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Language mindset intervention

Developing speaking skills poses challenges for Thai undergraduate students,
as speaking requires real-time language processing and interaction. Foreign language
speaking mindset has been shown to influence students’ speaking abilities. To address
these challenges, this study aimed to investicate Thai undergraduate students’
language mindset and foreign language speaking mindset, to identify factors associated
with foreign language speaking mindset, to determine the relationships between
language mindset, foreign language speaking mindset, and speaking performance, and
to explore the dynamic nature of speaking mindset over time. A mixed-methods design
was employed, incorporating language mindset inventory, foreign language speaking
mindset inventory, a language mindset intervention, Q-methodology, and semi-
structured interviews.

The findings revealed that Thai undergraduate students generally endorsed a
moderate growth language mindset and a weaker growth-oriented foreign language
speaking mindset. Factor analysis identified three key factors influencing speaking
mindset: emotional outcomes of attribution, motivational process-oriented goals, and
proactive responses to failure. A moderate positive relationship was found between
language mindset and foreign language speaking mindset; however, the relationship
between mindsets and actual speaking performance was weak. Post-intervention
results indicated modest improvements in foreign language speaking mindset score
and significant change in speaking performance, suggesting that targeted mindset
support can contribute to skill development.

The study extends existing mindset theory by suggesting the role of emotional
regulation as a mediator between beliefs and performance outcomes.
Methodologically, it introduces the Foreign Language Speaking Mindset Inventory
(FLSMI) as a new tool for assessing domain-specific speaking mindset. Contextually, the
findings highlight the importance of culturally responsive interventions that address

short-term achievement focus and emotional vulnerability in EFL learning
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environments. Implications for theory, instructional practice, and future research are

discussed.
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CHAPTER 1
INTRODUCTION

1.1 Rationale and Background of the Study

The ability to speak English effectively plays an essential role in both educational
and professional development. English communication skills are increasingly
demanded in the workplace, where employees are expected to interact confidently
in multicultural environments (Kaewkunha & Sukying, 2021). Following Thailand’s
integration into the ASEAN community, English literacy and communication have
become core objectives of national language education policies (Choomthong, 2014).
In academic contexts, English speaking competence enables students to express
opinions, build peer relationships, and participate in class discussions, which fosters
collaboration and shared learning experiences (Tantiwich & Sinwongsuwat, 2024,
Shimray, 2023). However, speaking remains one of the most challenging skills for Thai
EFL learners, who are required to produce language in real-time with limited lexical
and grammatical knowledge (Chand, 2021; Kalra & Siribud, 2020; Sha’ar & Boonsuk,
2021; Aizawa et al., 2023; Chema et al., 2023).

Understanding the development of foreign language speaking skills in Thailand
requires attention to the educational structure and systemic constraints learners face.
Although English is a compulsory subject in the national curriculum from primary
through upper secondary levels (Saengboon, 2017), many Thai students graduate
without achieving communicative fluency. According to Education First (2024), Thailand
ranks very low in global English proficiency, with learners typically demonstrating only
basic communication skills comparable to the CEFR Al level. While national policy
encourages the use of Communicative Language Teaching (CLT), many teachers
continue to rely on grammar-translation approaches that prioritize form over fluency
(Pechapan-Hammond, 2020; Pitikornpuangpetch & Suwanarak, 2021). Lecture-based
teaching methods leave students with limited speaking practice, which contributes to
a persistent gap between language instruction and oral communication ability.
Furthermore, these methods often shape students’ beliefs that success in English
depends on mastering grammar rules and vocabulary, rather than on developing
confidence and communicative competence.

The limited use of English in daily life further exacerbates speaking challenges

among Thai learners. As English functions primarily as a foreign language in Thailand,
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most students have few opportunities to engage in real-world speaking interactions
beyond the classroom (Baker, 2008; Wang & Rajprasit, 2015). As a result, many students
express reluctance to speak English, driven by anxiety about making mistakes in
pronunciation or grammar (Al-saidat et al., 2023; Bai, 2023; Chantakhat, 2025). These
anxieties are particularly pronounced among low-achieving students, who often
internalize the belief that they lack the talent required to succeed in speaking tasks.
Such beliefs reflect a fixed mindset, in which language ability is seen as an
unchangeable trait rather than a skill that can be developed (Yao et al., 2021; Lou et
al,, 2022; Zarrinabadi et al., 2023). These mindset beliefs may contribute to the
persistent challenges students face in developing speaking skills and call for more
attention to the psychological aspects of language learning.

Psychological variables, particularly mindset beliefs, have a profound influence on
learners’ speaking performance. Language learning involves cognitive, emotional, and
behavioral dimensions that are shaped by students’ attitudes, motivation, and
perceived ability (Stevick, 1996; Shumin, 2002; Williams et al., 2015). Past research has
highlichted the roles of aptitude, anxiety, and self-belief in language acquisition
(Masgoret & Gardner, 2003; Ellis, 2015; Li, 2019; Zhang, 2019). Although research on
mindsets has gained recognition, speaking-specific mindset research in the Thai context
remains limited. Nevertheless, global studies increasingly point to the potential of
growth mindset to enhance learner engagement and academic performance (Lou &
Noels, 2019b). A growth mindset encourages students to view challenges as part of
learning and supports the development of confidence and resilience. In contrast, a
fixed mindset often leads to avoidance behaviors and higher levels of speaking anxiety.

Distinguishing between mindset and other learner belief systems remains
a conceptual challenge in the literature. Seminal works by Horwitz (1988) and Mori
(1999) have illustrated the complexity of language learning beliefs. Mercer and Ryan
(2010) later proposed that mindset exists along a continuum rather than as a fixed
dichotomy. This perspective helps explain how students may demonstrate growth-
oriented beliefs in some skill areas but hold fixed views in others. For instance, learners
with a growth mindset in listening are more likely to engage with vocabulary
development and improve comprehension (Meng & Guo, 2018). Similarly, growth
mindset beliefs have been linked to enhanced writing performance and self-regulation
in English composition (Bai & Guo, 2021). In speaking, students who embrace growth-
oriented beliefs tend to display stronger interpersonal communication, greater fluency,

and lower anxiety in public settings (Nordin & Broeckelman-Post, 2019).
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Mindset research in Thai language education is still emerging, although recent
studies have begun exploring its relevance. Several investigations have examined
students’ general language mindset (Buathong, 2019; Janudom, 2021; Wilang, 2022,
2024), while others have focused on variables such as learning outcomes
(Damrongpanit, 2020), goal setting (Swatevacharkul & Boonma, 2021; Yao & Zhu, 2022),
happiness (Sudnawa et al., 2019), and resilience (Wannapayun, 2017; Warunwutthi et
al,, 2022). Recent study has proposed the support guidelines to promote growth
mindset (Inyai & Chusanachoti, 2025). Most of these studies have used quantitative
methods and have not directly investigated learners’ beliefs in the context of speaking.
To date, limited research has examined how learners’ speaking mindset develops, how
it influences performance, or how it might be shaped through intervention.

This study seeks to investigate foreign language speaking mindset from
a domain-specific perspective and contribute to theory, methodology, and pedagogy.
It aims to expand the understanding of how Thai university students construct beliefs
about their speaking ability and how these beliefs are influenced by classroom
experiences and broader social contexts. The study also incorporates a mindset
intervention using a mixed-methods design that includes surveys, mindset intervention,
Q-methodology, and semi-structured interviews. Through this approach, the study
explores how students’ speaking mindset evolves, what factors shape it, and how
growth mindset practices may enhance learners’ confidence, persistence, and
performance.

Finally, this research addresses a contextual and pedagosical gap by considering
the influence of Thai educational culture on student mindset. Cultural values such as
effort belief, face, and emphasis on correctness may affect how students internalize
feedback and develop beliefs about their capabilities (Limeri et al., 2020). This study
contributes to a better understanding of how mindsets are socialized in the Thai
context and provides evidence for culturally relevant teaching strategies. By identifying
the conditions that foster a growth-oriented speaking mindset, the study offers
practical guidance for educators aiming to promote learner autonomy and

communicative competence in Thai EFL classrooms.

1.2 Purposes of the Study

The primary objective of this study is to develop a thorough comprehension of
the beliefs associated with language mindset and foreign language speaking mindset
and conceptualize the foreign language speaking mindset among undergraduate

students in Thailand. Furthermore, this research aims to investigate potential
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correlations between the language mindsets of these students, their foreign language
speaking mindset, and their speaking performance. To better understand the
relationship between various learning variables and the foreign language speaking
mindset, the study also explores the dynamic nature of the foreign language speaking
mindset among undergraduate students. Accordingly, the research purposes of this
study can be summarized as follows.

1. To investigate Thai undergraduate students’ language mindset and foreign
language speaking mindset.

2. To know the factors associated with foreign language speaking mindset of Thai
undergraduate students.

3. To determine the relationship between and among language mindset, foreign
language speaking mindset, and speaking performance of Thai undergraduate students.

4. To understand the dynamic nature of foreign language speaking mindset of Thai
undergraduate students over time.

1.3 Research Questions

In order to fulfill the objectives of the study, the following research questions will
be examined.

1. What are the language mindset and foreign language speaking mindset of Thai
undergraduate students?

2. What are the factors related to foreign language speaking mindset among Thai
undergraduate students?

3. What are the relationships among language mindset, foreign language speaking
mindset, and speaking performance of Thai undergraduate students?

4. Does foreign language speaking mindset among Thai undergraduate students
change over time, and if so, what is the nature of this change?

By answering these questions, the study seeks to generate a deeper understanding
of the mindset systems that influence students’ development of speaking ability. It
aims to identify the key psychological constructs associated with foreign language
speaking mindset, examine how these constructs relate to learners' observable
performance, and uncover patterns of change in learners’ mindset beliefs. The findings
are expected to contribute to theory by refining the concept of domain-specific
mindset in language learning, to pedagogy by offering practical insights for designing
mindset-supportive instruction tailored to the speaking skill, to context by deepening

understanding of mindset development within Thai EFL settings, and to methodology
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by demonstrating the value of mixed-methods, Q-methodology, and mindset

intervention in capturing dynamic learner beliefs.

1.4 Significance of the Study

The present study focuses on examining the mindset of undergraduate students
in relation to their second language (L2) speaking abilities. Its primary objectives are to
investigate the students' perceptions and construction of meaning surrounding their
language learning capacities, and to explore the cognitive, affective, and behavioral
aspects associated with their beliefs. The inclusion of psychological perspectives is
crucial for a comprehensive understanding of language learning, as it offers insights into
learners' cognitive processes, emotional experiences, and behavioral responses
(Williams, Mercer, & Ryan, 2015). This research makes significant contributions in several
areas within the existing body of knowledge of mindset studies.

1.4.1 Theoretical Significance of the Study

From a theoretical standpoint, the majority of previous studies have

primarily focused on factors such as attitudes, motivation, second language aptitude,
and foreign language anxiety in the context of language learning (Ellis, 2015). However,
there is a noticeable dearth of research specifically exploring the concept of domain-
specific language mindset. This study effectively addresses this gap in the literature by
thoroughly examining the domain-specific language mindset, with a particular emphasis
on the speaking skill. As a result, this research enhances our understanding of the role
of mindset in language learning, shedding light on a crucial yet underexplored
dimension of learners' language-related beliefs and attitudes.

1.4.2 Methodological Significance of the Study

In terms of methodological significance, this study endeavors to investigate

foreign language speaking mindset through the application of qualitative investigation
and mindset intervention, enabling an exploration of the dynamic nature of mindset.
By employing a combination of qualitative and experimental methods, this research
offers methodological insights that are invaluable in cautionary considerations and
recommendations for fostering students’ language mindset. The utilization of diverse
methodological approaches allows for a more comprehensive understanding of the
intricate interplay between language mindset and language learning outcomes, thereby
enriching the methodological toolkit available for future research endeavors in this
domain. Additionally, the insights gained from this study hold the potential to inform
educators and policymakers seeking to design effective language education strategies

that cultivate a growth language mindset among students.
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1.4.3 Contextual Significance of the Study

The study holds significant contextual implications, particularly within the
Asian and Thai educational contexts, where there is a notable scarcity of research on
language mindset and domain-specific language mindset. Additionally, the existing
studies associated with language mindset and domain-specific speaking mindset have
not comprehensively explored the various factors that may be interrelated with
language mindset. Thus, the current study seeks to fill this research gap by offering a
comprehensive examination of the factors that are closely related to the domain-
specific mindset sub-system. By delving into these contextual aspects, this research
aims to provide a more nuanced and contextually-relevant understanding of language
mindset and its specific manifestations in the domain of speaking.

