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Abstract: This cross-sectional study conducted to develop a model for predicting academic achievement of university
students by investigating the relationship between teaching skills, academic emotions (positive and negative), and
academic stress associated with Mindset (growth and fixed) using structural equation modeling. The statistical
population consisted of 360 students of the Islamic Azad University of Hamedan who were selected randomly using a
relative stratified method. The study was descriptive and correlational. The data were analyzed by SPSS version 25 and
SmartPLS version 3.2.8. First, the validity of the model was estimated using Cronbach's alpha, composite reliability,
convergent validity, and divergent validity; then, the coefficient of determination, effect size, and Stone-Geisser criterion
were calculated for evaluating the structural model. The results showed that the validity and adequacy of the suggested
model were suitable. Thus, it could be used in different situations by experts in related areas. The relationship between
growth Mindset and academic achievement was significant; growth Mindset moderated the effect of negative emotion
and stress on academic achievement the crucial role of professor skills in the academic achievement of students was
confirmed directly or through its effect on positive emotion. The effect of teaching skills was not significant on the
academic achievement of students with fixed Mindset, while the effect of academic stress confirmed on these students.
Therefore, the identification of students with fixed Mindset and psychological interventions for these students can be
useful in their academic achievement and their mental health.

Keywords: Teaching skill, academic emotion, academic stress, mindset, structural equation modeling, Smartpls,

higher education.

1. INTRODUCTION

Education and promotion of education quality at
various academic and professional levels are one of
the undeniable factors in the development of countries
[1]. Higher education has always been closely
associated with the promotion of sustainability and the
development of human societies [2]. Universities in the
world are already training tens of millions of students to
meet the needs of their people and their countries;
knowledge-based economics is a priority for advanced
countries. Many developing countries have placed
higher education at the top of their policies to meet and
adapt to social demands [3]. Meanwhile, assessment
and prediction of academic achievement as one of the
most critical factors in describing the quality of
education and the extent to which educational goals
are achieved are critical. With the advancement of
psychology, the effects of many environmental and
cognitive factors have been studied on academic
achievement; these studies have led to small and large
changes and modifications in details and some

*Address correspondence to this author at the Department of Psychology,
Faculty of Human Science, Hamadan Branch. Islamic Azad University,
Hamadan, Iran; Tel: 08134481000; Fax: 08134494059;

E-mail: nazariirani@gmail.com

*Co-author E-mail: davod.mirzai@yahoo.com

cases, even in educational organizations in different
countries. The importance of academic achievement, in
addition to its effect on national macroeconomic and
educational policies, is evident, as academic
achievement of students is one of the determinant
factors in the assessment of educational quality [4].

1.1. Teaching Skill

In its report on analysis of workforce skill and
innovation in 2011, the Organization for Economy and
Development (OECD) points out skill as a challenging
concept, which involves skill as merely a combination
of formal education, informal learning, and experience
due to a disagreement of theorists in achieving a single
definition. Like skill, the definition of teaching is a
challenging topic among experts in the field of
education. Some argue that viewpoint of different
scholars about the definition of teaching is not focused
on the search for a single definition; rather than a
theoretical discussion of teaching and its related
subjects, one can speak of a variety of useful teaching
[5]. The role of teachers as the main actors is evident in
the field of education and reformation and the
promotion of the quality of education [6]. The
educational assessment has been the focus of many
educational studies, in Spanish universities, which has
probably attracted the most attention [7]. Almost all
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academic institutions in Spain have set up a new
evaluation system to assess the quality of professors'
activities, the purpose of which is to implement a kind
of teaching and training that accomplishes the following
objectives [7, 8]:

A. Training of professional, social and cultural
requirements in different branches

B. Knowledge Governance in the field of education
C. Development of practical and applied knowledge

D. Problem-solving  skills, teamwork, ethical

orientation in professional work

E. Encouragement of students to self-control and
self-efficacy in learning to institutionalize lifelong
learning in students

F. Application of information and communication
technology and Web facilities, such as scientific
databases, online education, and empowerment
of students to use them effectively.

Hanushek et al. [9] investigated the relationship
between teacher quality and student achievement.

They explained that the teacher cognitive skill is a
significant, and a powerful determinant of the
international gap in student performances. The
importance of well-trained and skilled teachers,
especially in the context of urban high poverty
education settings, becomes even more salient [10].
Unfortunately, many professional development
activities were ineffective in supporting changes in
teachers' practices and student outcomes.

