally significant (p = .087). Parents' failure 

mindsets (β = .026) do not show a significant effect (p = .767). In addiSon, classroom 

social climate did not have a significant coefficient (β = .074, p=.566) in the final model, 

possibly due to mulScollinearity or other variables being stronger predictors.  
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The main takeaway from this simultaneous mulSple regression analysis is that the 

educaSonal environment, parScularly how teachers structure their classrooms and set 

goals for students, plays a significant role in shaping students' beliefs about their ability 

to learn languages. This suggests that educators have a powerful tool at their disposal 

to moSvate and engage students in language learning. While parents also maRer, the 

classroom seems to be the primary driver in forming the growth language mindsets. This 

insight can guide educators in creaSng more effecSve learning environments that 

encourage students to view language learning as a skill that can be developed through 

effort and persistence. Besides, the results showed that about 72% of the variance in 

students' growth language mindsets can be explained by the combined effects of the 

classroom environment and parents' mindsets. This is a substanSal amount, indicaSng 

that these factors are indeed important. 

 

4.1.5. How does students’ language mindsets affect their L2 academic performance? 

To answer research quesSon three, a simple linear regression was used to explore the 

relaSonship between students’ language mindsets and their L2 academic performance 

as indicated by standardised English test scores. Case 31 that was 3.756 SDs below the 

mean was idenSfied as an outlier in the dependent variable and was removed from 

further analysis. The F-value is 54.386 with a p-value less than .001, indicaSng that the 

model is staSsScally significant and that students' growth language mindsets 

significantly predict L2 academic performance. The R2 value was .456, indicaSng that 

45.6% of the variance in English academic scores can be explained by students' growth 

language mindsets. This is a substanSal proporSon, showing that language mindsets play 

a significant role in language learning outcomes. The intercept was 48.638 and the 

coefficient for students' growth language mindsets was 11.020 with a t-value of 7.735 (p 

< .001), which denotes that for every one-unit increase in growth language mindset, the 

English academic score was expected to increase by 11.226 points, holding all else 

constant.  
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In summary, students' growth language mindset is a significant and posiSve predictor of 

their L2 academic performance. This finding means that a student's language mindset is 

not just a psychological concept as it has a tangible effect on their academic performance 

in the targeted language. In addiSon, students who believe that their language skills can 

improve through effort tend to perform beRer academically in their second language. 

This underscores the importance of educaSonal pracSces that help students develop 

posiSve beliefs about their capacity to learn and improve in language learning. 

 

4.1.6. A Summary of the Quan5ta5ve Results 

The quanStaSve results have shed light on the criScal factors that shape the language 

mindsets of Chinese junior high school EFL learners. The findings underscore the pivotal 

role of a mastery-oriented classroom goal structure and the influence of parents' growth 

language mindsets in fostering growth language mindsets among students. Moreover, 

students' growth language mindsets significantly predict their L2 academic 

performance, indicaSng that a belief in the potenSal for improvement can drive beRer 

language learning outcomes. The classroom environment, parScularly the goal 

structure, emerges as a consistent predictor across all subcomponents of students' 

language mindsets. With these quanStaSve results semng the stage, the subsequent 

secSon will delve into the key themes generated from the case studies. The qualitaSve 

narraSves offered an in-depth exploraSon of the diverse learner profiles, capturing the 

intricate interplay of personal experiences, classroom dynamics, and familial influences 

that contribute to the development of language mindsets. By weaving together the 

staSsScal evidence with the personal stories of learners, this dissertaSon aims to provide 

a comprehensive and nuanced understanding of the factors that enhance or hinder 

language learning among EFL students. 

 

4.2. Qualita5ve Results: Where do language mindsets come from? 

4.2.1. Role Models 

Seeing others who have developed their abiliSes and skills through effort within or even 

beyond the classrooms can inspire a growth mindset in students. For example, Student 
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A menSoned that the posiSve character in the social media set a role model for her to 

adopt a growth language mindset: 

 

‘Just like the protagonist in 'Forrest Gump,' as long as I don't stop trying and keep moving 

forward, I can definitely improve my language skills. I believe that I can make up for my 

innate shortcomings through consistent efforts. Some people rely on their natural talents 

and disdain hard work, but oKen it is these talents that are defeated by diligence.’ 

 

4.2.2. Early Learning Experiences 

Language learners’ iniSal experiences with language learning can shape their language 

mindset. PosiSve early experiences might foster a growth language mindset, while 

negaSve ones might lead to a fixed language mindset. For instance, Student A who 

adopted a very strong growth language mindset reported that learning English has been 

relaSvely easy for her since childhood. In contrast, Student D encountered huge 

challenges since the beginning of his language learning journey and developed more 

fixed language mindsets. However, this finding raises a concern that whether students 

with high language apStude are more likely to have growth language mindsets in itself. 

In other words, it is possible that recognizing their natural abiliSes could moSvate them 

to conSnue learning and improving, fostering a growth mindset. In this case, it is also 

worth to involve students’ language apStude in future research and invesSgate whether 

growth language mindsets could compensate for the lack of language apStude and 

encourage students approach challenges, persist in their efforts, and ulSmately improve 

their language skills.  

 

4.2.3. Teaching Methods and Feedback from Teachers 

The way English is taught can significantly influence students' domain-specific language 

mindsets. Chinese EFL teaching places considerable emphasis on reading and wriSng, 

and student B provided an example that, 

 

‘Our EFL teacher pays an overwhelming aNen5on to L2 reading and wri5ng at the 

listening and speaking. As such, I feel like though I can improve my reading and wri5ng 
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skills by various strategies, my listening and speaking skills remains to be poor and 

unchangeable.’ 

 

This observaSon suggests that the pedagogy and curriculum English language educaSon 

(exosystem) can have a varied impact on the formaSon of students' language mindsets 

across different aspects. A strong emphasis on certain language skills under the 

insStuSonal policies might foster a growth mindset in corresponding domains, 

encouraging students to believe in their ability to improve. Conversely, the lack of 

aRenSon to other skills might perpetuate a fixed mindset, potenSally creaSng a lopsided 

linguisSc proficiency. This imbalance could manifest as a growth language mindset that 

is strong in some areas but notably weak in others, ulSmately affecSng the holisSc 

development of language proficiency. 

 

Furthermore, Student B also stated that while she held a relaSvely strong growth 

language mindset, her EFL teacher’s praise focused on performance and innate talent 

appeared to weaken her growth mindsets. For instance, when the EFL teacher considers 

whom to commend at a parent-teacher meeSng, academic performance typically takes 

precedence. If a student has been diligently studying but their efforts haven not 

translated into improved grades, they might not receive the recogniSon they desire, 

which can be disheartening. Student D also expressed that the absence of posiSve 

feedback from his teacher intensified his skepScism about the potenSal for language 

abiliSes to be developed and improved. 