1.4.4 Pedagogical Significance of the Study

The study bears significant pedagosgical implications, providing practical
guidelines for cultivating a growth L2 speaking mindset within English as a Foreign
Language (EFL) contexts. In light of the inconclusive effects observed in previous
mindset interventions targeting participants, this research aims to bridge the gaps in
the literature and offer evidence-based strategies for fostering a growth mindset in EFL
language learning. Through the identification of effective interventions, this study seeks
to empower educators to create a supportive and nurturing learning environment that
nurtures learners' language mindset, ultimately enhancing their resilience and
promoting success as Thai undergraduate students in their language learning journey.
By equipping learners with a positive and adaptive mindset, this research strives to
optimize language learning experiences and outcomes, thereby contributing to the

enhancement of language education in the EFL context.

1.5 Definition of Terms

Given the specific focus of the present study on the foreign language
speaking mindset of undergraduate students within the Thai context, it is important to
provide clear definitions of the technical terms that will be used throughout the
research.

1.5.1 Language Mindset

Ryan and Mercer (2012b) proposed a definition of the language learning
mindset grounded in Dweck’s theory of implicit beliefs. To tailor this concept more
specifically to the domain of second language acquisition, Lou and Noels (2019a)
extended the definition to encompass three key dimensions (as discussed in Chapter
2). Within this framework, a growth language mindset reflects the belief that language
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learning abilities can be developed through sustained effort and practice, regardless of
one’s innate cognitive ability, natural aptitude for language, or age. This perspective
emphasizes that language learning potential is not predetermined but can be
enhanced through perseverance and effective strategies. In contrast, a fixed language
mindset represents the belief that language learning ability is limited by inherent
factors, such as limited general language intelligence, constrained language aptitude,
and a restricted period during which language learning is deemed achievable. By
incorporating these dimensions, the definition of language mindset becomes more
specific to the context of language learning, explaining the beliefs individuals hold
about the malleability or fixedness of their language learning abilities.
1.5.2 Foreign Language Speaking Mindset

The concept of implicit theories has found extensive application, particularly
within the education field. Ryan and Mercer (2012b) provided a comprehensive
definition of language learning mindset based on Dweck's theory. According to their
proposal, a growth language learning mindset reflects the belief that language learning
abilities can be enhanced through hard work, while a fixed language learning mindset
characterizes learners who perceive their language learning abilities as unchangeable.
Recent research suggests that language mindset is domain-specific (Anderson, 2018;
Bai, Wang, & Nie, 2020; Khajavy, Pourtahmasb, & Li, 2021; Yao and Zhu, 2024). This
study focuses specifically on the foreign language speaking mindset, which reflects
learners' beliefs about their ability to develop speaking skills in a foreign language. To
conceptualize this construct, the current study draws on the language mindset
meaning-making system framework proposed by Lou and Noels (2019a, as discussed
further in Chapter 2). Within this framework, a growth foreign language speaking
mindset involves the belief that speaking ability can be improved through effort and
persistence. Learners with this mindset tend to attribute their progress to hard work,
set mastery-oriented goals, view failure as a learning opportunity, actively seek
feedback, and apply effective learning strategies. As a result, they often experience
lower anxiety and more positive emotions during speaking activities. Conversely, a fixed
foreign language speaking mindset is based on the belief that speaking ability is innate
and resistant to change. Learners with this mindset attribute their speaking
performance to talent or natural aptitude, underestimate the role of effort, and tend
to set performance-oriented goals focused on avoiding failure. They are more likely to
avoid challenging speaking tasks, interpret failure as evidence of low ability, and

experience heightened anxiety and negative emotions during speaking activities.
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1.5.3 Mindset Meaning System

To understand how mindset beliefs function within a broader psychological
framework, the concept of the mindset meaning system is introduced. The concept of
mindsets as meaning systems was introduced by Dweck and colleagues to explain how
beliefs serve as organizing principles that guide thoughts, emotions, and behaviors
(Dweck & Yeager, 2019). Rather than viewing mindsets as isolated beliefs, this
perspective considers them as part of an interconnected system that integrates
cognitive, affective, and motivational components. A mindset meaning system includes
an individual’s beliefs about ability, their goals, emotional responses, and behavioral
tendencies. This systems-based perspective highlights the complexity of mindset as a
psychological construct. It emphasizes that mindsets operate within broader
frameworks that influence how individuals interpret experiences and guide their
responses in specific domains, such as language learning or speaking.

1.5.4 Language Mindset Meaning System

Building on the general meaning system framework, Lou and Noels (2019)
introduced the concept of the language mindset meaning system, which applies
specifically to language learning. This system illustrates how beliefs about language
learning ability interact with effort, attribution, achievement goals, failures and
mistakes, self-regulatory tendencies, and competence-based emotional tendencies to
shape learners’ experiences. Within the language mindset meaning system, two
subsystems are identified: the growth-oriented subsystem and the fixed-oriented
subsystem. The growth-oriented subsystem reflects the belief that language ability can
be developed through sustained effort. Learners aligned with this subsystem tend to
set mastery goals, respond positively to challenges, seek feedback, and employ new
strategies to overcome language learning obstacles. They also perceive failures as
opportunities for growth and tend to experience more positive emotions during the
learning process. In contrast, the fixed-oriented subsystem reflects the belief that
language ability is innate. Learners who subscribe to this view are more likely to set
performance-oriented goals, avoid feedback, and feel helpless when facing challenges.
They interpret failure as a sign of low ability and experience more anxiety and negative
emotions, which can hinder their language development. In the present study, the
language mindset meaning system provides a conceptual foundation for examining
Thai undergraduate students’ belief about foreign language speaking ability and how
it influences their speaking performance.
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1.5.5 Emotional Outcomes of Attribution

The term “Emotional Outcomes of Attribution” refers to the first factor
extracted from the exploratory factor analysis in the present study. This factor is
derived from constructs related to competence-based emotional tendencies and
attribution. It reflects the emotional responses that arise from students’ self-
attributions regarding their language ability.

1.5.6 Motivational Process-Oriented Goals

The term “Motivational Process-Oriented Goals” refers to the second factor
extracted from the exploratory factor analysis in the current study. This factor is
composed of constructs including achievement goals, self-regulatory tendencies,
effort, and attribution. It represents the types of goals students set based on their
beliefs about the role of effort and the causes of their language learning outcomes.

1.5.7 Proactive Responses in Failure Situations

The term “Proactive Responses in Failure Situations” refers to the third
factor extracted from the exploratory factor analysis in this study. This factor is based
on constructs such as beliefs about failure and mistakes, effort, self-regulatory
tendencies, and achievement goals. It describes the strategies students are likely to
adopt when responding to setbacks and errors in language learning.

1.5.8 Speaking Performance

In the present study, “speaking performance” refers to the English language
output of Thai undergraduate students during a group conversation task. It is
operationally defined as students’ performance in a seven-minute group conversation
test, consisting of four participants per group, conducted both before and after the
language mindset intervention. Speaking performance is assessed using a standardized
rubric developed by the School of Foreign Languages at Suranaree University of
Technology. The rubric evaluates two key dimensions: fluency and accuracy. It uses a
five-level scale ranging from 0 (no attempt) to 20 (quite fluent and accurate), with
descriptors reflecting students’ ability to maintain exchanges, control grammatical
structures, and use appropriate vocabulary. To ensure scoring reliability, two raters
independently evaluated each student’s performance. The scores are analyzed to
explore the relationships between mindsets and speaking performance.

1.5.9 Thai Undergraduate Students

The term "Thai undergraduate students" refers to individuals who have

completed their schooling within the formal education system in Thailand and

subsequently enrolled in a university within the country.
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1.6 Scope of the Study

The present study explores the language mindset and foreign language speaking
mindset of Thai undergraduate students, along with the associated variables, in order
to gain a comprehensive understanding of the foreign language speaking mindset and
its dynamic nature. The target population for this investigation comprises
undergraduate students enrolled at Suranaree University of Technology. The selection
of this university as the research site was based on considerations of participant
accessibility, limited financial resources, and time constraints, which necessitated a

careful allocation of research resources.

1.7 Expected Benefits

The present study aims to contribute to the following benefits. Firstly, the
participants will directly benefit from the mind set intervention by gaining a deeper
understanding of the psychological factors that can impact their language learning. The
intervention is designed to facilitate participants' awareness of their language learning
process and empower them to become more adaptive and resilient learners.
Secondly, the research findings will contribute to the existing knowledge base on
language mindset, thus providing valuable insights for the advancement of language

learning and teaching in the Thai and related contexts.

1.8 Summary of the Chapter

This chapter provides a comprehensive overview of the research study, including
its rationale, objectives, research questions, methodology, key definitions, and
significance. Additionally, it outlines the structure of the thesis and highlights the
content of subsequent chapters. The chapter begins by discussing the rationale behind
the study, explaining the justifications for conducting the research. It then proceeds to
outline the specific purposes and research questions that will guide the investigation.
Furthermore, a brief overview of the research methodology to be employed is
provided, encompassing the chosen methods, data collection procedures, and data

analysis techniques.



CHAPTER 2
LITERATURE REVIEW

This chapter presents the theoretical framework and a conceptual framework of
the current study. It provides a literature of the mindset meaning system, the language
mindset meaning system, and identifies gaps in the existing literature pertaining to the
study of mindset and language mindset in the subject area. The topics of the literature
review were as follows.

The initial section of the literature review focuses on mindset and the meaning
system. It elucidates the concept of mindset and presents the framework employed
for operationalizing the meaning system. Furthermore, it delineates the defining
characteristics of mindset constructs while highlighting the existing gaps within the field
of mindset research.

The subsequent section delves into an exploration of the language mindset,
encompassing the conceptualization of this construct and its relationship to the
mindset meaning-system. Additionally, it encompasses an examination of the domain-
specific language mindset.

The third section provides an exploration of domain-specific language mindset.

The fourth section identifies the existing gaps within the study of mindset and
language mindset.

In the fifth section, a comprehensive elucidation of the conceptual framework
employed in the current study is presented, offering a thorough explanation of its
principles and elements.

Finally, the concluding section presents a concise summary of the entire chapter,

encapsulating the key insights and contributions made throughout the review.

2.1 Mindset and Meaning System
The concept of mindset focuses on beliefs about personal change, whereas
beliefs in language learning encompass a broader range of ideas that influence learner
behavior. The term mindset, commonly defined as the belief in one’s capacity to
change or remain fixed (Dweck, 2006), should be distinguished from the broader
concept of beliefs in second language acquisition. While mindset emphasizes
one's perception of the ability to improve, beliefs refer to a wider array of ideas and

opinions that learners hold about various aspects of language learning (Kalaja &
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Barcelos, 2007). These beliefs include views on how language works and how it should
be learned, shaped by both personal experiences and external influences. Such beliefs
significantly impact learner behavior (Miller & Ginsberg, 1995; Abraham & Van, 1987,
Wenden, 1986; Gardner, 1988). In essence, mindset is a specific type of belief centered
on personal change, whereas beliefs in general encompass a broader cognitive
framework that guides learners’ attitudes and actions.

Mindset, based on implicit theories, shapes how individuals set goals and respond
to challenges in learning contexts. Mindset is grounded in psychological theories known
as implicit theories, which explain how individuals’ beliefs influence their goal-setting
processes and behavioral responses (Dweck, 1975; Diener & Dweck, 1980; Leggett,
1985; Dweck & Leggett, 1988). Dweck and Leggett developed a framework to uncover
the cognitive mechanisms behind different belief systems. Their research
demonstrated that learners' beliefs about intellicence could predict the types of goals
they pursue. Building on this work, subsequent studies proposed that implicit theories
serve as meaning systems—mental frameworks that include beliefs about effort, goals,
and behaviors aligned with those beliefs (Dweck & Yeager, 2019). These theories fall
into two main categories: the entity theory, which views intellicence as fixed, and the
incremental theory, which sees intelligence as changeable and developable.