1.2. Academic Emotion

Academic emotion is one of the topics which has
been considered in the last decade. Educational
researchers have examined emotions in educational
settings. Researchers believe that education is full of
emotions process [11] and emotions play an essential
role in the education, learning, and social
communication of students [12]. Emotions are always
present in academic and clinical environments. These
emotions are most likely to influence readiness,
motivation to cope with problems and efforts of
students and even their strategies for apprehension.

Emotions that directly relate to educational
activities or outcomes are defined as academic
emotions [12], motivation to cope with problems and

efforts of students, and even their strategies for
apprehension [13].

Emotions that directly relate to educational
activities or outcomes are defined as academic
emotions [12]. Students experience a wide range of
positive and negative emotions during their studies,
including enjoyment, hope, anxiety, shame, and anger

In this context, some scholars consider emotions as
important factors that explain motivation and academic
success. The results of the studies show that emotions
have a significant effect on education and academic
learning and, in other words, facilitate or prevent
education. In other words, academic emotions
associated with consequences related to the
advancement of academic goals, goal orientation [12],
academic achievement [12], self-regulation and self-
directed learning [13], and perceived behavior control
[11]. Through a study, Pekrun [12] concluded that there
is a significant relationship between positive emotions
such as enjoyment and hope and midterm exam scores
of the students. On the other hand, negative emotions
such as anger, anxiety, shame, hopelessness, and
frustration were negatively related to midterm scores of
students. One of the skills needed for the future
generation of teachers is the ability to teach how to
recognize and control emotions. One of the skills
required for future generations of teachers is the ability
to recognize academic emotions during teaching and
how to control those [15].

1.3. Academic Stress

One student commits suicide per hour [16]. The
most important cause of this disastrous situation is
academic stress [17]. Academic stress refers to the
sense of the need for knowledge and one’s
simultaneous perception that there is not enough time
to acquire knowledge. Pathological factors of these
stresses may include the inability to manage time, the
lack of academic skills of competing with classmates
[18].

Students manifest a series of physical and
psychological responses to stressors [19]. Stress
manifestations include physical injuries, chronic energy
shortages, motivational poverty, headache, digestive
problems, and sleep problems or disorders [20].
Academic stress usually brings poor academic
performance [20, 21].
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1.4. Mindset

One of the successes of psychology is the
development of intelligence tests. Intelligence tests
represent predictive phenomena and are one of the
highly valid instruments are widely used in various
fields, particularly in educational areas [22, 23].
According to the findings of neurologists, the scores
obtained in intelligence tests are related to functional
characteristics of the brain [23-25]. Despite
advertisements about increasing intelligence through
cognitive interventions or mental exercises [24], these
claims are unfounded and myth.

Psychologists and specialists in education have
studied this from another perspective. The implicit
belief of people about the incremental or entity nature
of intelligence plays a fundamental role in the academic
achievement of people [26-28]. The effect of these
beliefs is exhibited in stressful situations and
educational challenges [29]. Do intelligence and talent
are fixed and unchangeable features or can effort
expand them?

According to Dweck [30], the answer that people
give to this question reflects their kind of Mindset.
Based on this, Dwek defines two types of mindset: a)
growth; b) fixed.

The Mindset of people affects their way of
confronting problems and challenges. People with
growth Mindset will probably struggle despite these
obstacles. Those students who believe that mental
abilities are developable features can achieve higher
levels of education during study and overcome more
challenging problems. These people believe that they
can overcome problems by working more and using
more effective strategies. In a fixed mindset, people
believe that their intrinsic qualities, such as intelligence
or talent, are just fixed features and only talent without
effort leads to success. The effect of mindset on
academic achievement has been confirmed by many
studies. People with growth mindset tend to be diligent
and persevering; their goals of learning are for personal
growth and personalization; they have effort skill
strategies to  overcome higher  educational
disadvantages and they believe that achievements can
be made by effort. Recent studies indicate that these
beliefs have a significant effect on academic
achievement [29, 31, 32]. In the area of Mindset
research, the focus has been on the period before the

university and there is a gap in the field of Mindset
research on university students.

1.5. Academic Achievement

Academic achievement is one of the most important
criteria which plays a significant role in examining the
ability of students to complete university education and
graduate. Bussato, Prins, Elshout, and Hamaker [33]
argue that an explanation of academic achievement
has been one of the pivotal issues for educational
psychologists. A set of individual and environmental
factors or cognitive and non-cognitive factors affects
academic achievement. Expanding research and
findings at higher education level rejects any simplistic
thinking to explain academic achievement. Academic
achievement can be measured in a variety of ways,
including the extent to which progress is made in each
of the courses individually, the progress achieved in the
training courses, annual GPA, GPA in an educational
program. Due to its personal and social consequences,
educational progress is one of the essential
educational constructs which are essential in the
education of students.