 

4.2.4. Parental and Family Support 

Parental support is a criScal factor in shaping learners’ growth language mindset. 

Parents who view setbacks as opportuniSes for growth, acSvely engage in their 

children's language learning process, and provide emoSonal support and stress 

management techniques can significantly influence their children's amtudes towards 

language learning. This support helps students recognize the value of grit and the 

possibility of gradual skill development, even when faced with iniSal academic 
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challenges. The proacSve involvement of parents in their children's educaSonal journey 

reinforces a growth mindset that can lead to a more posiSve and resilient approach to 

language acquisiSon. For instance, even with average or lower L2 academic results, 

Student C developed a robust growth language mindset. This posiSve outlook is largely 

due to the supporSve acSons of their parents, such as iniSaSng conversaSons about 

their language learning experiences, discussing their achievements, addressing the 

challenges they face, and strategizing ways to overcome these obstacles. 

 

4.2.5. Personal Interest 

The personal interest in English, fueled by a passion for travel, music, and cultural 

exploraSon, significantly shapes the language mindset of students such as Student C. In 

other words, intrinsic moSvaSon can transcend the focus on academic grades and foster 

a deep and enduring commitment to language learning.  

 

‘Due to my personal fascina5on with English, I oKen find myself delving into books and 

exploring various customs and cultures that pique my curiosity. Grades are not 

everything; they are just numbers.’ 

 

This reflecSon has also prompted me to contemplate the essence of mindset research. 

If the primary goal is to foster growth language mindsets to enrich the language learning 

experience by boosSng posiSve emoSons within a mastery-oriented learning 

environment, should the ulSmate focus remain solely on academic performance? Or 

should it extend to encompass personal development, engagement, well-being, and the 

willingness to use the L2/FL? 

 

4.2.6. Lack of Language Learning Resources 

A lack of adequate learning resources and perceived support from teachers and family 

can lead to a decline in moSvaSon and the development of a fixed language mindset 

among students, parScularly those struggling with language learning. For example, 

Student D, classified as an underachiever, failed the English exam and demonstrated a 

significantly low inclinaSon towards a growth language mindset. When he struggled with 
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language learning, he tended to internalize the idea that the language is inherently 

difficult for him, rather than seeing it as a challenge that can be overcome with the right 

tools and support. A scarcity of resources further prevent him from discovering the 

learning strategies that work best for him, which can hinder the development of a 

growth language mindset that values the exploraSon of different approaches. The 

negaSve impacts of limited language learning resources can be intensified by lack of 

perceived teachers’ and parents’ support. For example, his parents’ indifference and lack 

of cultural capital might aggravate his sense of helplessness.  

 

4.2.7. A Summary of the Qualita5ve Results 

The qualitaSve results provide a nuanced perspecSve on the development of language 

mindsets among Chinese junior high school EFL learners. The findings reveal that a 

combinaSon of role models, posiSve early language learning experiences, supporSve 

teaching and parental pracSces, and personal inspiraSon contribute to the development 

of a growth language mindset. Conversely, students especially those who struggle with 

language learning o{en face challenges such as limited resources, performance-focused 

feedback, low self-efficacy, and a lack of support, which can lead to a more fixed 

language mindset. To foster a growth language mindset in EFL learners, it is essenSal to 

create an environment that values effort, provides adequate resources, and encourages 

personal engagement with the language. This holisSc approach can help students 

recognize their potenSal for growth and improve their language learning experiences. 

Both the quanStaSve and qualitaSve data highlighted the importance of a supporSve 

learning ecological system, including insStuSonal policies, classrooms, parents, and 

personal moSvaSon, in fostering a growth language mindset. Together, these findings 

underscored the mulSfaceted nature of language learning and the need for a 

comprehensive and complex-dynamic approach to language educaSon that addresses 

both academic and personal development.  
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5. Discussion 

 

The objecSve of this research was to evaluate how the perceived classroom social 

climate, perceived classroom goal structure, language mindsets held by parents, and 

their failure mindsets might predict the development of growth language mindsets 

among Chinese junior high school EFL learners. Perceived classroom social climate and 

classroom goal structure significantly predicted students' growth language mindsets. 

Specifically, the classroom mastery goal structure was the primary significant predictor. 

Parents' language mindsets and failure mindsets were also found to significantly impact 

students' language mindsets, with parents' growth language mindsets having a notable 

effect. In addiSon, Chinese junior high school EFL learners’ growth language mindsets 

significantly and posiSvely predict their L2 academic performance. The following 

sessions will discuss the findings in more details. 

 

5.1. Discussion of implica5ons for teaching prac5ces 

The results supported the claim that growth language mindset was a direct and posiSve 

predictor of Chinese junior high school EFL learners’ L2 achievement in this study's 

context (Eren & Rakıcıoğlu-Söylemez, 2023; Khajavy et al., 2021). Past research has 

shown a significant relaSonship between learners’ language mindsets and their grit, 

engagement, resilience, and self-efficacy (Bai & Wang, 2023; Liu, 2022; Sadoughi & 

Hejazi, 2023). EFL learners endorsing a growth language mindset might experience a 

greater sense of control over their linguisSc capabiliSes and hold the belief that their 

proficiency can be enhanced (Lou & Noels, 2016, 2017). Consequently, they are inclined 

to invest more Sme, energy, and effort to their language learning, which in turn leads to 

superior L2 performance (Sadoughi & Hejazi, 2023).  

 

5.1.1 Cul5va5on of mindset 

Although the benefits of growth language mindsets have been confirmed in several ways 

(Khajavy et al., 2021; Liu, 2022; Lou et al., 2022), there is much to be learned about what 

language teachers can do to culSvate and sustain students’ growth language mindsets. 
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The findings of this study affirmed that students’ language mindsets can be subtly 

impacted by the learning environment, including interacSons with teachers and peers 

(Lee & Bong, 2019; Shirvan et al., 2021; Wang, 2023). As such, to guide teaching 

pracSces, a crucial first step involves idenSfying contextual factors that can 

communicate growth language mindset messages to EFL learners. The results suggested 

that when students were in an English language classroom where EFL teachers embrace 

mastery-oriented goal structure and failure-is-enhancing mindset, care about their 

learning progress and psychological well-being, and provide improvement-oriented 

feedback, they were more likely to develop growth language mindsets (Joe et al., 2017; 

Patrick et al., 2011; Wang et al., 2021).  