Learners' meaning systems, influenced by their implicit theories, determine their
goal orientation and interpretation of effort and achievement. Learners who adopt an
entity theory tend to prioritize positive evaluations of their ability and interpret effort
as a sign of low competence. Consequently, they often pursue performance-oriented
goals. In contrast, learners aligned with the incremental theory place value on learning
and mastery, regarding effort as a strategic tool for improvement. These learners are
more likely to adopt learning-oriented goals (Blackwell et al., 2007; Miele et al., 2013).
Although some growth-oriented learners may also pursue performance goals, they
interpret achievement differently. For them, success reflects progress and personal
growth, whereas fixed-minded learners see it as a validation of natural ability (Yu &
McLellan, 2020).

Students with different mindsets exhibit distinct emotional and behavioral
responses to academic challenges. In classroom settings, when learners with a fixed
mindset encounter challenging tasks, they often experience negative emotions such
as anxiety, shame, and boredom. These reactions stem from their perception that
increased effort implies a lack of ability. Furthermore, when faced with unexpectedly
challenging tasks, the likelihood of successfully completing them decreases. Thus,

learners with a fixed mindset find their task engagement hindered by concerns over
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the anticipated outcomes, leading to a state of confusion. In an effort to evade
judgments of incompetence, these learners tend to exhibit a lack of persistence and
withdraw from challenging tasks due to apprehensions surrounding potential failure.
Conversely, when learners with a growth mindset confront unexpectedly challenging
tasks, these learners direct their attention not towards the difficulties or potential
failures but rather towards understanding why they are unable to complete the tasks
and identifying approaches to successfully accomplish them. They invest additional
effort in problem-solving, engaging in self-monitoring and figuring out new strategies to
effectively address the assigned tasks. Consequently, learners consistently maintain a
focused attention on the tasks at hand, thereby increasing their likelihood of
discovering effective strategies. Furthermore, when learners with a growth-oriented
goal orientation successfully complete assigned tasks, they experience intrinsic
satisfaction because they recognize the value of their effort (Dweck & Leggett, 1988,
Jamieson et al.,, 2018; Sethi & Shashwati, 2019).

Implicit theories influence learners’ self-concepts, goal setting, and behavior,
extending their impact beyond the classroom to broader social contexts (Mendoza &
Yan, 2025). These two belief systems offer insight into how learners manage their self-
esteem in response to academic difficulty. The entity theory provides a defensive
mechanism for learners when confronted with challenges, whereas the incremental
theory promotes persistence under similar circumstances. Learners develop self-
concepts that shape how they set goals and behave in alignment with their implicit
theories. Importantly, the influence of these belief systems extends beyond academic
contexts, informing how individuals view themselves and interact with others in
society.

Dweck introduced the terms fixed mindset and growth mindset to simplify and
popularize the concept of implicit theories. To make the concept of implicit theories
more accessible, Dweck (2006, 2017) introduced the term mindset, referring to
individuals’ self-perceptions. She categorized these into two primary types: the fixed
mindset, aligned with the entity theory, and the growth mindset, alisned with the
incremental theory. These terms have since become widely used and have significantly
shaped educational research and practice.

This section provided an overview of mindset theory and the mindset meaning
system, showing how beliefs influence goal orientations, emotion, and behavior. This
understanding serves as the basis for the next section, which explores the

characteristics of mindset as a psychological construct.
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2.1.1 The Characteristics of Mindset Construct

Research suggests that mindset demonstrates characteristics similar to
personality traits, showing potential for both consistency and change over time through
intervention. Empirical evidence from Molway and Mutton’s (2020) study suggested
that mindset tends to exhibit trait-like characteristics, although the growth mindset can
be cultivated through mindset interventions over a period of time (Blackwell et al.
2007; McCutchen et al., 2016; Elmore, 2016; Khan, 2019). According to Diener et al.
(2018), personality traits are defined by consistency, stability, and individual differences
which are qualities that also appear to describe the mindset construct.

Mindset shows consistency in how learners approach challenges and
performance, with clear behavioral patterns tied to either a fixed or growth orientation.

Learners with a fixed mindset often exhibit heightened concern about
performance and fear of being perceived as incompetent, while those with a growth
mindset seek out challenging tasks and consistently invest effort in the learning process
(Burnette et al., 2013; Dweck et al., 2014).

Mindset also demonstrates a degree of stability over time, with longitudinal
studies linking it to sustained academic behaviors and outcomes. Implicit theories are
reflected in learners’ self-perceptions, academic goals, and responses to challenges
across varied contexts. For example, Blackwell et al.’s (2007) longitudinal study
showed that mindset could predict long-term academic achievement in mathematics.
However, these beliefs are also malleable. Interventions have been shown to help
learners adopt incremental-theory-related traits such as setting learning goals and
applying effort adaptively. This supports the notion that environmental factors can
shape psychological traits (Diener et al., 2018). McCutchen et al. (2016) also found that
learners with a growth mindset experienced a slower decline in standardized test
scores over three semesters. Similarly, Khan’s (2019) findings reinforced the trait-like
nature of mindset by demonstrating its stability over time.

The concept of individual differences highlights the unique behaviors
individuals exhibit based on their personality traits, including their mindset. Numerous
studies on implicit theories have shown that learners who endorse different mindsets
demonstrate distinct behavioral patterns. For example, Yeager and Dweck (2012)
examined the relationship between mindset and resilience in academic settings. Their
study found that adolescents who received an intervention promoting an incremental
theory were less likely to engage in aggressive retaliation compared to those who did
not receive the intervention. Similarly, Bostwick et al. (2019) investigated the role of

growth orientation in shaping students’ performance in mathematics over one year.
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Their findings revealed that learners with a growth mindset consistently sought
improvement, set learning goals, and showed persistent effort when facing
mathematical challenges. Growth-oriented thinking significantly enhanced students’
engagement in both mathematics classrooms and tasks. Collectively, these studies
underscore how mindset reflects the core traits of consistency, stability, and individual
differences which support the view that mindset can be conceptualized as a trait-like
construct.

This section established that mindset shows consistency, stability, and
variation across individuals, similar to personality traits. These insights lay the
foundation for the next section, which discusses the complexity of mindset as a
psychological construct.

2.1.2 Complexity of Mindset

Ongoing discussions in the literature question whether mindset should be
conceptualized as a single continuum or as two distinct constructs. A central issue in
understanding implicit theories lies in whether mindset represents a unidimensional
spectrum or two separate belief systems. This debate arises from differing views on
how the entity and incremental theories relate to one another and whether they can
coexist within an individual’s belief structure.

Although the initial model framed mindset as a unidimensional construct,
emerging research suggests that individuals may hold both theories simultaneously,
depending on context. Dweck et al. (1995) originally proposed that implicit theories
exist as mutually exclusive alternatives, leading to a unidimensional model of mindset.
However, they also acknowledged that belief systems can be unstable and context-
dependent, allowing for both theories to co-occur, with one becoming dominant in
a given situation. Supporting this view, Lou et al. (2017) emphasized the intricate and
fluctuating nature of learners” mindset beliefs, encouraging some scholars to treat the
theories as independent constructs. This, however, introduces challenges related to
the validity and reliability of the measurements used and the interpretation of findings
across studies.

The exploration of both unidimensional and multidimensional models has
sparked continued debate over the most accurate way to conceptualize mindset.
The alternative model, which treats entity and incremental theories as separate
dimensions, has attracted interest in educational psychology. Cutumisu and Lou (2020)
identified several theoretical approaches, some supporting a unidimensional construct
and others promoting a multidimensional view. Martin’s (2015) longitudinal study

further advanced this discussion by demonstrating a bidirectional relationship between
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mindsets, where endorsing one theory predicted a decline in the other. These findings
suggest that both models may offer valid perspectives, as reciprocal patterns between
mindsets appear in each.

Recent studies using both models reveal that learners may endorse fixed
and growth beliefs to varying degrees, depending on the learning domain. Cutumisu
and Lou’s (2020) study examined university students’ mindsets using both the one-
factor and two-factor models, finding both approaches statistically valid with only
slight variations in outcomes. These results highlight the need for continued research
to determine how best to operationalize mindset across different contexts. In addition,
findings from previous research (Dweck et al., 1995; Mercer & Ryan, 2010; Dweck, 2015;
Khan, 2019) show that learners may simultaneously hold both fixed and growth beliefs
across domains such as language learning, further supporting a flexible and domain-
sensitive approach to mindset assessment.

Given these complexities, future research should examine how mixed beliefs
function and refine instruments that can capture their varied influence on learning.
A more detailed understanding of how learners combine entity and incremental beliefs
across different contexts could inform the development of research tools with greater
relevance and applicability. This is especially important in language education, where
mindset may shape learners’ engagement, persistence, and long-term achievement.

The above sections explained mindset theory, its characteristics, and its
complexity. It began by explaining how mindset functions as a belief system that guides
learner’ goals, emotion responses, and behaviors. Then, it described how mindset
shows consistency, stability, and individual variation, similar to personality trait, while
also allowing for change through mindset intervention. Lastly, it discussed the debate
over whether mindset is a single continuum or two separate constructs, and it
highlishted how learners may hole mixed beliefs depending on the context. These
sections established the theoretical foundation for the present study. This study
extends previous research by exploring the dynamic nature of foreign language
speaking mindset. The next section focuses on language mindset and explains how

learners form beliefs about their ability to learn new language.

2.2 Language Mindset
2.2.1 Primary Investigations of Mindset in Second Language Acquisition
Early research in second language acquisition highlighted the critical role of
learners’ beliefs in shaping their engagement, motivation, and learning outcomes. The

concept of implicit theories has been widely applied, particularly in education. In the
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context of second language acquisition and applied linguistics, researchers have
investicated how learners’ beliefs relate to language learning processes. Horwitz’s
(1988) foundational study on the Language Learning Inventory identified several belief
domains that influence language learners, including perceptions of difficulty, beliefs
about language aptitude, the nature of language learning, learning strategies and
communication, and learner motivation. These beliefs were shown to impact learners’
expectations, confidence, and engagement. For example, learners who
underestimated how long language learning takes often became frustrated when
progress was slower than expected, while those who anticipated a longer process
sometimes lost motivation. Students who believed that success depends on innate
talent tended to have lower expectations for their own achievement. Beliefs about
the nature of language learning also influenced study behaviors, such as focusing
mainly on vocabulary memorization while neglecting other language skills. In terms of
classroom practice, learners who prioritized grammatical accuracy were often
uncomfortable with communicative activities that involved spontaneous speaking.
Some learners with only moderate intrinsic motivation also disengaged once course
requirements were fulfilled, especially if they saw limited personal or professional
value in learning another language. Although Horwitz did not explore cognitive or
emotional processes in detail, her study provided valuable insight into how learner
beliefs influence behavior and helped establish this area as a key focus in language
education research.

Building on Horwitz’s work, Mori (1999) explored the cognitive factors
contributing to individual differences in language learning and further examined the
relationship between beliefs and learning behaviors. Mori’s study revealed that beliefs
about language learning operate as distinct constructs, separate from general beliefs,
and are closely aligned with the specific demands of language learning tasks. This
domain-specific nature was demonstrated in findings such as learners’ ability to view
kanji as difficult without perceiving the entire Japanese language as equally challenging.

The study contributed to identifying key belief components that could be
integrated into a structured model of learners' theoretical frameworks. Among the
most significant findings was the observed negative correlation between the belief in
quick learning and the willingness to take risks. Learners who believed they could
rapidly acquire a second language were less likely to view risk-taking and error-making
as valuable, often placing limited importance on sustained effort. In contrast, the study
highligshted that learners who accepted mistakes as part of the learning process and

recarded language learning as difficult but enjoyable tended to report higher levels of
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satisfaction and persistence. Additionally, belief in fixed ability was associated with
lower levels of language proficiency, while belief in the malleability of ability was
positively linked to improved outcomes. These findings aligned with broader
theoretical perspectives on mindset, particularly the distinction between fixed and
growth beliefs, and underscored how learner beliefs influence not only attitudes but
also actual academic performance.