1.6. Objective

This study tended to develop a model for predicting
the academic achievement of university students by
examining the relationship between teaching skill,
academic emotion (positive and negative), academic
stress and mindset (fixed and growth) by using the
structural equation modeling PLS approach and
hypothesized that. (1) Teaching skills will be associated
with growth and fixed mindset, academic emotion,
academic stress 2) The interactive effects of teaching
skills, academic emotions, stress, and mindset predict
academic achievement in university students.

3) A growth mindset and a fixed mindset have a
significant effect on academic achievement. 4) The
mindset (growth and fixed) would moderate the
relationship between other variables with academic
achievement.

2. MATERIALS AND METHODS

This study was a cross-sectional descriptive
correlation study which was carried out using structural
equation modeling. The statistical population consisted
of students of Islamic Azad University, Hamedan
Branch. An essential question in factor analysis is to
determine the minimum sample size [34,35]. According
to many scholars, a minimum sample size of 200 can
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Figure 1: The suggested model of relationship between teaching skills, academic emotions (positive and negative), academic
stress and mindset (growth and fixed) in predicting academic achievement.

be reasonable [34]. One of the methods used to
determine sample size in PLS-based models is to use
the "10-time" method [36, 37]. The minimum sample
size should be ten times the highest input and output
paths to the latent variable, which has the highest index
in the measurement model. Finally, the sample size of
the present study was 350, which were selected
randomly by the relative stratified method in three
stages.

2.1. Instruments

2.1.1. Teaching Skills

The instrument used to measure the teaching skills
of the professors was developed by Camara, Lopez,
and Huertas [38]. Cronbach's alpha was reported for
teaching method (a = 0.92), lesson guide (a = 0.90),
beliefs and attitudes (a = 0.93), resources (a = 0.91),
and evaluation (a = 0.89) and for the whole
questionnaire (a = 0.91). The scores for this scale
range from "strongly disagree" (1) to "strongly agree”
(5). The instrument consists of 40 items and five
reliable factors: teaching methodology (a = 0.93),
design of the course guide (theory and practice) (a =
0.90), teachers' attitude (a = 0.91), internal coherence
of teaching resources (a = 0.83), and information on
evaluation systems (a = 0.76); A unique point of the
study by Camara et al. (2015) is that the suggested
model is based on the needs of students and their
attitudes about the skills of professors. While many
assessment models based on policies of institutions or
administrations of higher education.

2.1.2. Academic Emotions

The questionnaire developed by Pekrun et al. [39]
was used to calculate academic emotions. Among
academic emotions. The AEQ has three sections, but
only the Class-Related Emotion Scales were used in
our study. The items related to enjoyment and pride
were selected to measure positive emotion and the
factors related to anxiety, shame, and anger were
selected to measure negative emotions.

2.1.3. Academic Stress

Academic stress assessed by Garcia-Ros, Pérez-
Gonzalez & Tomas [40]. The questionnaire measured
academic stress in four different dimensions. We
extracted items related to academic overload and
interaction with classmates. These items are linkage
with sources of academic stress those experienced in
an educational environment. The initial version of the
ASQ used in the study comprised 30 items related to
different potentially stress-producing situations in
education, Students' responses reveal their stress level
in the different school situations on a Likert-type scale
with five response options (1 = "Very low," to 5 = "Very
high").

2.1.4. Mindset

Online Carol Dweck's Mindset instrument scale
Adapted by Corey, Corey, & Muratori [41] used. It
consists of 16 items and two subscales: growth
Mindset and fixed Mindset. Growth Mindset included (4
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items) that measures intelligence and (4 items)
measures talent. Fixed Mindset included (4 items) that
measures intelligence and (4 items) measures talent.
Sample items include: "I do not think | personally can
do much to increase my intelligence" (Entity Self
Beliefs) and "With enough time and effort | think | could
significantly improve my intelligence level" (Incremental
Beliefs).

Youth respond on a 6-point scale: Strongly
disagree, Disagree, Mostly disagree, mostly agree,
Agree, or strongly agree.

2.1.5. Academic Achievement

The overall GPA considered in this study. The GPA
obtained from the head of the department of education
in each faculty by providing permission and student
number.