 

Nevertheless, what seems to contradict with the literature review is that, in this 

parScular research context, Chinese junior high school EFL learners’ percepSon of 

performance-orientated classroom goal structure might not always arbitrarily lead to 

negaSve outcomes such as diminished moSvaSon and fixed mindsets (Meece et al., 

2006; Park et al., 2016). The divergence might be aRributed to several factors that are 

specific to the cultural, educaSonal, and societal context in China. In many Chinese 

educaSonal contexts, performance orientaSon is deeply ingrained (Dweck, 1999; Yao et 

al., 2021b). Students, from a very young age, are accustomed to a system that values 

grades, rankings, and compeSSon (Bai & Wang, 2023). This familiarity can make them 

more resilient to the potenSal negaSve effects of performance orientaSon. In other 

words, Chinese EFL learners may have developed coping mechanisms to adapt to the 

high-pressure environment and maintain moSvaSon.  

 

5.1.2 Individuals vary in language mindset responses to the classroom context 

Another interesSng finding was that students perceived the same L2 classroom 

differently and received both mastery-oriented and performance-oriented messages. 

Students have varied learning styles, moSvaSons, and interpretaSons of their 

experiences. What one student perceives as a mastery-oriented acSvity, another might 

perceive as performance-oriented based on their personal goals and amtudes towards 
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learning. Besides, teachers and the educaSonal system may unintenSonally send mixed 

messages about the goals of learning. For example, even in a performance-orientated 

system, teachers might intend to integrate mastery goals such as m helping students 

understand the material deeply.  

 

5.1.3 Importance of mul5ple perspec5ves 

The research findings further validated that concentraSng on students' percepSons of 

CGS and CSC could provide a more accurate measure than relying on teachers' self-

reported instrucSonal pracSces. What significantly influences students' moSvaSonal 

frameworks, including their growth language mindsets, is not merely the teachers' 

professed beliefs but the extent to which these beliefs are integrated into their actual 

teaching pracSces (Park et al., 2016). However, as also noted by Park et al. (2016), 

students' subjecSve percepSon might intertwine the impact of the learning 

environment with other outcomes they report on. EssenSally, EFL learners who possess 

a growth language mindset are inclined to view the CGS and CSC in a more favorable 

light. Consequently, it is suggested that future research could validate students' self-

reports through direct classroom observaSons to ensure a more comprehensive 

understanding of the educaSonal environment's influence. 

 

5.1.4 Summary of implica5ons for teaching prac5ces 

In summary, EFL teachers are urged to create a language classroom that is secure, 

friendly, and dynamic by regulaSng emoSonal and social processes (Sadoughi & Hejazi, 

2023). For instance, by highlighSng the importance of effort and progress over 

performance and compeSSon, teachers can guide their students to set goals aimed at 

mastery (Lou & Noels, 2019). Moreover, teachers should praise the hard work and 

perseverance of their students, creaSng a safe environment that reassures them it is 

acceptable to make mistakes (Dweck, 2015). Encouraging the use of learning por�olios 

to document their language learning progress is another strategy (Sadoughi & Hejazi, 

2023). AddiSonally, conducSng workshops for EFL teachers to equip them with the 

necessary tools to foster a growth language mindset in their students can lead to the 
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establishment of a learning environment that nurtures a love for learning, a willingness 

to embrace challenges, and a pursuit of mastery (Dweck & Yeager, 2021).  

 

5.2. Discussion of implica5ons for paren5ng 

InvesSgaSng the influencing factors and mechanisms of mindsets has gradually become 

an acSve domain in educaSon and psychology, however, it is unclear how children 

construct their mindsets, especially language mindsets, by drawing on their parents’ 

mindsets (Haimovitz & Dweck, 2017; Liu et al., 2023; Tao et al., 2022). This study 

contributed to the relevant research area by considering the significance of parents or 

family context in forming Chinese junior high school EFL learners’ language mindsets.  

 

5.2.1 The posi5ve influence of parents’ growth mindsets 

In line with the literature review, parents who exhibit a failure-is-enhancing mindset and 

frame failure as a learning opportunity could inspire their children to adopt a growth 

language mindset (Haimovitz & Dweck, 2016, 2017). This relaSonship might be 

explained by the fact that children o{en learn by observing the behaviors and amtudes 

of their parents (Liu et al., 2023; Song et al., 2022). When parents construe failure 

posiSvely and use it as a steppingstone for growth and risk-taking, children are more 

prone to emulate this behavior and develop a growth language mindset (Liu et al., 2023; 

Song et al., 2022; Tao et al., 2022). In addiSon, a focus on recovering and learning from 

failures redirects students’ aRenSon from the outcome to the process, which is central 

to resilience and a growth mindset.  

Although some research indicated no significant relaSonship between parents’ mindsets 

and children’s mindsets (Haimovitz & Dweck, 2016, 2017), this study suggested that 

parents’ growth language mindsets significantly and posiSvely predicted EFL learners’ 

growth language mindsets. In other words, parents’ language mindsets are visible to 

children in several possible ways. With reference to the qualitaSve results, parents might 

serve as the first and most influenSal role models for children. When parents embrace 

a growth mindset in language learning and other aspects of life, children are likely to 

adopt similar amtudes towards SLA. AddiSonally, since mindsets are argued to be 
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central in a large system of allied beliefs such as effort beliefs, aRribuSons, goal 

orientaSons, and learning strategies (Dweck, 2012; Lou & Noels, 2016; Ryan & Mercer, 

2012), parents’ language mindset might influence their communicaSon paRerns, 

support and encouragement, feedback and praise, and educaSonal expectaSons. The 

belief systems and corresponding behaviours in turn could influence how children 

perceive their own potenSal for language learning.  

 

5.2.2 Unpicking the mechanisms underpinning the rela5onship 

The specific predicSve power of parents' growth language mindsets on students’ growth 

language mindsets could be aRributed to several factors. Primarily, challenges in SLA 

such as pronunciaSon and vocabulary acquisiSon might be more salient for Chinese EFL 

learners (Khajavy et al., 2021), which might might make the growth mindset more 

relevant and thus more influenSal. Furthermore, given the domain-specific nature of 

mindsets (Mercer & Ryan, 2010; Ryan & Mercer, 2012), the current study might be more 

sensiSve for detecSng the relaSonship between parents' and children's mindsets in 

language learning than those which measured general mindsets in the reviewed 

literature (Haimovitz & Dweck, 2016, 2017). It could also be that within the Chinese EFL 

context, parental engagement in their children's language learning is parScularly high, 

leading to a more evident transmission of language mindsets to their children. This 

heightened influence may stem from parents' recogniSon of the social and career 

advantages associated with being bilingual or mulSlingual, which in turn moSvates them 

to acSvely culSvate a growth language mindset for their offspring.  