Extending these findings, Mori’s research underscored the influence of
learner belief systems on language learning behavior while identifying important gaps
in instructional research. Mori (1999) substantiated the connection between language
learners’ beliefs and their cognitive and behavioral engagement, offering empirical
support for the conceptualization of belief systems within second language learning.
The study clarified how learners who held different belief patterns responded
differently to learning situations, particularly in terms of motivation, risk tolerance, and
achievement. However, despite these insights, Mori’s research also drew attention to
a lack of studies that investigate how instructional approaches might influence
students’ belief systems. This absence has led scholars to call for further inquiry into
the development and transformation of language learning beliefs. As such, the findings
from Mori’s study have not only deepened understanding of the belief-behavior
relationship but have also opened new research directions for exploring how language
instruction can support more constructive learner beliefs and encourage sustained
engagement in second language learning.

This section introduced the concept of language mindset and explained its
relevance in second language acquisition. The next section explores how early studies
in second language acquisition contributed to shaping the understanding of language
learning beliefs.

2.2.2 The Current Conceptualization of the Language Mindset

Recent studies have explored how learners’ language mindsets can be
understood along a continuum, rather than as fixed categories. Mercer and Ryan (2012)
investigated the beliefs of English as a Foreign Language (EFL) learners by applying the
framework of implicit theories to conceptualize language learning mindsets. Through
in-depth interviews conducted in Austria and Japan, the researchers developed a
foundational basis for theoretical models concerning language mindsets. Their findings
suggested that learners often express beliefs aligning with both fixed and growth
mindsets to varying degrees, indicating that mindsets operate along a spectrum rather
than as binary categories. This observation led to the view that a dominant mindset

may emerge depending on the learning domain or context.



33

Expanding on this, the study highlishted the domain-specific nature of
language mindsets, which vary across language sub-skills and are influenced by
learners’ broader perspectives on language learning. The researchers proposed that
mindsets can be understood as domain-specific constructs tied to the individual sub-
skills involved in language acquisition. As a result, learners may simultaneously hold
different beliefs about their capabilities in listening, speaking, reading, or writing.
However, this complexity became more apparent when comparing learner data across
cultural contexts. The Austrian and Japanese data revealed a divergence: learners who
viewed language learning holistically demonstrated less variation in mindset across
sub-skills. Notably, Japanese learners perceived language learning as a single, unified
domain, unlike their Austrian counterparts. This pattern raised important questions
about the origins of such beliefs, prompting speculation about the role of cultural
influences or learners’ varying levels of proficiency in shaping their mindset
orientations.

Building upon the cultural dimension, the study also revealed distinctions in
mindset tendencies between Japanese and Austrian learners. Japanese learners
appeared more inclined to endorse an incremental theory or growth mindset,
expressing a strong belief in the importance of effort investment. In contrast, Austrian
learners demonstrated a wider range of mindsets, without a clear trend. Interestingly,
although Japanese students verbally expressed beliefs consistent with growth mindset
principles, some of their responses also reflected notions typically associated with a
fixed mindset. This contradiction led the authors to consider the influence of prevailing
social narratives in each learning environment. It was proposed that learners might not
be consciously biased toward either theory but may instead adopt effort-focused
discourse shaped by societal expectations. Alternatively, their verbal endorsements of
perseverance and effort may be influenced by cultural scripts, while their behaviors
reflect characteristics more aligned with the entity theory.

The findings also emphasized a strong link between learners’ mindsets and
the types of goals they set during language learning. Learners who adopted a growth
mindset were more likely to value effort and the strategic use of learning techniques.
Conversely, students who doubted their language learning ability often set lower
achievement goals, suggesting that mindset beliefs directly impact learners’
expectations and the goals they pursue in language education.

In addition to goal setting, social comparison emerged as a key factor shaping
learners’ perceptions of ability and influencing their mindset development. Learners

often assessed their own aptitude by comparing themselves to peers. Those who
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performed well in class tended to view themselves as naturally talented in language
learning, reinforcing a belief in fixed ability. Social comparison thus played a critical
role in fostering varied beliefs about language potential. The study also found that
learners who believed language proficiency could only be achieved through immersion
experiences abroad were more likely to hold fixed mindset beliefs. This perception
implied that relying on effort alone was insufficient, further reinforcing the idea that
ability is innate and unchangeable.

Although a growth mindset can support language development, the findings
suggested that mindset alone does not guarantee success. Effective instruction should
also cultivate learners’ awareness of their own learning processes and strategies. The
study emphasized that interventions promoting growth mindsets must be
accompanied by efforts to develop students’ metacognitive understanding of how
they learn. This pedagogical implication is significant, as it encourages educators to
integrate both mindset training and strategy instruction to better support learner
progress. In a follow-up publication, Ryan and Mercer (2012) offered a synthesized
definition of the language learning mindset, drawing on Dweck’s theory. According to
their definition, learners with a growth mindset believe their language abilities can be
developed through effort, while those with a fixed mindset view their abilities as static.
The authors stressed the importance of mindset in shaping learners’ developmental
potential, identifying it as a critical factor in promoting change and progress in language
acquisition.

The evolving concept of language mindset invites further investigation into
its relationship with other psychological and educational factors. The study suggested
that future research should examine how language learning beliefs interact with
variables such as proficiency levels, cultural backerounds, learning environments, goal
orientations, social comparison patterns, learning styles, prior experiences, and strategy
use. Exploring these dimensions in greater depth would contribute to a more detailed
understanding of how language mindset operates within diverse learner contexts and
how it influences the broader language learning experience.

This section discussed how recent work has refined the understanding of
language mindset as a spectrum of beliefs influenced by contextual and cultural
factors. The next section examines how these beliefs connect with learner motivation.

2.2.3 Language Mindset and Motivation

Language mindset and motivation have been shown to share a close

relationship, as researchers have elaborated on the influence of mindset on learners'

goals and their engagement in language learning (Horwitz, 1988; Mori, 1999; Mercer &
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Ryan, 2012a). In brief, the concept of mindset illustrates learners' perceptions of their
own abilities, while motivation theory describes the mental processes that guide
learners' behavior in language learning contexts (Williams et al., 2015). Consequently,
several attempts have been made to explore the intricate relationship between
language mindset and motivation. In the initial stages of conceptualizing language
mindset, researchers embarked on the task of differentiating language mindset from
intelligence mindset and investigating learners' language mindset. Additionally, several
researchers endeavored to explore the correlation between learners' beliefs about
their abilities and how these beliefs influenced goal-setting behaviors and responses
(Lou & Noels, 2016, 2017). The findings consistently revealed that different language
mindsets played a pivotal role in guiding learners to determine their goals in language
learning and subsequently adapt their behaviors in alignment with these goals.
Consequently, the conceptualization of language mindset proved instrumental not
only in describing learners' beliefs regarding their own language learning abilities but
also in elucidating how these beliefs influenced their diverse responses when
confronted with challenges in language learning contexts. Subsequently, the
conceptualization of language mindset has been enriched by the incorporation of
other factors rooted in motivation theory, including emotions (Lou & Noels, 2017,
Altunel, 2019; Ozdemir & Papi, 2022). Through the examination of how these
psychological constructs interact and influence learners' cognition, affect, and
behavior, researchers have garnered valuable insights into the intricate meaning system
of language mindset.

This section explained how language mindset shapes and is shaped by
motivational factors. The following section focuses on how these beliefs are organized
within a broader psychological framework known as the language mindset meaning
system.

2.2.4 Language Mindset Meaning System

Recent efforts in second language research have aimed to conceptualize
the language mindset as the core component of a broader meaning-making system.
These efforts position the language mindset as central in shaping learners’
interpretations of their experiences, behaviors, and goals in language learning. Within
this system, the mindset functions as a guiding structure through which learners form
judgments and make meaning of their successes, failures, and motivation.

Building on this foundation, Lou and Noels (2017) developed the Language
Mindset Inventory (LMI) to examine learners’ mindset using three key dimensions

rooted in second language acquisition theory. These dimensions include general
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language intelligence beliefs (GLB), second language aptitude beliefs (L2B), and age
sensitivity beliefs (ASB). GLB refers to the belief about whether general language
intelligence is malleable or fixed. L2B refers to the belief about whether second
language learning ability is able to improve. ASB refers to the belief about whether
language learning can improve within specific time frame. Their findings indicated that
learners endorsing an entity mindset tended to score lower on incremental belief
scales. The Language Mindset Inventory demonstrated strong validity in distinguishing
learners’” mindset profiles. It also aligned with previous research, showing that those
with an entity mindset often exhibited helplessness and a heightened fear of failure in
language learning. From this basis, Lou and Noels proposed the Mindsets-Goals-
Responses Model, illustrating how language mindset influences the types of goals
learners set and their subsequent reactions to challenges. Their model revealed that
learning goals mediate the relationship between learners' mindset and their intention
to persist in language learning. Specifically, learners endorsing entity beliefs tended to
adopt performance goals, experience heightened fear of failure, and display a lower
intention to continue learning. Perceived competence also played a mediating role.
For example, learners with low self-perceived competence and a fixed mindset
demonstrated even greater fear of failure in demanding situations.

Lou and Noels (2017) proposed the Mindset-Goals-Responses Model to
illustrate how language mindset influences learners’ academic behavior through

interconnected process. The model is presented in Figure 2.1 below.

Language Mindsets

Incremental Entity

Perceived
L2
competence

. Performance- Performance-
Learning goals - )
avoidance goals approach goals
Mastery responses Helplessness responses
low anxiety/fear of failure High anxiety/fear of failure
continuation withdrawal

Figure 2.1 Mindset-Goals-Responses Model (Lou & Noels 2017: 217)
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Figure 2.1 presents a model showing that learners’ beliefs about language
ability shape the types of goals they pursue, which in turn affect their emotional and
behavioral responses to language learning challenges. The model highlights that
learners with a fixed mindset are more likely to adopt performance goals, experience
fear of failure, and demonstrate helplessness responses. In contrast, learners with a
growth mindset tend to set mastery goals, show greater resilience, and maintain higher
motivation when facing difficulties.

The Mindsets-Goals-Responses Model provides a basis for further inquiry into
how mindset interacts with a range of contextual and learner-specific variables. Lou
and Noels emphasized the importance of examining how mindsets are shaped by
individual learning needs, language sub-skills, the broader learning environment, and
conditions such as exposure to language outside the classroom. These dimensions
present promising opportunities for investigating how different variables shape
learners’ belief systems and mindset development in diverse language learning
settings.

Expanding their model, Lou and Noels (2019) introduced a theoretical
framework that integrates language mindset, motivation, and meaning-making
processes into a unified system. This expanded model identifies six variables
connected to language motivation: effort beliefs, attribution, achievement goals, failure
and mistake interpretation, self-regulatory tendencies, and competence-based
emotional tendencies. According to this framework, learners' mindset forms the central
core around which these motivational and emotional variables are organized. This
conceptualization has gained empirical support in recent studies, confirming its
relevance for understanding how beliefs shape language learning behavior.

The extended model places language mindset at the center of a broader
meaning-making system related to language learning motivation and emotional

experience as presented in Figure 2.2,
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Figure 2.2 Language Mindset as a Core of Meaning System

Figure 2.2 illustrates that language mindset serves as the core construct
around which six interrelated components are organized. The figure emphasizes that
learners’ mindset orientation affects how they interpret their experiences, set goals,
regulate learning, and respond emotionally to success and failure. This integrated
model supports the view of mindset as part of a dynamic and interconnected
psychological system.