2.2. Methods

This study was a cross-sectional study conducted
using a Representative Sample. According to official
reports, 25000 students were studying between
2017and 2018 in 3 grades. About 16, 000(64%)
undergraduate students, 8000(33%) students in a
master's degree, and 200(1%) doctoral students were
studying at Hamedan IAU. Accordingly, in the first step,
the subjects were randomly selected according to
educational grade and gender using a relative stratified
method. All teachers agreed to participate in this study,

and they provided enough time for students to
complete questionnaires. In the next stage, 360
questionnaires distributed. The subjects assured that
none of their responses would influence their course
grade and briefed about confidentiality and study
objectives. GPA self-reported by students and used as
a criterion for honesty and verification. In examining
and inserting the data, self-reported GPA did not match
in 10 questionnaires with information obtained from the
Head of Education.

Also, they deleted. Data from 8 participants with
missing  value, removed too. Finally, 342
questionnaires with no outlier were approved. The data
were computerized by SPSS version 25; structural
equation modeling was used to test the model.
SmartPLS version 3.2.8 (the latest versions available)
used. The first step in evaluating PLS-SEM results
involves examining the measurement models.

3. RESULTS

There were no missing values in the assessed
variables, and no imputation method implemented.
Three hundred sixty questionnaires distributed and 18
questionnaires removed after data collection. The
number of data confirmed was 342. In the study of the
demographic characteristics of the participants, 182 of
the male students (58.2 percent) and 160 female
students (47.8 percent) contributed to this study. The
number of 204 students at a bachelor's degree (62 %),

Table 1: The Results of Model Measurement (Convergent Validity)

C.R Ave a Cronbach Vif Factors Construct
0.905 0.655 0.868 2.055 Attitude Teaching Skill
2.451 Evaluation
1.807 Lesson Guide
1.825 Teaching Method
2.075 Resources
0.913 0.84 0.81 1.866 Enjoyment Positive Emotion
1.8 Pride
0.84 0.639 0.716 1.462 Anger Negative Emotion
1.674 Anxiety
1.306 Shame
0.876 0.78 0.718 1.457 Academic Overload Academic Stress
1.5657 Interaction With Classmates
0.95 0.905 0.895 1.856 Intelligence Growth Mindset
1.9 Talent
0.913 0.839 0.809 2.905 Intelligence Fixed Mindset
2.91 Talent
1 1 1 2.451 Gpa ACADEMIC ACHIEVEMENT
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125 people were educated at a master's degree (36 %)
and 13 (1.5 %) at the Ph.D. level.

3.1. Measurement Model Evaluation

To validate the measurement model in PLS,
convergent validity, and divergent validity were used.

3.1.1. Convergent Validity

According to Gefen and Straub [42], convergent
validity shows a significant correlation between a
construct so its indices. For this purpose, composite
reliability and average variance extracted (AVE) used.
The validity and reliability of the constructs and
goodness of the instruments were also evaluated using
Cronbach's alpha. The third criterion of convergent
validity is the factor load value of the observed variable
with its latent variable.

3.1.2. Variance Inflation Factor

One of the crucial assumptions in structural
equation modeling is the lack of collinearity between
independent variables. None of the independent
variables should have a linear relationship with each
other. A co-linear relationship indicates that an
independent variable is a linear function of other
independent variables. If collinearity is high, it means
that there is a high correlation between independent
variables; thus, the model is not highly valid despite the
high coefficient of determination (Table 1).

3.1.3. Divergent Validity

Divergent validity is the third criterion for fitting the
measurement models in PLS. Divergent validity
measures the degree of correlation of questions and
factors of a latent variable with other uncorrelated
latent variables. Hetrotrait-Monotrait coefficients were
used to examine divergent validity [42]. The HTMT
values which are <0.85 indicate divergent validity in the
model [43]. According to Tables 1 & 2, the reported
convergent and divergent validity were suitable.

Table 2: HTMT (Hetrotrait-Monotrait) Values

3.2. Structural Model

For the final results computations and assessments,
using a large number (5,000) of bootstrap subsamples.
Bias-Corrected and Accelerated Bootstrap procedure
applied in two tale type with 0/05 significance level.

3.2.1. Coefficient of Determination, Stone-Giesser
Factor and Effect Size

The coefficient of determination, R® (squared
coefficient of correlation) is a measure that represents
the extent of variation in each of the dependent
variables of the model and is explained by independent
variables. The R? value is presented only for
endogenous variables of the model, and it is equal to
zero for exogenous constructs. The higher the R? value
of the endogenous constructs of the model, the better
the fit of the model. Chen [45] introduced three values
of 0.19, 0.33, and 0.67 as a weak, medium, and robust
values for fitting the model. The next criterion for
examining the structural model in Q°. This criterion,
which was suggested by Stone [47] and Geisser [48],
determines the prediction ability of the model
independent variables. They believe that models of
which the structural part is acceptably fitted should
have the ability to predict indices related to
endogenous constructs of the model. This means that if
the relationships between constructs of a model are
appropriately defined, the constructs will be able to
have an adequate effect on indices of each other, and
thus the hypotheses are correctly confirmed. The
results show the adequate ability of the constructs in
the predictive power of indicators. Table 3 reports R?
and R? adjusted and Q° values.