 

5.2.3 Summary of implica5ons for paren5ng 

In summary, parents are children’s instructors and coagents, and they have the 

responsibility to create a growth-oriented language learning environment for their 

children (Liu et al., 2023). Parents should model a growth language mindset by 

embracing challenges, demonstraSng resilience in the face of setbacks, and encouraging 

effort and persistence. Moreover, parents should guide their children to perceive 

language learning challenges as developmental moments instead of setbacks that define 
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their capabiliSes. It is important for parents to facilitate discussions on the lessons that 

arise from these experiences and to strategize on how to progress and build resilience. 

Considering the qualitaSve results, offer emoSonal support and access to language 

learning resources such as language learning so{ware, books, and language-rich 

acSviSes are also keen to encouraging students to develop growth language mindsets.  

 

5.3. The Overwhelming Influence of Classroom environment 

According to the results of simultaneous mulSple regression model including all the four 

factors in 4.1.4., the impacts of classroom goal structure and classroom social climate 

on the development of growth language mindsets among EFL learners tend to be 

significantly more pronounced than that of parents’ language mindsets and failure 

mindsets. Taking an ecological perspecSve, EFL classrooms provide the primary 

microsystem for direct language instrucSon (Shirvan et al., 2021). EFL teachers' 

educaSonal pedagogy and feedback mechanisms may have a more immediate and 

direct impact on students' language learning experiences. Moreover, interacSons with 

peers can also significantly influence an individual's language mindset (BurneRe et al., 

2013; Meece et al., 2006). Peer dynamics, collaboraSve learning, and group acSviSes 

can collecSvely shape language mindsets (BurneRe et al., 2013; Meece et al., 2006). This 

author also argues that, in the Chinese educaSonal context, the cultural respect for 

teachers as well as the authority and pedagogical experSse of teachers can be 

parScularly salient, which may contribute to the pronounced impact of the classroom 

environment on the development of growth language mindsets among EFL learners. 

Parents in China might also place a high level of trust in teachers' experSse and 

encourage their children to follow the teachers' guidance, further amplifying the 

teachers' influence. 

 

5.4. Other Possible Influencing Factors 

The simultaneous mulSple regression model that contains perceived classroom social 

climate, classroom mastery/performance goal structure, parents’ language mindsets, 

and parents’ failure mindsets has a R2 of .721, indicaSng that there might be other 
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influencing factors that contribute to the formaSon of growth language mindsets. 

Primarily, since Chinese junior high school EFL learners appeared to show highly growth-

oriented language mindsets (M=4.48), the mainstream culture might play a significant 

role in shaping the growth language mindsets of EFL learners as noted by Mercer & Ryan 

(2010) and Shirvan et al. (2021). Similar to Japan, Chinese culture values hard work, and 

perseverance which might encourage a growth language mindset in language learning 

(Mercer & Ryan, 2010). In addiSon, since English is associated with high status and 

presSge in Chinese mainstream culture, learners may be more moSvated to learn and 

develop a growth mindset. Nevertheless, this study did not involve a cultural 

comparisons by recruiSng EFL learners from diverse cultural backgrounds, and future 

research can aim to examine the impacts of macrosystem on language mindsets.  

 

Students’ socioeconomic status (SES) might also considerably shape their language 

mindsets. For example, Student D menSoned that a lack of language learning resources 

within the family context negaSvely intensified his sense of helplessness and reinforced 

fixed language mindsets. Cultural capital, therefore, plays a mulSfaceted role in shaping 

language mindsets by providing resources, exposure, and values that can enhance the 

moSvaSon and strategies for language learning. It can contribute to an environment 

where a growth language mindset is not only encouraged but also supported by tangible 

experiences and knowledge. In other words, a family's cultural capital and economic 

capital should also be takin into account in future research.  

 

Moreover, given the intricate associaSons between language apStude and language 

mindsets (Lou & Noels, 2016; Lou, 2019; Mercer & Ryan, 2010; 2012) and the reflecSon 

of Student A, it is also important to control for language apStude in future research. For 

example, high language apStude might boost language learners’ learning confidence, 

progress, and efficiency as well as promote early success to set a posiSve trajectory for 

developing a growth language mindset. Furthermore, while language apStude has a 

strong predicSve power on language development and outcomes (Ehrman & Oxford, 

1995; Liu et al., 2022), it cannot be the primary determinant of success due to ethical 
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consideraSons. The role of growth language mindsets could be parScularly crucial for 

individuals with lower language apStude, as they may offer a compensatory mechanism 

for overcoming obstacles and aRaining proficiency in SLA. Future studies might usefully 

explore the potenSal of language mindsets to miSgate the effects of lower language 

apStude, thereby providing a more holisSc understanding of what contributes to 

successful language learning. 

 

5.5. Summary of the chapter 

This chapter invesSgated the influence of classroom social climate, classroom goal 

structure, and parents' language and failure mindsets on the development of growth 

language mindsets among Chinese junior high school EFL learners. The research 

revealed that a mastery-oriented classroom environment and parents' growth language 

mindsets significantly foster students' growth language mindsets, which in turn 

posiSvely impacts their L2 academic performance. The study emphasized the 

importance of teachers culSvaSng a supporSve learning environment that values effort 

and progress, and the role of parents in modeling resilience and a posiSve amtude 

towards language learning. It also acknowledged the cultural and individual differences 

in students' percepSons of the classroom environment and the potenSal influence of 

other factors such as mainstream culture, socioeconomic status, and language apStude. 

This chapter concluded with recommendaSons for educators to create dynamic and 

secure classrooms, for parents to acSvely support their children's language learning, and 

for future research to explore addiSonal influences on the development of growth 

language mindsets. 
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6. Conclusion and implica(ons for future research 

 

6.1. A brief summary of each research ques5on 

This study revealed that the classroom goal structure, parScularly the mastery goal 

structure, was a key predictor in the culSvaSon of growth language mindsets among 

Chinese junior high school EFL learners. Contrary to expectaSons, the classroom social 

climate did not significantly influence the development. AddiSonally, the study indicated 

that the parents' failure and language mindsets were instrumental in shaping the 

language mindsets of their children, with the parents' growth language mindsets 

exerSng a notably posiSve influence. The research further established that students' 

growth language mindsets significantly and posiSvely predicted their L2 academic 

performance, indicaSng that a belief in the potenSal for improvement is a powerful 

catalyst for enhanced L2 language acquisiSon. 