Effort belief, as a key element of this system, refers to how learners perceive
the role of effort in language learning. Learners with a growth mindset view effort as a
pathway to improvement, believing that success in language learning depends on hard
work and persistence. In contrast, those with a fixed mindset interpret effort as a sign
of low ability. Wilang (2021) found that growth mindset learners were motivated by
challenges and viewed effort positively, while fixed mindset learners saw effort as an
indicator of deficiency. Similarly, Khajavy, Maclntyre, and Hariri (2021) found that
learners with a growth mindset demonstrated greater persistence, whereas those with
a fixed mindset were less likely to sustain interest and effort in learning activities.

Attribution has been widely recognized in motivation research as a key factor
influencing learners’ beliefs and behaviors in language learning. This variable refers to
how learners explain the causes of their past academic outcomes, which can

significantly shape their future engagement and performance (Déryei, 2003). Erten and
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Burden (2014) illustrated this concept in their study, showing that lower-achieving
learners often attributed their performance to external, uncontrollable factors,
whereas higher-achieving learners tended to attribute their success to internal,
controllable causes. These attribution patterns align closely with the framework of
fixed and growth mindsets (Guan et al., 2024). Learners with a growth language mindset
are more likely to perceive language learning outcomes as controllable, believing that
their abilities can improve through effort and persistence. In contrast, learners with a
fixed language mindset typically view these outcomes as predetermined by natural
talent. As a result, they are more likely to interpret failures or mistakes as evidence of
limited ability rather than as opportunities for development (Lou & Noels, 2019).

Achievement goals, another variable in the system, refer to the types of
objectives learners set during their language learning. Learners who pursue mastery
goals aim to improve their competence over time, while those who adopt performance
goals focus on outperforming others or avoiding negative evaluation. Lou and Noels
(2019) found that learners with a growth mindset tend to favor mastery goals, while
those with a fixed mindset are more likely to pursue performance goals. This
relationship has been confirmed by Burnette et al. (2013) and Sadeghi et al. (2020),
who observed that goal orientation is consistently linked to learners’ underlying beliefs
about intelligence and ability. Goal orientation is also interrelated with other variables
such as self-regulation and learners’ interpretations of failure (Derakhshan & Fathi,
2024).

The way learners interpret failures and mistakes plays a crucial role in
shaping their engagement and emotional reactions during language learning. Growth
mindset learners tend to view failure as an opportunity to learn and adjust strategies,
while fixed mindset learners perceive failure as evidence of a lack of innate ability (Lou
& Noels, 2019). Lou and Noels (2016, 2017) found that learners with a fixed mindset
were more likely to adopt performance goals and avoid challenges, particularly when
they attributed past failures to personal inadequacy. Their findings were supported by
subsequent studies (Derakhshan & Fathi, 2024; Sadeghi et al., 2020; Yao et al., 2021),
which confirmed that fixed mindset learners are more likely to experience
helplessness, whereas growth mindset learners interpret setbacks as manageable and
learning-oriented experiences.

Self-regulatory tendency refers to the behavioral patterns that learners
exhibit when facing setbacks in language learning. This construct is closely related to
learners’ goal orientations and their interpretations of failure and mistakes, which are

shaped by their goal-setting behaviors and the affective processes they use to regulate



40

their learning (Dong, 2024; Oxford, 2011; Shih, 2019). Previous studies have shown that
learners who adopt a growth language mindset are more likely to actively seek learning
strategies and feedback in order to improve their language skills. In contrast, those with
a fixed language mindset tend to avoid challenging tasks that might expose them to
criticism, often interpreting feedback as a reflection of their lack of competence (Lou
& Noels, 2019). Empirical evidence provided by Papi et al. (2019) strongly supports this
conceptual framework. Their study found that learmners with a growth mindset
perceived corrective feedback as a valuable resource for enhancing their language
learning and were more likely to adjust their strategies accordingly. On the other hand,
learners with a fixed mindset interpreted feedback as evidence of their inadequacy,
which led them to avoid receiving corrective feedback in classroom settings. These
findings are consistent with those reported by Papi et al. (2020), as well as Cutumisu
and Lou (2020), reinforcing the critical role of mindset in shaping learners’ self-
regulation in language learning contexts.

Competence-based emotional tendency reflects the emotional experiences
associated with language learning and how these differ based on mindset orientation.

Learners with a growth mindset generally report lower anxiety and higher
enjoyment, while those with a fixed mindset experience greater anxiety and reduced
positive emotions (Liu et al., 2025; Lou & Noels, 2019). Ozdemir and Papi (2022) found
that a fixed mindset predicted higher speaking anxiety, whereas a growth mindset was
linked to increased confidence. Similar findings were reported by Zarrinabadi et al.
(2022), who observed that growth mindset learners perceive language learning as
controllable and thus more enjoyable. Recent research by Amini Farsani and
Seyedshoja (2025) and Dong (2022) added further evidence by demonstrating that a
fixed mindset significantly predicted negative emotional states such as anxiety,
hopelessness, boredom, and anger, particularly in online language learning contexts.
In contrast, a growth mindset showed a negative correlation with these negative
emotional experiences. Additionally, Dong observed that learners with a growth
mindset were more capable of acknowledging and expressing negative emotions such
as boredom and anger in constructive ways. This tendency can be understood through
the lens of learners' underlying meaning system. A growth mindset encourages learners
to focus on effort and strategy use during the learning process, while a fixed mindset
often leads them to concentrate on performance outcomes and fears of inadequacy
(Dweck & Leggett, 1988).

Taken together, the research underscores that adopting a growth mindset

fosters constructive beliefs and behaviors that enhance the language learning
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experience. Growth mindset learners are more likely to value effort, perceive learning
as controllable, pursue mastery goals, learn from mistakes, regulate their learning
process, and experience more positive emotions (Bai et al., 2025). Conversely, a fixed
mindset is associated with beliefs that devalue effort, perceive learning as
uncontrollable, prioritize performance goals, and lead to avoidance, anxiety, and
negative effects.

This conceptualization presents language mindset as a dynamic system that
influences and is influenced by various psychological, motivational, and contextual
factors. Rather than treating mindset as a static trait, the meaning-system model views
mindset as a dynamic process that can be activated under certain conditions. This
dynamic nature highlights the need for future empirical research to examine how
language mindset systems operate within real-world learning contexts and under
specific instructional and cultural conditions.

The current section described how language mindset functions as part of a
broader meaning-making system. The next section explores how external context
shapes this system.

2.2.5 The Influence of Context on Language Mindset

Contextual factors have a significant influence on the development of
learners’ language mindsets, particularly within the English as a Foreign Language (EFL)
environment. Recent hermeneutic research by Shirvan et al. (2021) explored the
ecology of writing mindset in EFL contexts by examining how mindset is formed across
multiple levels of the learning ecosystem. At the microsystem level, the study
emphasized the importance of teacher feedback on learners' effort and perceived
natural talent, which played a critical role in shaping learners’ fixed or growth writing
mindsets. At the mesosystem level, learners’ mindset development was influenced
by their previous experiences with second language writing tasks and assessments in
high school. Within the exosystem, the study found that curriculum design exerted an
indirect effect. Limitations in curriculum emphasis on writing skills, along with a lack of
practical writing opportunities, contributed to learners viewing writing as a specialized
skill reserved for those with natural talent. At the macrosystem level, cultural norms
that prioritize listening and speaking over writing discouraged learners from investing
time and effort in writing development. Finally, at the chronosystem level, the study
documented how learners' writing mindsets fluctuated over time, particularly in
response to classroom activities and teacher feedback. These findings illustrate that

mindset is not fixed but evolves across contexts and experiences.
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From this ecological understanding, further evidence supports the idea that
language mindsets are shaped through dynamic social interactions and environmental
influences. The classroom environment, and particularly the interaction between
teachers and learners, plays a vital role in socializing learners into particular mindset
orientations. The quality and focus of these interactions can determine whether
learners lean toward fixed or growth mindsets in language learning. Therefore, it is
essential for educators to recognize the impact of classroom practices when designing
and implementing language curricula. Special attention must be given to ensuring
balanced development across all language sub-skills. If certain skills, such as writing,
are undervalued in curriculum design or classroom emphasis, learners may internalize
limiting beliefs about their potential, which may ultimately shape their mindset in
restrictive ways. The ecological approach highlights the importance of viewing mindset
as context-sensitive, responsive to instructional practices, and socially constructed
within educational systems.

This section explained how instructional and environmental factors shape
learners’ mindset development. The next section examines how cultural background
and social norms influence language mindset development.

2.2.6 Cultural Influence on Language Mindset

Cultural background and social interaction play a critical role in shaping
learners’ language mindsets, particularly in how they perceive their abilities and
respond to language learning challenges. Language mindset is not formed in isolation;
rather, it is embedded within the broader sociocultural context, shaped by shared
social representations and educational practices (Bai & Wang, 2023; Shirvan et al., 2021,
Wilang, 2024). Laurell et al. (2021) emphasized that emotionally infused cultural
representations influence how learners perceive and evaluate intelligence and talent.
These perceptions are not merely individual beliefs, but are cultivated through socially
mediated practices and discourse. As a result, learners' beliefs about their language
abilities are influenced by repeated exposure to cultural norms, values, and
institutional expectations communicated through everyday interactions. Educational
environments, therefore, play a vital role in transmitting and reinforcing these social
messages, contributing to the development of fixed or growth language mindsets
(Shirvan et al., 2021).

In this context, cultural frameworks such as individualism and collectivism
have been recognized as important factors influencing learners' mindset orientations.
According to Mercer and Ryan (2010), learners from collectivist cultures may prioritize

conformity and social harmony over individual expression, which can influence their
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willingness to take linguistic risks and engage in classroom communication. Similarly,
Gan (2009) observed that many Asian students endorse the belief that ability can be
improved through effort, reflecting a cultural inclination toward a growth mindset.
However, despite these findings, research on language mindset remains limited in
terms of its application to specific language skills such as speaking, particularly in EFL
contexts. This is a notable gap in the literature given that speaking tasks often demand
high levels of spontaneity, confidence, and resilience which are traits closely
associated with learners’ underlying mindsets.

In the Thai EFL context, cultural values significantly influence learners'
speaking behaviors and contribute to the development of their language mindset.
Communication in Thailand is deeply embedded in societal norms, with learners
socialized to communicate indirectly and to maintain social cohesion (Shumin, 2002;
Kakita & Palukuri, 2020). Thailand’s classification as a collectivist society, where social
conformity and politeness are highly valued, has been shown to affect how students
engage in speaking activities (Hofstede, 2001; Kuo, 2013). Learners may hesitate to
express opinions openly or may include off-topic information to maintain harmony,
which can affect their clarity and confidence when speaking in classroom settings (Peng
et al,, 2005; Etae et al.,, 2017; Chaisiri, 2023). These communication tendencies may
shape students’ perceptions of language ability, contributing to the internalization of
either growth or fixed mindset beliefs depending on how effort, mistakes, and
participation are valued in the learning environment.

Moreover, the hierarchical structure of Thai society further shapes learners’
language mindset by influencing their perceptions of authority and risk in
communication. Students are often acutely aware of their interlocutors' social or
academic status. When speaking to teachers or senior peers, they may fear being
judged or making mistakes, which can lead to reduced participation (Komolsevin et al.,
2010; Pattapong, 2015; Ma et al., 2019). This reluctance to speak in formal settings may
reinforce the belief that language proficiency is tied to natural talent or personality
traits, rather than something that can be developed through practice and feedback. As
such, learners may adopt fixed mindset beliefs, especially if they perceive
communicative success as being beyond their control.

Given the influence of sociocultural norms on students’ communication
behavior and mindset formation, educators should incorporate these contextual
factors into language instruction and assessment. Understanding the relationship
between culture and language mindset is particularly relevant in the Thai EFL context,

where cultural expectations may inhibit learners’ speaking engagement. Therefore, this
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study addresses the need to explore foreign language speaking mindset among Thai
undergraduate students, taking into account the specific cultural and social influences
that shape their language learning experiences.

This section discussed how cultural influences contribute to learners’
adoption of language mindset. These insights highlight the need for domain-specific
investigations.