Figure 2 included an effect size coefficient.
According to Cohen [49] f values above 0.35, 0.15,
and 0.02 can be regarded as reliable, moderate, and
weak, respectively. All paths whose effect size less
than 0.15 deleted. The final model, including paths

Variable Ac.ademic Academic Fixed Mindset G.rowth Negat.ive Posit.ive
achievement stress Mindset emotion emotion
Academic stress 0.503
Fixed mindset 0.646 0.572
Growth mindset 0.632 0.625 0.604
Negative emotion 0.544 0.662 0.687 0.544
Positive emotion 0.609 0.511 0.507 0.764 0.433
Teaching skills 0.715 0.776 0.663 0.817 0.661 0.711
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Table 3: R?and R? Adjusted and Q° Values

R Square R Square Adjusted Q?
Academic Achievement 0.764 0.762 0.622
Academic Stress 0.742 0.74 0.661
Fixed Mindset 0.716 0.715 0.517
Growth Mindset 0.742 0.74 0.625
Negative Emotion 0.515 0.513 0.486
Positive Emotion 0.479 0.477 0.511

Negative
Emotion

Mindset

903

0.408

0.815

0.863

Positive
Emotion

GPA

0.903
0.862 1.000—]

r 3
Academic
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Figure 2: Effect size (C.R value in circle).
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Figure 3: Final model (path coefficients).

whose effect size was significant, was confirmed
according to Figure 3 for all the criteria considered.

3.3. Fitting the Model in SmartPLS

A value less than 0.10 or of 0.08 (in a more
conservative version) is considered a good fit. Henseler

et al. [44] introduce the SRMR as a goodness of fit
measure for PLS-SEM that can be used to avoid model
misspecification. ¥ SRMR<0.08 [44] shows an
acceptable fit of the model, and SRMR<0.05 indicates
the optimal fit of the model. In this study, SRMR=0.045.
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Table 4: Moderator Effect of Mindset (Growth, Fixed)

Independent Variable Moderator Variable Dependent Variable T Statistics P Value
Teaching Skills Fixed Mindset Academic Achievement 5.926 0.001
Positive Emotion Fixed Mindset Academic Achievement 7.161 0.001
Academic Stress Growth Mindset Academic Achievement 7.151 0.001
Negative Emotion Growth Mindset Academic Achievement 6.354 0.001

Table 5: The Specific Indirect Effects
Specific Indirect Effects T-Statistics P-Value

Academic Stress — Growth Mindset — Academic Achievement 2.995 0.01

Teaching Skills — Academic Stress — Fixed Mindset — Academic Achievement 2.815 0.01

Negative Emotion — Growth Mindset — Academic Achievement 3.11 0.01

Teaching Skills — Negative Emotions — Fixed Mindset — Academic Achievement 3.075 0.01

Teaching Skills — Academic Stress — Fixed Mindset — Academic Achievement 2.815 0.01

Teaching Skills — Fixed Mindset — Academic Achievement 3.98 0.001

Negative Emotion — Growth Mindset — Academic Stress 9.16 0.001

Teaching Skills — Negative Emotion — Academic Stress — Fixed Mindset 8.856 0.001

Positive Emotion — Academic Stress — Fixed Mindset 3.902 0.001

To test the moderating influence of Mindset (growth these findings, psychological and counseling

and fixed), we followed a mediation analyze in smart
pls. We, individually, applied a bias-corrected
bootstrapping is considered a powerful method to
detect mediation [50]. A statistically significant indirect
effect, listed as Table 4, (t-value > 1.96, two-tailed, p <
0.05) should be taken as an evidence for mediation.

4. DISCUSSION AND CONCLUSION

This study tended to investigate the relationship
between the teaching skills of professors, academic
emotions of students, academic stress and mindset,
and their contribution to predicting academic
achievement in higher education with designed four
hypothesizes. To the best of our knowledge, this study
marks the first Smartpls model that has been
suggested to include all of these variables in higher
education. Indices related to the measurement model
and structural model were suitable, which indicates the
validity and reliability of the instruments and the final
model hypothesis (1&2) — the strong effect of teaching
skills on academic emotions. The effect of teaching
skills and positive emotions on students with a negative
mindset was not confirmed. Meanwhile, the effect of
teaching skills and positive emotions was considerably
significant on students with a growth mindset. Given

interventions can consider as an essential requirement
for those students with a negative mindset.