 

6.2. Methodological Implica5ons  

The results of the current study confirmed the claim made by Patrick et al. (2011) that 

the construct of perceived classroom social climate is highly convergent with the 

mastery-oriented classroom goal structure. In addiSon, whilst mastery-oriented CGS 

was a significant and posiSve predictor of students’ growth language mindsets, CSC did 

not have significantly predicSve power. In terms of empirical implicaSons, the findings 

supported that the mastery goal structure construct could serve as an effecSve, concise, 

and economical subsStute for the use of numerous measures of classroom social 

climate, thereby evaluaSng the classroom's mulSfaceted characterisScs (Patrick et al., 

2011). However, when researchers are seeking a more in-depth and nuanced analysis of 

the various dimensions within the classroom's mastery goal structure, the results 

advocated for employing teacher academic / emoSonal support, classroom mutual 

respect, and task-related interacSon to offer mulSdimensional perspecSves (Patrick et 

al., 2011). Consequently, the mastery goal structure can be perceived an overarching 

framework encompassing a variety of disSnct yet interconnected dimensions rather 

than a single enSty. 
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Moreover, the author encountered significant challenges during the interviews with 

Chinese junior high school EFL students. Even a{er the interview quesSons were revised 

based on the pilot study to increase engagement, the parScipants sSll struggled to fully 

comprehend the concept of language mindset, which hindered the collecSon of valuable 

data. In this case, interviews might not be an appropriate method to explore the 

development of language mindsets among young EFL learners. Possibly, the abstract, 

intangible, and complex nature of language mindset might explain why most of the 

mindset research were focused on university students (e.g., Khajavy et al., 2022; Lou & 

Noels, 2017; Mercer & Ryan, 2010; Waller & Papi, 2017) instead of young students. 

Moreover, young learners may lack the self-awareness and communicaSon skills 

required to introspect and discuss their own language learning amtudes and beliefs. 

However, this research indicated that Language Mindsets Inventory (LMI) and other 

quanStaSve measures are applicable and valid among Chinese junior high school EFL 

students.  

 

6.3. Alterna5ve Research Agenda of Language Mindsets 

As menSoned in 5.1., growth language mindset is a significantly posiSve predictor of 

Chinese junior high school EFL learners’ L2 achievement in this study. In other words, 

the more these learners believe in their ability to improve their language skills through 

effort, the higher their actual language achievement is likely to be. However, the 

reflecSons of Student C suggested that the ulSmate goal of fostering growth language 

mindsets should be to create a well-rounded language learner who is not only 

academically successful but also confident, engaged, culturally aware, and willing to use 

the language in various contexts. Although few studies have invesSgated language 

mindsets in relaSon to language anxiety (Lou & Noels, 2020a; 2020b) and mindsets in 

associaSon with psychological well-being (Zeng et al., 2016) and self-efficacy (Bai & 

Wang, 2020), limited studies have examined the relaSonship between language 

mindsets and other outcome variables such as personal development, engagement, 

well-being, WTC, posiSve emoSons, self-efficacy, metacogniSon, and life-long learning. 

Future research should aim at taking a holisSc approach that encompasses several key 

areas to truly enrich learners’ language learning experience. 
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6.4. Limita5ons and Future Direc5ons 

Some limitaSons of this study should be addressed in future studies. First, since this was 

a small-scale study led by an individual student, the sample (N=69) might not be large 

enough for generalizaSon. The results of this study should be replicated drawing upon a 

larger and more comprehensive sample of students and schools located in other regions 

of China or countries around the world. In addiSon, most of the exisSng mindset 

research have been placed its focus on EFL learners, and future studies should also 

involve learners learning a second/foreign language other than English from different 

age groups, educaSonal levels, and ethnolinguisSc contexts.  

 

Second, due to Sme constraints, the current study adopted a cross-secSonal design, 

which limited the ability to track the evoluSon of learners' language mindsets and 

related constructs in response to teaching and parenSng strategies. To gain a deeper 

understanding of the contextual influence on language mindsets and their interplay with 

L2 development, including willingness to communicate (WTC) and language proficiency 

outcomes, longitudinal and experimental studies are essenSal. Future studies could also 

evaluate the likely interacSve relaSons between language apStude, language mindsets, 

and language performance. Such an invesSgaSon would offer valuable insights into the 

origins and development of growth language mindsets, as well as the mechanisms by 

which the mindset system operates as a whole.  

 

Third, the current study exclusively examined the impact of parents' mindsets on EFL 

learners’ language mindsets, without considering the potenSal effects of instructors' 

language mindsets. The raSonale was that learners' percepSons of teaching pracSces 

within the classroom may be more immediately apparent and credible than teachers' 

self-reported language mindsets and pracSces. Nonetheless, by incorporaSng the 

possible influence of instructors' language mindsets, future research could reveal the 

consonances or dissonances between instructors' and students' language mindsets, as 

well as the convergence or divergence between instructors' language mindsets and the 



 66 

teaching pracSces as they are perceived by learners. Finally, with the excepSon of 

English test scores, the data were obtained based on self-report measures, indicaSng 

that the current results are more or less open to the effects of social desirability. To 

miSgate this, classroom observaSons might be considered in future research to validate 

the construct of perceived classroom social climate and classroom goal structure.  

 

6.5. Final Remarks 

Considering the advantages for L2 development, it is crucial to help learners develop 

growth language mindset, which can direct them to set learning goals and assist them 

in viewing mistakes and failure more posiSvely as chances to enhance their abiliSes. 

Beyond the points covered in the preceding chapter, educators, school administrators, 

and policymakers should also take iniSaSves to foster growth language mindset among 

students. For instance, policymakers could design a comprehensive and balanced 

curriculum that equally emphasizes all language skills, including reading, wriSng, 

listening, and speaking. This holisSc approach should be reflected in the syllabus and 

assessment criteria. In other words, assessment should move away from an exclusive 

focus on reading and wriSng and be aimed at evaluaSng students across all language 

skills including but not limited to oral presentaSons, group discussions, and interacSve 

listening exercises.  

 

Given that language mindsets are dynamic and shaped by learners' language learning 

experiences, future studies should focus on the ecological acquisiSon of these beliefs 

from various sources. Sociocultural systems significantly influence people's language 

learning beliefs at a macro-social level. Simultaneously, interpersonal relaSonships with 

key stakeholders in learners' lives can also shape their language mindsets. It is crucial to 

explore how societal factors beyond the classroom impact language mindsets and how 

these mindsets can predict both linguisSc and non-linguisSc outcomes. For instance, the 

relaSonship of internaSonal students with the target language community may affect 

their language beliefs, subsequently influencing their language learning and adjustment 

processes. Learners' language mindsets are influenced not only by their sociocultural 
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environment and interpersonal interacSons but also by individual factors such as their 

language apStude. Moreover, future research should examine the interplay between 

language mindsets and other individual factors such as moSvaSon and learning 

strategies to gain a holisSc understanding of the psychological dynamics in language 

acquisiSon. 