Section 2.2 examined the development and function of language mindset
in second language acquisition. It began by explaining how learners’ beliefs influence
their motivation, learning strategies, and emotional responses. Then, it reviewed the
foundational and contemporary studies that demonstrated how language mindset
operated along a continuum and interacts with motivational factors. It showed that
language mindset is shaped by instructional context, socio-cultural values, and learner
experiences. It highlishted that language mindset is dynamic and context-sensitive.
Based on this understanding, the next section focuses specifically on domain-specific

language mindset.

2.3 Domain-specific Language Mindset
2.3.1 Domain-specific Language Mindset

The concept of language mindset has increasingly been recognized as
domain-specific, with learners potentially adopting different mindsets across various
language sub-skills. Mercer and Ryan (2012) emphasized that language mindsets can
be conceptualized as domain-specific, particularly in relation to the distinct sub-skills
involved in language learning. Anderson’s (2018) study examined learners’ mindsets
across academic and non-academic domains, with findings suggesting variability in
perceived potential across domains such as listening, writing, and public speaking.
Undergraduate learners in the study demonstrated different perceptions of their
developmental potential in these domains, indicating that mindset orientations may
differ depending on the specific language skill. In recent years, many researchers have
aimed to provide empirical support for the notion of domain-specific language mindset
and have attempted to operationalize it accordingly.

Among the first sub-skills explored under this framework was reading, which
has received considerable attention in mindset-related research. Andersen and Nielsen
(2016) demonstrated that a growth mindset intervention could significantly enhance
learners’ reading and writing outcomes. Similarly, Khajavy et al. (2021) developed and
validated a reading mindset scale, advancing the measurement of mindsets in the

reading domain. Building on this, Drumgoole (2021) reported a modest yet significant
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relationship between mindset and achievement in Spanish reading and listening,
further reinforcing the relevance of domain specificity in language learning research.

Following initial work in reading, research attention has gradually expanded
to other sub-skills, including writing. Schrodt et al. (2019) found that growth mindset
instruction promoted perseverance and independence in young learners’ writing. Later
studies by Bai et al. (2020) and Bai and Guo (2021) confirmed a positive association
between growth mindset and writing achievement among high-performing students.
These studies also revealed that growth mindset influenced learners' self-regulation
strategies and effort, which mediated their writing performance. In addition, Shirvan et
al. (2021) investicated how learners’ writing mindsets interact with their broader
language learning ecosystem. More recently, Yao and Zhu (2024) highlighted that
learners with a growth mindset in writing are more likely to seek feedback, while fixed
mindset learners are less inclined to do so. Furthermore, Yao et al. (2024) linked a
growth writing mindset with positive learner attitudes.

Core language components such as vocabulary and grammar have also been
examined in the context of mindset, extending the domain-specific approach.
Zarrinabadi et al. (2023) explored learners’ mindsets in relation to grammar learning.
Their findings indicated that learners who adopted a growth mindset were more likely
to apply a range of learning strategies in both second and third language grammar
acquisition. Similarly, Teng (2024) showed that Chinese undergraduates with a growth
vocabulary mindset developed more positive attitudes and adopted proactive learning
strategies.

Listening and speaking domains have also been addressed in recent studies,
further supporting the idea of domain specificity in language mindset. Zanjani et al.
(2024) developed a listening mindset questionnaire grounded in the Language Mindset
Inventory by Lou and Noels (2019). Their findings confirmed that listening mindset
could effectively predict learners’ behavior in listening tasks. Likewise, research in the
speaking domain has shown that learners’ speaking mindset affects their performance,
attitudes, strategic choices, and behavioral engagement in learning to speak
(Derakhshan & Fathi, 2024; Stewart et al. 2017, 2019).

In the early stages of domain-specific language mindset research, qualitative
approaches were predominantly employed to explore learners’ beliefs across
language sub-skills. Interviews of various types were conducted to provide rich,
contextualized insights into how learners conceptualize their mindsets in relation to
specific domains of language learning (Mercer & Ryan, 2010; Shirvan et al., 2021). As

the field has progressed, researchers and educators have adopted a range of
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methodological approaches to investigate domain-specific language mindset,
incorporating both qualitative and quantitative strategies. Among the most widely used
tools are mindset scales, including the Language Mindset Inventory (Lou & Noels, 2017),
the L2 Reading Mindset Scale (Khajavy et al.,, 2021), the L2 Pragmatic Mindset Scale
(Zarrinabadi et al., 2022), and the Listening Mindset Questionnaire (Zanjani et al., 2024).
In addition to these instruments, intervention-based approaches have also been used,
with several studies employing mindset interventions to improve learners’ skills, such
as in reading (Andersen & Nielsen, 2016; Wanzek et al., 2021). These diverse approaches
contribute to validating both the measurements and the conceptual frameworks
underlying domain-specific language mindset.

Despite these advancements, there remains a limited focus on exploring the
relationship between domain-specific mindsets and non-academic variables. Current
studies tend to rely predominantly on quantitative designs, which, while valuable, may
not fully capture the complexity of learners’ beliefs and experiences. Therefore, there
is a growing need to develop new instruments and integrated methodological
frameworks that incorporate both cognitive variables and qualitative insights. Such
approaches can offer a more detailed understanding of how learners interpret their
language learning experiences and how these interpretations are shaped by mindset-
related beliefs. To address this gap, future research should pursue mixed-methods
designs that can examine cognitive, affective, and contextual factors in shaping
domain-specific language mindsets.

This section demonstrated that leamers form different beliefs about
different language sub-skills. It reinforced the domain-specific nature of language
mindset. It revealed the importance of diverse methods and instruments to study this
complexity. These insights lead to the next section which focuses on foreign language
speaking mindset.

2.3.2 Foreign Language Speaking Mindset

Speaking is a key skill in language learning, and recent studies have explored
how learners’ mindsets influence their speaking performance and related emotional
experiences. While much of the early research on mindset focused on general or
academic performance, more recent studies have addressed learners’ mindset specific
to public speaking. Stewart et al. (2017, 2019) demonstrated that a growth mindset
helped reduce public speaking anxiety and enhanced learners' speaking abilities.
Following this, Denker et al. (2022) reported that students with a growth-oriented
communication mindset exhibited stronger cognitive engagement and improved

academic rapport.
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Further research has linked second language speaking mindset to anxiety
and confidence among specific learner groups. Ozdemir and Papi (2021) found that
teacher assistants (TAs) with a fixed mindset were more likely to experience second
language speaking anxiety, while those with a growth mindset exhibited higher self-
confidence in speaking tasks. These findings aligned with results from Andi et al. (2022),
who reported a positive correlation between fixed mindset and English-speaking
anxiety. Nordin and Broeckelman-Post (2020) contributed further by exploring
communication mindset as a trait variable. Their study uncovered a gender and
cultural gap in communication mindset adoption: male students tended to hold
growth mindsets, while Asian students were more likely to adopt fixed mindsets in
diverse classrooms. Despite these findings, some inconsistencies have been reported
in the literature regarding the impact of mindset on speaking-related anxiety. Although
learners may adopt a growth communication mindset, some still experience anxiety
when engaged in public speaking. These inconsistencies suggest that mindset alone
may not fully account for learners’ speaking performance or emotional responses, and
that additional variables may mediate or moderate this relationship.

The current body of literature lacks a standardized and validated
measurement tool specifically desiened to assess speaking mindset. This gap in
available tools highlights the need for more targeted investigations into speaking
mindset and its implications. Although there is a growing interest in exploring mindsets
within sub-skill domains, the scarcity of validated instruments for speaking mindset
remains a limitation. As such, there is an urgent need to develop and implement
domain-specific tools that can effectively examine learners’ speaking mindsets and
provide deeper insights into their speaking behavior, beliefs, and emotional regulation.

This section emphasized the influence of foreign language speaking mindset
on learners’ confidence, anxiety, and speaking behavior. It also identified a lack of
standardized measurement tools for this sub-skill. Section 2.3 underscores the need
for more focused research into domain-specific beliefs and tools that can capture the
dynamic nature of language mindset. These findings set the stage for the next section

which outlines the research gaps and proposes direction for current study.

2.4 Research Gaps
This section presents four key research gaps that support the need for the present
study. These include theoretical, methodological, contextual, and pedagosgical gaps.

Each category represents areas where current research remains limited, inconsistent,
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or underexplored. The following subsections elaborate on each gap and explain their
relevance to the investigation of language mindset.
2.4.1 Theoretical Gaps

Theoretical limitations in existing research point to several areas that remain
conceptually underdeveloped in mindset theory. These include the internal structure
of belief systems, the specific circumstances that elicit mindset, and the underexplored
advantages of the fixed mindset.

A key theoretical concern in mindset research relates to the structure and
sequence of variables that influence belief systems. Dweck and Leggett's (1988)
concept of implicit theories and goal responses has provided the foundation for
extensive studies. However, debates continue regarding how implicit theories or
mindsets should be conceptualized within the belief system. A specific issue involves
the variable network and the order in which variables influence each other. Dweck et
al. (1995) explained that this network is interconnected, meaning learners may follow
different sequences in their formulation of mindset. Implicit theories may arise from
cognition linked to the entity theory, such as negative expectations and reactions, or
may emerge simultaneously with affective states, goal orientations, and responses. As
a result, implicit theories are shaped and influenced by various interconnected
variables (Sadeghi et al., 2020; Sigmundsson et al., 2020; Uslu & Durak, 2022).

Althousgh researchers have explored the interactions among these variables,
few studies have systematically examined their sequential development. It is
important to understand how belief systems influence learner behavior, emotion, and
cognition. Gaining deeper insight requires further investigation into how these variables
interact across different learning domains, such as mathematics, science, and language.
Studies in language learning have begun to address this need by integrating motivation
and proposing a meaning system model. For example, Lou and Noels (2017), Lou et
al. (2017), and Lou and Noels (2019) have developed a language-mindset meaning
system that illustrates these interactions. Similarly, Haimovitz and Dweck (2017)
emphasized the role of environmental socialization in mindset development. Future
research should examine the ecological factors that contribute to mindset formation
and how different systems influence learners’ beliefs (Lou & Li, 2023).

Another theoretical gap involves the conditions under which mindset
becomes activated during learning. Prior studies have shown that implicit theories tend
to surface when learners encounter difficulties (Dweck & Leggett, 1988; Dweck et al.,
1995; Mercer & Ryan, 2010). However, few theoretical models clearly define what

constitutes a challenge or the specific conditions that trigger learners' mindset
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expressions. It remains difficult to identify which types of tasks or situations will
provoke learners' belief systems, as these responses vary across individuals. This
complexity makes it necessary to consider additional variables such as proficiency
level, learning achievement, and pre- or post-assessment outcomes.

Incorporating both independent and dependent variables into future
research can clarify how learners’ beliefs are activated. For example, independent
variables could include task types or speaking activities, while dependent variables
might include academic performance or observable classroom behaviors. These
variables can help explain when and how learners’ implicit theories are revealed.
Furthermore, determining the appropriate timing for observing mindset activation is
essential in identifying when specific theories are most likely to emerge.

Studies have typically explored the benefits of a growth mindset, while
overlooking potential advantages of endorsing fixed beliefs (Campbell et al., 2021,
Shoshani, 2021). The literature also highlights that entity theory may lead to negative
outcomes, such as insecurity and reduced confidence (Hwang et al, 2019).
This imbalance has limited the understanding of contexts in which the fixed mindset
may provide adaptive value.

Despite its limitations, the fixed mindset may still offer benefits in certain
learning conditions. For instance, learners who adopt performance goals aligned with
their past achievements may use the entity mindset to validate their ability without
feeling threatened by effort. In such cases, learners may reduce emotional vulnerability
and maintain motivation by limiting situations that require excessive effort.
This possibility raises important questions about the circumstances in which fixed
beliefs might support learning outcomes.

Few studies have explicitly investicated the positive outcomes of the entity
mindset, despite early findings suggesting its relevance. Lou and Noels (2020) reported
a link between fixed mindset and avoidance behaviors in language learning, particularly
in response to perceived rejection. Additionally, Schroder et al. (2019) found that a
fixed mindset about anxiety predicted higher psychological distress. These findings
illustrate the negative implications of entity beliefs but also point to the importance
of examining their complexity. Further research is needed to determine whether there
are specific educational contexts in which a fixed mindset may function as an adaptive
belief.