In analyzing relationships between variables
through the moderating effect of growth and fixed
mindset (hypothesis 3) on academic achievement, the
moderating effects of a fixed mindset on relationship
between teaching skills and positive emotion on
academic achievement were significant. It can highlight
the importance of a fixed mindset on academic failure
and urgent needing counseling intervention in a fixed
mindset to success in academic assignments.

Moderator influences the growth mindset in the
relationship between academic stress and negative
emotion on academic achievement was confirmed. It is
consistent with Aditomo [51]. Aditomo examined the
effect of emotions on academic achievement through
the growth mindset and revealed the critical role of the
growth mindset as a buffer against negative emotions.
On the other hand, negative emotions were highly
effective on a fixed mindset; simultaneously, a
significant relationship reported with academic stress
Growth mindset thoughts can be applied as a coping
strategy to relief academic stress and well-being.
Resilience and academic tenacity of students with
growth are higher in confronting challenges.
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The mindset can predict achievements. Claro and
Loeb [52] confirmed the effect of growth Mindset in
prediction academic achievement on Students with
different nationalities and cultures showed that
academic engagement and activities related to learning
could be observed throughout the year in students with
a growth mindset, disregarding cultural and social
contexts. They found that students who were
successful in English literature and Math had beliefs
related to a growth mindset.

The teaching skill effect had significant on academic
stress. Bahadir-Yilmaz [53] revealed that being
criticized by teachers is the highest frequencies
stressors in nursing academic and clinical settings, and
fear of failure is another everyday stressors. He
believed that instructors are responsible for these
stressful situations and suggested a mentoring
programme as a helpful strategy to reduce stress and
helps students cope with unpleasant issues.

A recent study [54] claims that Mindset can reduce
the effect of poverty on student achievement with low
socioeconomic background. As previous stated, skillful
teachers also have the same positive effect.

The relationship between positive emotions and
growth Mindset and negative emotions and fixed
Mindset were respectively significant. it was in
consistent [55] findings that indicated fixed, compared
to growth, emotion beliefs would produce less effort
invested in emotion regulation. Academic stress
predicted fixed Mindset.

According to Beck [56], the wrong beliefs of people
about their abilities can lead to emotional disorders and
pathological outcomes. Accordingly, students with a
fixed mindset need special attention and psychological
interventions, in some cases, to cope with stressful
situations quickly and overcome their shortcomings by
additional effort. Professors, teachers, especially new
teachers, can largely contribute to success and
academic achievement of students by awareness
about academic emotions and using cognitive
approaches in teaching method and education. They
can provide an enjoyable experience of learning by
providing correct feedbacks and supporting the
students. Growth Mindset beliefs can blend in the
curriculum of students in earlier education, and
teachers must be informed about mindset influences.

These characteristics and well
interactions between

organized
teachers and students are

Associated with positive academic student
achievements. Ruzek et al. [57] indicated the role of
Emotionally-supportive  classroom atmosphere in
learning experienced by students. Students reported
they had had more developmentally-appropriate
opportunities to exercise.

Warmth reflects teachers' facilitation of a classroom
environment in  which positive and respectful
interactions occur regularly [58]. Within a warm
classroom  environment, students feel more
comfortable expressing themselves and taking
academic risks [59].

Teachers' skill at fostering warm and emotionally
supportive classrooms and pedagogical strategy is
crucial to high-quality instruction [60] and has been
found to predict increased student motivation and
academic engagement [57, 58].

Pekrun [61] explains the relationship between task-
related positive emotions and learning. Enjoyment can
promote students' flow experiences during learning,
such as deep involvement and complete immersion in
the activity. Positive academic emotions play different
rules in comparison with other emotions. Positive
emotions influence learning by affecting students'
attention, motivation, use of learning strategies, and
self-regulation of learning. On the other hand, the
excitement increases physiological parameters of
arousal, and it follows that student attention is
distracted away from current task performance. As a
high key in Pekrun [61] report, positive emotions that
do not relate to learning can draw attention away and
lower performance, such as a Student falling in love
reducing his/her academic effort. Similarly, deactivating
positive emotions, such as relief and relaxation, do not
necessarily have positive effects. So, teachers can
recognize distracting positive emotion from positive
academic emotion through systematic qualitative and
quantitative  evaluations.  Professors, teachers,
especially, new teachers, can largely contribute to
learning by providing corrective feedback and
supporting the students.