 

While there is sSll much research that needs to be done to fully understanding the 

intricate relaSonships that form students’ mindsets and how these mindsets influence 

learning, this dissertaSon achieves several key contribuSons in the field of language 

learning and educaSon, parScularly in the context of EFL among Chinese junior high 

school students. Overall, this dissertaSon's originality lies in its ecological approach to 

understanding the complex dynamics of language mindsets, its focus on a specific and 

understudied populaSon, and its emphasis on the role of the immediate learning 

environment and family context in shaping language learning beliefs and outcomes. It 

recognizes the complex nature of language mindsets and adopts an integraSve approach 

to trace their roots, taking into account the interplay of diverse systems such as teaching 

pracSce, peer interacSons, parenSng, individual difference, and broader cultural 

impacts. The expansion of the focus beyond language teachers is crucial for enriching 

learners’ language learning journey and its results through an inclusive approach 

involving all stakeholders. Furthermore, by employing a mixed-methods approach, the 

dissertaSon presents a well-rounded perspecSve on the factors influencing language 

mindsets, offering both staSsScal evidence and in-depth personal narraSves. 
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agreed to take part in a research study investigating the language mindsets of Chinese junior school EFL 
children and the impacts of teachers, classroom climates, and parents on their language mindsets. We would 
like to invite your child to be part of this research. We very much hope you would like your child to take part, 
but before you decide, it is important that you understand why the research is being done and what it will 
involve.  

 

Why is this research being conducted? 

Language mindsets are domain-specific beliefs about whether the ability to learn languages is malleable or 
not. Language mindsets are argued to be important because they have implications for how people 
respond to adverse situations, namely, persistence and resilience. For example, children with fixed 
mindsets are more likely to experience fear of failure, helplessness, and anxiety, and these behavioral 
intentions also predict students’ learning strategies, willingness to communicate, use of L2, and 
achievement in language courses and standard exams. Therefore, investigating influencing factors and 
mechanisms of language mindset has become an active domain in second language acquisition and 
language education. This research aims to study the impacts of teachers, classroom climates, and parents’ 
impacts on EFL learners’ language mindsets and draw implications for creating an optimal language 
learning environment with the best academic and emotional supports from teachers and parents.  

 

Why has my child been invited to be involved in this research? 

We are inviting your child to take part because they are junior school EFL students, aged between 14 and 
16, attending Chengdu Jinniu Experimental Middle School. We are inviting 80s children to take part. 

 

Does my child have to be involved? 

No.  You can ask questions about the research before deciding whether to allow your child to participate. If 
you do agree to participation, you may withdraw your child at any time, without giving a reason and 
without any effect on their education, by advising the school or researchers of this decision.  The deadline 
by which you can withdraw any information they have contributed to the research is 1st June 2024. After 
receiving a withdrawal request, the researcher will identify what can be destroyed and what needs to be 
kept. As a rule, all data/documents/artefacts that can still be identified to the participant should be 



 78 

 

AP25 Participant Information Sheet v4.9   Page 2 of 4 

destroyed. However, the data can’t be withdrawn once it has been anonymised. If your child is not involved 
in the research, they will receive alternative provision of equivalent educational value. 

 

What will happen if my child takes part? 

• The online questionnaire will take you around 5-10 minutes, and the voluntary follow-up online 
interview will last for 20-30 minutes. 

• The link of the online questionnaire will be posted in the Classroom WeChat Group, and it is 
suggested to be finished at home with your supervision. 

• The follow-up interviews will be conducted via Microsoft Teams, and please ensure that you have 
downloaded this app.  

• If your child is happy to participate, please give your consent at the end of the online questionnaire. 

 

What are the possible disadvantages and risks in taking part? 

No identifiable data will be collected such as participants’ name, contact number, and email address in the 
quantitative study. Students who are willing to take part in the follow-up questionnaires will be required to 
note down their names for me to reach out. However, their names will not be presented in the research 
outputs. During the report, they will be pseudonymised, and some representative answers might be reported.  

 

Are there any benefits in taking part? 

There will be no direct or personal benefit to you from taking part in this research. However, students can 
have a deeper understanding of mindset and the power of trust, which might support them in future study 
with more resilience and self-efficacy. In addition, based on the correlation analysis between parents’ and 
students’ language mindset, you can also obtain important messages about parental influence and might 
would like to be more careful about your children’s educational development. 

 

What information will be collected and why is the collection of this information relevant for achieving the 
research objectives? 

Researchers will ensure all other data collected in the research has identifying information removed as soon 
as possible after collection.  Audio and/or video recordings, notes, and all other data will be stored in 
University OneDrive.  At the end of the research, recordings will be erased.  The research, her supervisor, and 
probably the research teams and technical/ IT support will have access to the research data. 

In detail, 

Questionnaire data: The data will be gathered through Qualtrics, which indicates that it will be automatically 
online. The data will be transferred to SPSS for analysis and stored in University OneDrive. Also, the laptop 
will be protected with strong passwords. The questionnaire data will be deleted in the Qualtrics, SPSS, and 
OneDrive 3 months after the release of dissertation marks. 

Audio recordings: The audio recordings will be transcribed by FeiShu (an app, using my personal account) 
and stored in University OneDrive. Once the transcription is finished and check, the history in FeiShu will be 
deleted permanently. 

The researchers will retain Consent forms for 3 years after submission of the dissertation. 

Regular summaries of our findings will be given to the school and will be available to interested families.  I 
will not identify the school, teacher or any students in any reports of the research. 

 

Will the research be published?  Could my child be identified from any publications or other research 
outputs? 

The findings from the research will/may be written up [please describe - e.g. in a thesis, dissertation, 
academic publications, conference presentations, a report commissioned by an external organisation, 
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websites, videos etc.]  Explain whether it will be possible for participants to be identifiable from the outputs 
and clarify whether they have a choice about this. 

NB: For doctoral students or other qualifications where a thesis or dissertation needs to be deposited in the 
Oxford University Research Archive, include the following: A copy of my thesis/ dissertation will be deposited 
both in print and online in the Oxford University Research Archive where [it will be publicly available to 
facilitate its use in future research/ its access will be restricted]. 

 

Data Protection 

The University of Oxford is the data controller with respect to your personal data, and as such will 
determine how your child’s personal data is used in the research. 

The University will process your child’s personal data for the purpose of the research outlined above.  
Research is a task that we perform in the public interest. 

Further information about your rights with respect to your personal data is available from 
https://compliance.web.ox.ac.uk/individual-rights. 

 

Who has reviewed this research? 

This research has received ethics approval from a subcommittee of the University of Oxford Central 
University Research Ethics Committee. (Ethics reference: EDUC_C1A_23_342). 

Include details of any other reviews, e.g. from another UK University, or a local ethics committee if the 
research is taking place overseas. 

 

Who is organising and funding the research? 