The above section highlighted the intricacy of mindset as a dynamic and
context-sensitive system. Researchers need to explore not only how belief systems

form and interact but also how both fixed and growth mindsets may contribute to
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learning outcomes under certain conditions. This theoretical reflection sets the stage
for the next section which examines how current research methods may limit our
understanding of this interconnectedness.

2.4.2 Methodological Gaps

In addition to theoretical issues, methodological limitations have emerged
in existing mindset research, particularly in relation to measurement design,
intervention implementation, and research methods. These limitations suggest the
need for improved instruments and more diverse approaches to examining implicit
theories.

A key methodological issue concerns the adequacy of quantitative
instruments in capturing the complexity of learners’ implicit theories. Numerous prior
studies have relied on surveys or mindset inventories to assess beliefs (Dweck, 2000;
Fazio & Olsen, 2003; Lou & Noels, 2017). Although widely used, such tools may not
fully represent the depth and variability of mindset. Since implicit theories are abstract
and embedded within individuals’ belief systems, they are difficult to observe and
quantify. Designing a reliable instrument requires clearly defining research objectives,
selecting appropriate data formats, and developing an analysis plan based on initial
findings (Cohen et al., 2007).

Several researchers have worked to operationalize mindset constructs
through validated instruments, though challenges remain. Efforts to develop reliable
surveys have included iterative testing and statistical analyses to ensure validity (Davis
et al,, 2016; Tock et al,, 2021; Munika et al., 2022). However, definitional ambiguities
persist, particularly regarding whether mindset should be treated as a single construct
or two distinct factors. This lack of clarity complicates efforts to accurately measure
mindset.

Experimental designs have also been used to examine mindset, however,
they often emphasize academic performance rather than behavioral processes.
Mindset interventions have demonstrated predictive associations with variables such
as anxiety (Altunel, 2019), psychological distress (Schroder et al,, 2019), resilience
(Yeager & Dweck, 2012), engagement, and academic achievement (Bostwick et al., 2020
McCutchen et al., 2016). However, few studies have contributed detailed statistical
analyses that explore how implicit theories function in learning contexts (Macnamara
& Rupani, 2017; Khajavy et al., 2021). Furthermore, many studies have not aligned their
objectives with the core function of mindset theory, which is to understand learners’

responses to challenges (Yeager & Dweck, 2020).
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To enhance the methodological depth of mindset research, some scholars
have turned to neuroscience to examine learners’ internal responses. In a notable
study, Moser et al. (2011) explored the neural mechanisms associated with mindset.
They found that learners with a growth mindset demonstrated positive brain responses
when encountering mistakes. These responses involved self-monitoring and adaptive
thinking. Their findings were supported by subsequent research from Schroder et al.
(2014), which showed that growth-oriented learners displayed brain activity that
supported task focus and adaptability. Although promising, neuroscience methods are
rarely used in mindset research due to cost and logistical challenges.

Despite its limited application, neuroscience provides a compelling lens for
examining the internal mechanisms of mindset systems. Neuroscientific findings can
reinforce theoretical assumptions and help educators understand how learners
develop resilience in the face of failure. Future studies should consider integrating
neuroscience to explore the cognitive and emotional processes involved in mindset
formation. This approach has the potential to strengthen empirical support for mindset
theory and deepen insights into learners' responses to academic challenges.

Mindset intervention has become a prominent area of study as researchers
explore strategies to promote the adoption of a growth mindset among learners. This
intervention approach focuses on helping students understand the malleability of the
brain and encouraging them to view challenges as opportunities for learning (Burnette
et al,, 2018; Campbell et al., 2021). Its increasing popularity is reflected in a growing
number of published studies that assess its outcomes and practical implications
(Blackwell et al., 2007; Paunesku et al., 2015; Yeager et al., 2019).

A variety of intervention designs have been implemented to cultivate growth
mindset beliefs among students. Early approaches used peer mentoring as a
foundation, where learners supported others within the same grade or age group
(Lanvers, 2020). One such method, the pen pal orientation, connected students from
different academic levels who exchanged letters discussing their learning experiences
and encouraging mindset development (Aronson et al., 2002). An alternative approach
modified this idea by using trained research assistants to act as mentors who guided
students through learning difficulties and taught growth mindset concepts (Good et al.,
2003). A modern variation of peer mentoring continues to involve older students
providing support, but now includes instruction on language learning benefits, learning
difficulties, and mindset theory (Lanvers, 2020). This method aims to promote self-

efficacy, positive learning beliefs, and self-regulation (Lisberg & Woods, 2018).
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In addition to peer support models, other interventions deliver growth
mindset content through structured instruction. One such method is the mindset
lecture, which introduces learners to the concept of brain malleability and provides
reflective activities to enhance awareness and application of growth mindset principles
(Choi, 2018; Quille & Bergin, 2020; Sahagun et al., 2021). Another instructional approach
uses multimedia tools, including videos, infographics, and digital materials, to present
mindset content. These materials help learners internalize concepts related to brain
plasticity and encourage reflection through class discussions and writing tasks
(Jamieson et al., 2018; Burgoyne et al., 2018; Schleider et al., 2019).

The use of short video interventions has been found to be particularly
effective in changing mindset beliefs and improving mental well-being. For instance,
Schleider and Weisz (2016) demonstrated that adolescents who engaged with
infographics and audio-visual content developed stronger growth mindset beliefs and
recovered from stress more quickly. Frary (2018) observed similar outcomes, noting
that these methods required minimal resources and could be delivered efficiently.
These interventions provided learners with concrete information about brain
development and helped them reflect on their beliefs in meaningful ways.

An alternative design, referred to as mindset-embedded instruction,
integrates mindset concepts directly into lesson content. However, findings from
Calisto (2013) and Campbell et al. (2021) indicated that this approach has had limited
success in significantly altering learners’ mindset beliefs. These results suggest that
while integration may enhance relevance, it requires careful planning to ensure that
learners clearly understand the mindset concepts embedded in the lessons.

Despite the growing interest in mindset interventions, not all studies have
reported strong results. Some research has found that mindset interventions produce
weak or statistically insignificant changes in learners’ beliefs (Brdten et al.,, 2017;
Burgoyne et al,, 2018). In response, scholars have proposed strategies to improve
intervention effectiveness. Yeager et al. (2016) and Zhang (2022) recommended that
interventions be clearly targeted, include specific learning objectives, and be sensitive
to the learning context in which they are delivered.

Recent scholarship has emphasized the importance of contextually
informed and well-structured mindset interventions. Burnette et al. (2022) suggested
that designers of mindset interventions should move beyond academic outcomes and
instead define broader learning goals, identify suitable learner groups, and tailor

delivery methods to specific settings. Zhang (2022) further emphasized the role of
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supportive environments, message customization, and learner engagement in ensuring
the success of such interventions.

Recent research has begun to explore the application of mindset
interventions to language speaking skills. Carrington (2022) successfully implemented
a speaking course that incorporated mindset training through videos and mindset-
based tasks. This course created a learning environment that encouraged learners to
understand the process of growth and language learning. Similarly, Baynard-Montague
and James (2023) reported that short video-based interventions improved participants’
speaking performance. In a different context, Lou and Noels (2023) and Mardesich
(2023) investigated how manipulated mindset beliefs affected migrants’ perceptions
of linguistic potential and program participation. Their findings showed that fixed
mindsets were linked to contact avoidance and resistance to language program
engagement, while growth mindsets were not associated with such tendencies.

Considering the benefits of multimedia mindset interventions and their
impact on speaking outcomes, the present study adopted a video-based approach.
Research has shown that these tools are time-efficient, require minimal resources, and
effectively shift learners’ beliefs. Drawing on these findings, the present study designed
a video toolkit to support mindset development and improve students’ beliefs and
behaviors related to foreign language speaking.

Longitudinal studies offer valuable insights into how mindsets evolve over
time, yet there remains limited consensus regarding their appropriate design and
duration. A longitudinal approach can reveal patterns in mindset development and its
effects on learning, providing both theoretical and pedagosgical contributions to the
field. However, researchers continue to debate what timeframe qualifies as
longitudinal, with existing studies varying widely in duration (Khan, 2019). Some
investigations span one month, while others extend to one year or longer, such as
those conducted by Schroder et al. (2019) and Zhao et al. (2021). In addition to
inconsistent definitions of duration, relatively few studies have measured learners’
mindsets multiple times across extended periods.

Repeated assessments are necessary to examine how learners’ beliefs
persist, shift, or adapt in response to instruction and experience. Without multiple data
points, researchers cannot determine whether mindset changes are temporary or
sustained. Therefore, future studies should prioritize repeated measurement designs
in order to investigate mindset as a dynamic construct. Measuring mindset at least
twice during the study period can offer clearer insights into its role in shaping learners’

cognitive and emotional development.
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Qualitative approaches to mindset research remain limited, despite their
potential to uncover deeper dimensions of learners’ beliefs and experiences. Existing
studies in this area are few, largely due to the implicit nature of the mindset construct,
which poses challenges for observation and interpretation (Sun, 2019; Savvides & Bond,
2021). Researchers often find it difficult to access and articulate learners' implicit
theories, making it necessary to develop research methods capable of capturing these
internal perspectives. Consequently, there is a pressing need for methodologies that
can effectively reveal and analyze the underlying structures of learners' belief systems
(Bernecker & Job, 2019).

To address this gap, the present study adopts a qualitative approach that
incorporates both semi-structured interviews and Q-methodology. Q-methodology has
shown promise for exploring subjective viewpoints related to learners’ mindsets. This
approach enables researchers to investigate how individuals perceive and prioritize
ideas about learning and ability (Kamal et al., 2014). Originally developed for medical
research (Barbosa et al., 1998), Q-methodology has since been applied across the social
sciences and humanities to capture complex belief systems (Parkins et al., 2015).

In applying Q-methodology to this study, the researcher follows a structured
process based on established guidelines. According to Bartlett and DeWeese (2015),
the first step involves developing a set of statements that reflect diverse perspectives
related to mindset. These statements can be derived from literature reviews,
interviews, or content such as online forums. The next step is refining and finalizing
the Q-set, which may require iterative revisions and pilot testing. After the Q-set is
prepared, a sample of participants is selected to perform the Q-sort, ranking the
statements according to their beliefs or experiences. Participants then complete the
Q-sort using a grid format that supports both forced choice and comparative judgment.
Finally, researchers analyze the data using a combination of statistical and thematic
approaches to identify patterns and meaning.

Q-methodology serves as an effective bridge between quantitative and
qualitative research traditions. As Ramlo (2015) noted, it enables researchers to gather
interpretable data that respects the complexity of individual perspectives while still
producing reliable and replicable results. In the context of this study, the use of
Q-methodology added insight that supported the survey and interview results. Through
the Q-sort activity, participants revealed changes in how they view their speaking
ability. This method helped identify how learners organized their beliefs when making

choices about language learning. It also confirmed the positive shift toward a growth
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mindset that emerged during the intervention and showed how students internalized
new ways of thinking about foreign language speaking.

The current section showed the lack of alignment between core theoretical
constructs and research design remains a critical weakness. Without methodological
approaches that capture the layered and implicit nature of mindset, researchers risk
drawing incomplete conclusions. These methodological concerns point toward the
need for research that incorporates diverse methods and varied cultural and learner
contexts. This will be explored in the following section.

2.4.3 Contextual Gaps

Contextual limitations in existing research highlisht the need for further
investigation into the broader system of domain-specific language mindset. Although
recent studies have supported the domain-specific nature of language mindsets
(Khajavy et al.,, 2021; Bai et al., 2020; Ozdemir & Papi, 2021), the majority of these
studies have focused narrowly on specific domains such as reading or writing.
Moreover, many of these investigations emphasize only affective aspects, such as
enjoyment or anxiety, without integrating other essential components of the belief
system. This has resulted in a lack of research that examines multiple variables within
a single study.