The Growth Mindset beliefs can blend in the
curriculum of students in earlier education, and
teachers must be informed about mindset influences.
Success and academic achievement of students by
awareness about academic emotions and using
cognitive approaches in teaching methods and
education. They can provide an enjoyable experience
of the learning.
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Life-long learning is not only limited in our field and Asq = Academic Stress Questionnaire
development of professional skills, especially when we . . ' '
talk about professors. Attention to new and scientific Aeq = Academic Emotion Questionnaire

psychological findings in education areas and unbiased
acceptance beliefs about findings and similar efforts
across professors can be a start point for Pls = Partial Least Equation
compensation of achievement students’ gap.

Vif = Variance Inflation Factor

SEM = Structural Equation Modeling
ABBREVIATION

Ave = Average Variance Extracted
lauh = Islamic Azad University Hamedan
APPENDIX 1

DOMAIN: Academics OUTCOME: Mindset for Intelligence and talent

MEASURE: Revised Implicit Theories of Intelligence and talent (Self-Theory) Scale.

The following questions are exploring students’ beliefs about their personal ability to change their intelligence and talent level. There are no
right or wrong answers. We are just interested in your views. Using the scale below, please indicate the extent to which you agree or disagree
with the following statements.

S.trongly Disagree Mostly Mostly Agree Strongly

disagree disagree agree agree
1. I don’t think | personally can do much to o o o o o o
increase my intelligence. 1 2 3 4 5 6
2. | can learn new things, but | don’t have the o o o o o o
ability to change my basic intelligence. 1 2 3 4 5 6
3. My intelligence is something about me that | o o o o o o
personally can’t change very much. 1 2 3 4 5 6
4. To be honest, | don't think | can really change o o o o o o
how intelligent | am. 1 2 3 4 5 6
5. With enough time and effort | think | could o o o o o o
significantly improve my intelligence level. 1 2 3 4 5 6
6. | believe | can always substantially improve on o o o o o o
my intelligence. 1 2 3 4 5 6
7. Regardless of my current intelligence level, | o o o o o o
think | have the capacity to change it quite a bit. 1 2 3 4 5 6
8. | believe | have the ability to change my basic o o o o o o
intelligence level considerably over time. 1 2 3 4 5 6
9. I don’t think | personally can do much to o o o o o o
increase my Talent. 1 2 3 4 5 6
10. | can learn new things, but | don’t have the o o o o o o
ability to change my basic Talent. 1 2 3 4 5 6
11. My Talent is something about me that | o o o o o o
personally can’t change very much. 1 2 3 4 5 6
12. To be honest, | don't think | can really o o o o o o
change how intelligent | am. 1 2 3 4 5 6
13. With enough time and effort | think | could o o o o o o
significantly improve my Talent level. 1 2 3 4 5 6
14. | believe | can always substantially improve o o o o o o
on my Talent. 1 2 3 4 5 6
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15. Regardless of my current Talent level, | think o o o o o o
| have the capacity to change it quite a bit. 1 2 3 4 5 6
16. | believe | have the ability to change my o o o o o o
basic Talent level considerably over time. 1 2 3 4 5 6

APPENDIX 2. ACADEMIC ACHIEVEMENT

The following questions pertain to feelings you may experience. Please indicate how you feel, typically, before you go to class.

1 2
Strongly

Disagree

4 5
Strongly
Agree

The following questions pertain to feelings you may experience DURING class. Please indicate how you feel, Typically, during class.

During Class

34.
35.

36.
37.
38.
39.

40.

| get excited about going to class.

It's pointless to prepare for class since | don’t understand the
material anyway.

Even before class, | worry whether | will be able to understand the
material.

Being confident that | will understand the material motivates me.
| am looking forward to learning a lot in this class.

Because I'm so nervous | would rather skip the class.

| am confident when | go to class.

I wish | didn’t have to attend class because it makes me angry.

| am full of hope.

. Even before class, | am resigned to the fact that | won't

understand the material.

. | am motivated to go to this class because it's exciting.

. I worry whether I'm sufficiently prepared for the lesson.

. My confidence motivates me to prepare for class.

. The thought of this class makes me feel hopeless.

. I worry whether the demands might be too great.

. My hopes that | will be successful motivate me to invest a lot of

effort

. Thinking about class makes me feel uneasy.

. Because I've given up, | don’t have energy to go to class.

. When | think about class, | get queasy.

. | am optimistic that | will be able to keep up with the material.