Give details of the organiser (named researcher at Oxford University) and funder. 

 

Who do I contact if I have a concern about the research, or I wish to complain? 

If you have a concern about any aspect of this research, please contact Lingxi Peng at 
lingxi.peng@kellogg.ox.ac.uk or Heath Rose at heath.rose@education.ox.ac.uk. and we will do our best to 
answer your query. we will acknowledge your concern within 10 working days and give you an indication of 
how it will be dealt with. If you remain unhappy or wish to make a formal complaint, please contact the Chair 
of the Research Ethics Committee at the University of Oxford who will seek to resolve the matter as soon as 
possible: 

 

Chair, Social Sciences & Humanities Interdivisional Research Ethics Committee; Email: 
ethics@socsci.ox.ac.uk; Address: Research Services, University of Oxford, Boundary Brook House, Churchill 
Drive, Headington, Oxford OX3 7GB 

OR 

[only for applications reviewed by a Departmental Research Ethics Committee (DREC)] Chair, [insert 
relevant Departmental Research Ethics Committee name]; Email: [insert relevant departmental research 
ethics committee email address and postal address] 

 

What should I do next? 

Please fill in the enclosed form and return it to your child’s class teacher if you would/would not like your 
child to take part in this research. Please remember that you may withdraw your child at any time, without 
affecting their education and without giving a reason, by notifying the researcher. 
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Further Information and Contact Details 

Lingxi Peng 

Department of Education 

University of Oxford 

15 Norham Gardens 

Oxford, OX2 6PY 

Lingxi.peng@kellogg.ox.ac.uk 
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Informa5on Sheet for Student 

 

  

Department of Education 
University of Oxford 
15 Norham Gardens 
Oxford, OX2 6PY 
Phone: +44 (0) 1865 274024 
 
Heath Rose  
heath.rose@education.ox.ac.uk  
Lingxi Peng (MSc Student) 
Oxford University email address: lingxi.peng@kellogg.ox.ac.uk 
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An Investigation into English as a Foreign Language (EFL) Learners’ Language Mindset: The Case of 
Chinese Junior High School Students 

 
INFORMATION SHEET FOR STUDENTS AGED 11 TO 15 YEARS 

 
Central University Research Ethics Committee Approval Reference: EDUC_C1A_23_342 

 
 
We are inviting you to join in a research study.  My name is Lingxi Peng and I study at the University of Oxford 
in the Department of Education. 

Before you decide if you would like to join in, it’s important to understand what the research is about, why I’m 
doing it and what it would involve for you.  Please read and think about this leaflet carefully. Please feel free to 
talk to your family, friends, or the researcher about it if you want. 

If anything isn’t clear or you have more questions you can ask your parent/guardian to give us a call and we can 
discuss it with you and your parent/guardian. 

 

Why are we doing this research? 

Language mindsets are people's beliefs about how easily they can learn languages. These mindsets matter 
because they affect how people deal with tough situations, like continuing to try hard and not giving up. For 
instance, kids who think language skills can't change often feel scared of failing, helpless, and anxious. These 
feelings can also influence how they learn, their eagerness to talk, use of a second language, and how well they 
do in language classes and tests. There's a lot of interest in studying what affects these language mindsets, 
especially in learning second languages and in language teaching. This research looks into how teachers, the 
classroom environment, and parents influence students' beliefs about learning languages. It also explores ways 
to make the best learning environment with strong support from teachers and parents, both academically and 
emotionally. 

 

 

Why have I been invited to take part? 

This research will pay special attention to Chinese junior school EFL students because they are highly 
vulnerable for low confidence and demotivation in terms of the highly performance-oriented culture of 
secondary school. You are identified as a potential participant because you are a final-year junior school aged 
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around 14-16 who will take the approaching high-stake national examination. In addition, approximately 80s 
students will be recruited to participate in this study.  

 

Do I have to take part?  

No - It is up to you to decide if you want to take part in this research.  You are free to stop taking part at any 
time during the research without giving a reason by telling your teacher, the researcher or your 
parent/guardian.  You do not have to say why and this will not affect your education. 

If you decide to stop, no one will be upset with you. 

If you do not wish to join in, you will be asked to answer a questionnaire and a follow-up interview if you wish. 

 

What will happen if I take part in the research?  

• The online questionnaire will take you around 5-10 minutes, and the voluntary follow-up online 
interview will last for 20-30 minutes. 

• The link of the online questionnaire will be posted in the Classroom WeChat Group, and it is suggested 
to be finished at home. 

• The follow-up interviews will be conducted via Microsoft Teams, and please ensure that you have 
downloaded this app.  

• If you are happy to participate, please give your consent at the start of the online questionnaire. 

 

What are the possible disadvantages and risks in taking part? 

No identifiable data will be collected such as your name, contact number, and email address in the quantitative 
study. Students who are willing to take part in the follow-up interviews will be required to note down your names 
for me to reach out. However, your names will not be presented in the research outputs. During the report, you 
will be pseudonymised, and some representative answers might be reported.  

 

Are there any benefits in taking part? 

There will be no direct or personal benefit to you from taking part in this research. However, you can have a 
deeper understanding of mindset and the power of trust, which might support you in future study with more 
resilience and self-efficacy.  

 

What information will be collected and what happens to the results of the research? 

Results are kept strictly confidential, and only the people doing the research, or helping with the research, can 
look at the data.  Only a number will be used to identify you, and all information and results are kept in 
password-protected computer in the University.  Your audio recordings will be securely stored encrypted.  
Researchers will change the names of your school, teacher, and all the students when we write about the 
research.  No one will know that you have taken part unless you tell them yourself. 

The findings from the research will/may be written up in a dissertation. No identifiable information will be 
presented in the research outputs unless you are willing to present your name.  

If we want to use the information for anything else, we will ask your permission.  At the end of the research, 
we will write to your school about what was discovered.  You are welcome to read this if you are interested. 
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All research data and records will be stored for 3 years after publication or public release of the work of the 
research.  Third parties may be given access to research data for monitoring and/or audit of the research, or for 
data storage purposes. 

 

Data Protection 

The University of Oxford is the data controller with respect to your personal data, and as such will determine 
how your personal data is used in the research. 

The University will process your personal data for the purpose of the research outlined above.  Research is a 
task that we perform in the public interest. 

Further information about your rights with respect to your personal data is available from 
https://compliance.web.ox.ac.uk/individual-rights. 

 

Will anyone else know I'm doing this?  

We will keep your information private.  This means we will only tell those who have a need or right to know, 
such as the research team and your parent/guardian.  We will only share information that has your name and 
address removed. 

 

What if I don’t want to take part in the research anymore? 

Just tell your parent/guardian and the people carrying out the research that you don’t want to take part.  You 
don’t have to give a reason and no one will be annoyed with you. It is YOUR choice. 

 

Who is organising and funding the research? 

This research will be conducted by Lingxi Peng, a MSc student on Applied Linguistics and Second Language 
Acquisition at the University of Oxford and be supervised by Heath Rose. No fundings are applicable.  

 

Who has reviewed the research? 

This research has received ethics approval from a subcommittee of the University of Oxford Central University 
Research Ethics Committee. (Ethics reference: EDUC_C1A_23_342). 

 

What do I do now? 

Please tell your parents, guardians and/or teacher whether you are happy to take part. 

 

What if there is a problem or something goes wrong? 

Please tell us if you are worried about any part of this research, by contacting the researcher 
lingxi.peng@kellogg.ox.ac.uk. You may also talk to your teacher/parent/guardian who will let the researcher 
know.  If you are still unhappy or wish to make a complaint, either you or your teacher/parent/guardian can 
contact the chair of the Research Ethics Committee at the University of Oxford: 

Chair, Social Sciences & Humanities Interdivisional Research Ethics Committee; Email: ethics@socsci.ox.ac.uk; 
Address: Research Services, University of Oxford, Boundary Brook House, Churchill Drive, Headington, Oxford 
OX3 7GB 
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OR 

[only for applications reviewed by a Departmental Research Ethics Committee (DREC)] Chair, [insert relevant 
Departmental Research Ethics Committee name]; Email: [insert relevant departmental research ethics 
committee email address and postal address] 

 

Further Information and Contact Details 

Lingxi Peng 

Department of Education 

University of Oxford 

15 Norham Gardens 

Oxford, OX2 6PY 

Lingxi.peng@kellogg.ox.ac.uk 

 

 

Thank you for reading – please ask me any questions. 
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Consent Form 

 

Department of Education 
15 Norham Gardens, Oxford OX2 6PY  

 

 
Heath Rose 
Direct Line: 01865274033 
E-Mail: heath.rose@education.ox.ac.uk 
https://www.education.ox.ac.uk/people/heath-rose/ 

 

AP25 Participant Consent Form, version 3.1, February 2023 

PARENT/GUARDIAN CONSENT FORM 
CUREC Approval Reference: EDUC_C1A_23_342 

 

The role of teachers, classroom climates, and parents on Chinese junior school English as Foreign 
Language (EFL) learners' language mindsets 

 

• Your child’s school has agreed to take part in a study run by the University of Oxford looking at the language 
mindsets of EFL children and the impacts of teachers, classroom climates, and parents on their language 
mindsets.  

• If your child takes part, a researcher would come and visit them at school for interviews.  

• To find out more about the study, please read the attached information sheet. You can e-mail me at 
lingxi.peng@kellogg.ox.ac.uk if you have any questions. 

• If you are happy for your child to take part, please fill in the form below and return it to your child’s class 
teacher as soon as possible. 

- - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - 
 
 
Name of child:            
   Forename   Surname  
 

Name of school:        

I have read and understood the details of the above study, and have had the opportunity to ask questions and 
discuss the study with others. I have received satisfactory answers to my questions. I understand that the 
project has received ethics clearance through the University of Oxford’s ethical approval process for research 
involving human participants, and I understand who will have access to the data, how it will be stored and what 
will happen to the data at the end of the study. I understand that participation is voluntary and that my child and 
I are free to withdraw at any time, without giving any reason and without my child’s education being affected in 
any way. I understand how to raise a concern or make a complaint. 
 
If applicable: 
 

I agree for my child to be audio recorded Yes  No  

I understand how audio recordings / videos / photos will be used in research outputs Yes  No  
 
 
 
I give permission for my child to take part in the above study. 
 
Name of parent/guardian:        
 
Signature:         Date: dd / mm / yyyy 
 
Name of researcher:        
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Appendix B 

hRps://oxfordeducaSon.eu.qualtrics.com/jfe/form/SV_08JS4m5BrP6gK3A 

 

 

AP25 Participant Consent Form, version 3.1, February 2023 

 
Signature:         Date: dd / mm / yyyy 
 
If you would like to receive an annual newsletter summarising our research, please fill in your address:  
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Appendix C 

在我们的日常生活中，我们经常能听到两种声音，一种是语言学习能力是与生俱

来的，可好可坏，一种是语言学习能力是后期可以通过自己的努力培养的，请问

你如何看待这两种不同的声音呢？ 

 

其实，在语言学中，有一个叫做language mindsets的概念即语言学习心态，指的

是个体对自己语言能力的信念，即成长型心态（growth mindset）与固定型心态

（fixed mindset）。持有成长型语言心态的人相信，他们可以通过努力和策略来

学习、发展和提高自己的语言能力，而持有固定型语言心态的人则认为他们的语

言能力是一种天生的特质，无法改变；他们要么擅长语言，要么不擅长。 

 

刚刚你已经涉及到了你对此的看法，请问能谈谈你自己的语言学习心态吗？ 

 

那你觉得你现在的语言学习心态是怎么形成的呢？ 

*我可以给你提供几个维度来思考，比如老师，同学，家长，和主流文化的影

响，你也可以从其他维度来回答这个问题。 

 

In our daily lives, we o{en hear two voices. One is that language learning ability is innate, 

which can be good or bad. The other is that language learning ability can be culSvated 

through one's own efforts later on. How do you view these two different voices? 

 

In fact, in applied linguisScs, there is a concept called "language mindsets," which refers 

to an individual's belief in their own language ability, that is, a growth mindset versus a 

fixed mindset. People with a growth language mindset believe that they can learn, 

develop, and improve their language ability through effort and strategy. On the other 

hand, those with a fixed language mindset believe that their language ability is an innate 

trait that cannot be changed; they are either good at languages or they are not. 

 

You have just touched upon your own views on this. Can you talk about your own 

language mindset? How do you think your current language mindset was formed?  

 



 88 

*I can provide you with several dimensions to consider, such as the impacts of teachers, 

classmates, parents, and mainstream culture, or you can also answer from other 

dimensions. 

 

Appendix D 

 

 

 

 

Variable Mean Std. Deviation Correlation with Students' Language Mindsets Beta t-value Sig.
Students' Language Mindsets 4.5168 1.07573 - - -
Teacher Emotional Support 4.5682 1.16812 .727** 0.411 2.055 0.044
Teacher Academic Support 4.9105 1.00354 .715** 0.278 1.4 0.166
Classroom Mutual Respect 5.09 0.97396 .642** -0.061 -0.303 0.763
Task-Related Interaction 4.9594 1.12703 .622** 0.162 0.956 0.343
Note: Correlation is significant at the 0.01 level (1-tailed).