. | feel scared.

. I'd rather not go to class since there is no hope of understanding

the material anyway.

. 1 am hopeful that | will make good contributions in class.

. | enjoy being in class.

. I worry the others will understand more than me.

. I'm tempted to walk out of the lecture because it is so boring.

. When | say something in class | feel like | turn red.

. | feel frustrated in class.

. Because the time drags | frequently look at my watch.

. | take pride in being able to keep up with the material.

. Because | don’t understand the material | look disconnected and

resigned.

. My enjoyment of this class makes me want to participate.
. | get restless because | can’'t wait for the class to end. | think about

what else | might be doing rather than sitting in this boring class.
After class | start looking forward to the next class.

| am ashamed because others understood more of the lecture than
| did.

I wish | could tell the teachers off.

| am proud of myself.

| am happy that | understood the material.

I'd rather not tell anyone when | don’t understand something in
class.

I am angry.

. I think that | can be proud of what | know about this subject.

. | feel so hopeless all my energy is depleted.

. lam glad that it paid off to go to class.

. Because | take pride in my accomplishments in this course, | am

motivated to continue.

. When | think of the time | waste in class | get aggravated.

. | feel hopeless continuing in this program of studies.

. I would like to tell my friends about how well | did in this course.
. | feel hopeless.

. When | say anything in class | feel like | am making a fool of

myself.

. | gettense in class.

. | get bored.

. I am confident because | understand the material.

. After | have said something in class | wish | could crawl into a hole

and hide.

. | feel anger welling up in me.
. 1 am proud that | do better than the others in this course.
. It's so exciting that | could sit in class for hours listening to the

professor.

. 1 get so bored | have problems staying alert.

. | get embarrassed.

. Thinking about the poor quality of the course makes me angry.
. | start yawning in class because I'm so bored.

. When | make good contributions in class, | get even more

motivated.

. I'm embarrassed that | can’t express myself well.

. | feel hopeless.

. | enjoy participating so much that | get energized.

. | feel nervous in class.

. The lecture bores me.

. Because | get embarrassed, | become tense and inhibited.

. 1 am proud of the contributions | have made in class.

. Because I'm angry | get restless in class.

. I have lost all hope in understanding this class.

. | get scared that | might say something wrong, so I'd rather not say

anything.

. During class | feel like | could sink into my chair.
. I am ashamed.
. Thinking about all the useless things | have to learn makes |

irritated.

. When | do well in class, my heart throbs with pride.

. Because | get bored my mind begins to wander.

. When | talk in class | start stuttering.

. I find this class fairly dull.

. If the others knew that | don’t understand the material | would be

embarrassed.

. When | don’t understand something important in class, my heart

races.
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APPENDIX 3. STRESS QUESTIONNAIRE

N
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Taking exams

Presentations of work in class

Intervening in class (e.g., asking questions, participating in debates)
Dealing with the teacher outside of class (e.g., in homeroom, office visits)
Academic overload (having too many exams and tasks to do)

Lack of time to fulfill all the activities we are asked to do

Competitiveness among classmates

Doing tasks that involve looking for information and writing

The task of studying (e.g., meeting established schedules, level of effort)

. Working with classmates on tasks in class

. Problems or conflicts with teachers

. Problems or conflicts with classmates

. Being able to attend all the classes

. Too much responsibility to fulfill my obligations

. Obtaining high grades in different subjects

. Future academic and professional perspectives

. Choosing subjects in the coming courses

. Getting or keeping a grant to study

. Finishing 10th grade in the stipulated time periods

. Family pressure to obtain good grades

. Lack of support from my teachers

. Keeping up with the academic activities and tasks

. My relationships with my classmates

. Doing things well in all the subjects in the course

. Family discussions and conflicts caused by my studies
. Making leisure time and academic work compatible
. Teachers’ pressure about my work and behavior

. The fact that my parents are always on top of me

. Doing poorly on an exam.

30.

The fact that my classmates think I'm not a good student

APPENDIX/4: TEACHING SKILL QUESTIONNAIRE:

1 2 3

5

Strongly disagree Disagree Neutral

Strongly agree

EVALUATION INDICATORS

The objectives match the professional profile of the degree

The contents are associated with the different aspects of the
profession

The competences match the development of the profession

The teaching methodology matches the different learning
assignments

The evaluation systems used match the different
assignments

The bibliography and resources match the purposes of the
subject

There are coordination systems between theoretical and
practical activities planned in the programme

Proper organisation and presentation of the appropriate
materials (explanations, written materials, activities, etc.)
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