There remains limited exploration of how additional mindset-related
variables interact within domain-specific contexts. Variables such as self-regulation,
goal orientations, effort beliefs, beliefs about failure and mistakes, and attribution have
not yet been studied together within one framework. The absence of such integrated
investigations restricts our understanding of how these interconnected components
function collectively in shaping learners’ beliefs and behaviors.

Recent findings suggest that social norms and contextual influences play a
substantial role in shaping mindset beliefs. Lou and Li (2023) revealed that learners’
mindset orientations can vary significantly depending on their cultural and social
environments. While some studies have examined language mindset in the Thai
context (Eurboonyanun et al., 2023; Krataytong & Saleemad, 2023; Mahapoonyanont
et al,, 2024), none have specifically investigated the foreign language speaking mindset
of Thai undergraduate learners. This omission limits the applicability of existing
research findings to this learner population.

To address this gap, the present study incorporates variables from the
language-mindset meaning system proposed by Lou and Noels (2019). This approach
allows for a more complete investigation of the speaking mindset in the Thai context

by including multiple belief dimensions. Exploring these factors together can offer a
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more meaningful interpretation of how Thai undergraduate learners perceive foreign
language speaking, and how their beliefs are shaped by the interaction between
individual and cultural influences. This research aims to extend the current
understanding of domain-specific mindset by emphasizing speaking skills within a
clearly defined sociocultural context.

This section emphasized the need to explore domain-specific mindset within
authentic sociocultural settings. The limited attention to foreign language speaking
mindset in Thai context shows that existing studies have not fully addressed how
cultural, individual, and instructional factors interact. Recognizing these contextual
influences prepares the review for the next section on pedagogical gaps.

2.4.4 Pedagogical Gaps

The current literature also reveals pedagogical gaps concerning the
application of growth mindset principles in language instruction, particularly in the area
of speaking.

While a number of studies have explored teaching strategies, curriculum
development, and professional training, the research remains limited in its scope and
specificity, especially within the Thai educational context.

In terms of instructional methods, prior research has proposed several ways
to embed mindset principles into teaching practices. One study by Inchamnan and
Chomsuan (2020) investigated the use of gamification to cultivate a growth mindset,
finding that this method increased learners’ motivation and engagement. Similarly,
Nuntasri and Chaichomchuen (2020) introduced a project-based teaching approach
designed to foster growth mindset development. Their approach consisted of four
stages: inspiring students, assigning challenging tasks, emphasizing the value of effort,
and promoting positive thinking through reflective activities. These methods offer
useful frameworks for mindset-oriented pedagogy but require further examination in
diverse learning contexts.

Curriculum design has also been examined in connection with mindset,
although the number of studies remains limited. For example, Warunwutthi et al.
(2022) implemented a counseling program for Chinese graduate students in Thailand.
The program aimed to support learners’ cognitive resilience in response to challenges.
While the intervention showed positive results, limitations related to sample size,
educational level, and setting suggest the need for broader application. Based on these
findings, the authors recommended that Thai institutions consider incorporating
mindset development strategies into their curriculum frameworks. Their

recommendation is consistent with Sosik et al. (2017), who advocated for promoting a
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growth mindset across all educational levels in Thailand to improve learner well-being
and academic orientation.

Professional development for teachers and school administrators also
represents a significant area of pedagogical research. Several studies have explored
how educators’ mindset beliefs influence their instructional choices and leadership
practices. Masalee et al. (2021) conducted a large-scale study involving 460 school
administrators in Thailand. The researchers proposed six core indicators of a growth
mindset for administrators, including innovative thinking, openness to change, personal
development, goal orientation, recognition of success, and strategic leadership. They
suggested that the Ministry of Education integrate these indicators into administrative
training programs to strengthen teacher and student development.

Efforts to foster a growth mindset among teachers have focused on coaching
and reflective training. For example, Kawinkamolroj et al. (2015) introduced a coaching
model designed to shift elementary school teachers toward a growth-oriented teaching
mindset. The study showed improvements in instructional planning and teacher
attitudes. In related research, Yokchoo (2018) emphasized the influence of teachers’
beliefs about their own and their students’ abilities on classroom practice. The study
highlighted the need to help pre-service teachers view abilities as developable, as this
perspective encourages instructional strategies that promote learner potential,
motivation, and persistence.

Although several studies have offered practical insights into mindset-
oriented pedagogy, research in the Thai context remains insufficient. Further
investigation is necessary to understand how mindset-informed instruction can be
integrated across educational levels and adapted to different student populations. By
expanding pedagogical research on growth mindset implementation, educators and
policymakers can better desien strategies that improve teaching effectiveness and
learner engagement in language education.

This section underscored the need to integrate growth mindset principles
into curriculum, instruction, and professional development, particularly in Thailand.
Section 2.4 reveals broader challenges in fully understanding and applying mindset
theory. These findings lead to the next section which presents the conceptual

framework for the present study.
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2.5 Conceptual Framework
Regarding the literature review, the conceptual framework of the current study is

presented in Figure 2.3 below.
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Figure 2.3 Conceptual Framework of L2 Speaking Mindset of
Thai Undergraduate Students

The conceptual framework in Figure 2.3 outlines how the foreign language
speaking mindset is shaped by learners’ beliefs and their interpretations of learning-
related variables. This framework draws upon learners’ interpretation of various
learning components within the domain of speaking skills. The diagram presents a
structured model that positions language mindset as the core element within the
belief system. Learners’ beliefs about general language ability, second language
aptitude, and the critical period hypothesis collectively contribute to the formation of
their language mindset. Placing language mindset at the center of the framework
suggests that learners’ interpretation of learning variables, such as attribution, effort,
achievement goals, self-regulation, failure and mistake beliefs, and emotional
responses, is influenced by both their mindset and their perceived proficiency in
a foreign language.

Learners with differing levels of language proficiency and varying mindsets are
expected to interpret these six learning variables in distinct ways. This study aims to
investigate how learners perceive and apply these six variables within the specific
context of speaking, and how these interpretations are shaped by their views of their

own language proficiency. In addition, the study incorporates a mindset intervention
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to promote the development of a growth-oriented language mindset. Through this
intervention, the study seeks to better understand learners’ speaking mindsets and
explore how these beliefs may change over time. Apart from the promotion of growth-
oriented belief, the mindset intervention in turn impacts learners’ speaking
performance. By integrating these components, the framework offers a clear
foundation for the investigation and guides the direction of the study. It provides a
systematic approach to examining the dynamic interaction between learners’ mindset
beliefs, their perceptions of proficiency, and their responses to learning-related

experiences in speaking tasks.

2.6 Summary of the Chapter

This chapter explains the theoretical framework that will be employed in the
present study. The literature review encompasses an exploration of the concept of
mindset and language mindset, a mindset meaning system and a language mindset
meaning system, identification of gaps within the existing literature concerning mindset
and language mindset studies and presents a conceptual framework that will guide

the current study.



CHAPTER 3
LITERATURE REVIEW

This chapter describes the methodology employed in the present study.
It explains the research design, the characteristics of the participants, the research
instruments, the research approach, the techniques applied for data analysis, as well

as the findings from the pilot study.

3.1 Flow Chart of Methodology
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Figure 3.1 presented an overview of the research methodology employed in this
study. The diagram outlines the research process including literature review, research
design, research setting and participants, instruments, data collection procedures, and
data analysis. The figure illustrated how the study was structured across three main
stages. This visual representation provided a clear roadmap of how the study was

systematically conducted to address the research purposes.

3.2 Research Design

The aim of the current study is to investigate the language and foreign language
speaking mindsets of Thai undergraduate students. In addition to exploring the
mindsets, the study seeks to establish relationships among language mindset, foreign
language speaking mindset, and speaking performance of Thai undergraduate students,
as well as to examine the learning variables related to foreign language speaking
mindsets of the undergraduate students. Finally, the study aims to examine the
dynamic nature of the foreign language speaking mindset among Thai undergraduate
students over time.

The study employed a mixed-methods research design that incorporates both
quantitative and qualitative methodologies. With regard to the purposes and research
questions of the study, the four aims and corresponding questions were pursued
throughout three stages of the study. Table 3.1 presented the research design and
showed the research purposes and research questions with the stages that

corresponded to each question.

Table 3.1 Research Design

Research Purposes Research Questions Stages of the study

1. To investigate Thai undergraduate 1. What are the language mindset and  Stage 1 Language Mindset and
students’ language mindset and foreign foreign language speaking mindset of ~ Foreign Language Speaking

language speaking mindset. Thai undergraduate students? Mindset Surveys

2. To know the factors associated with 2. What are the factors related to Stage 1 Language Mindset and
foreign language speaking mindset of  foreign language speaking mindset Foreign Language Speaking
Thai undergraduate students. among Thai undergraduate students? ~ Mindset Surveys

3. To determine the relationship 3. What are the relationships among Stage 2 Language Mindset
between and among language mindset, language mindset, foreign language Intervention

foreign language speaking mindset, and speaking mindset, and speaking

speaking performance of Thai performance of Thai undergraduate

undergraduate students. students?

4. To understand the dynamic nature 4. Does foreign language speaking Stage 2 Language Mindset
of foreign language speaking mindset of mindset among Thai undergraduate Intervention

Thai undergraduate students over time. students change over time, and if so,  Stage 3 Foreign Language
what is the nature of this change? Speaking Mindset Survey, Q-
Methodology, and Semi-
Structured Interview
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Table 3.1 outlined how the study’s purposes connect with the research questions
and the methodological stages. Each stage was planned to address the specific aim of
the study. The following section explains each stage of the study in detail.

3.2.1 Stage 1 Language Mindset and Foreign Language Speaking Mindset
Surveys

The first stage used a quantitative approach to examine learners’ language
mindsets, foreign language speaking mindsets, and related learning variables. In the
current study, the researcher used the data gathered from surveys to establish the
linear correlations between language mindset and foreign language speaking mindset,
as well as the connections between speaking performance and foreign language
speaking mindset. Both the language mindset survey and the foreign language speaking
mindset survey were distributed electronically via online (Google Form) surveys. The
reason for implementing a survey is grounded in its suitability as a tool for assessing
the language mindset and foreign language speaking mindset of undergraduate
students. Additionally, the use of survey data enables the researcher to draw
inferences (Lankshear & Knobel, 2004) regarding the language mindset, foreign language
speaking mindset, and their connection with the learning variables that underpin the
meaning-making process of undergraduate students. The survey results of this stage
provided insights for answering research questions 1) What are the language mindset
and foreign language speaking mindset of Thai undergraduate students? and 2) What
are the factors related to foreign language speaking mindset among Thai undergraduate
students?

3.2.2 Stage 2 Language Mindset Intervention

The second stage employed a language mindset intervention to explore the
effects of a mindset intervention and related learning variables. The intervention was
applied to achieve the following objectives: seek for the insight of a foreign language
speaking mindset, identify the interplay between foreign language speaking mindsets
and the learning variables of the undergraduate students, determine the relationship
between the learning variables and foreign language speaking mindset, and investigate
the dynamic nature of foreign language speaking mindset over time. At this stage, the
pre-speaking test was carried out prior to the mindset intervention, and the post-
speaking test was conducted subsequent to the conclusion of the mindset
intervention.

These measurements were conducted to assess changes in mindset change
before and after the intervention. The purpose of the speaking test is to assess the

speaking performance of undergraduate students. This test enables the researcher to
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both evaluate the speaking performance of undergraduate students and establish a
connection between the learning trajectory of students' foreign language speaking skills
and their mindset. The mindset toolkit was utilized as an instrument. By utilizing an
intervention, the researcher can investigate the effects of mindset intervention on the
language mindset and foreign language speaking mindset of undergraduate students in
an English language classroom setting since conducting a true experimental design in
a classroom setting can be impractical (Cohen et al., 2007), as it may be challenging to
randomize the provision of a mindset intervention to specific groups of Thai
undergraduate students given constraints of time and context. The guided journals
were provided to students as a tool for reflecting on their understanding of mindsets
and identifying potential applications of this knowledge to their foreign language
speaking. The outcomes of this stage will provide insigshts for answering research
questions 3) What are the relationships among language mindset, foreign language
speaking mindset, and speaking performance of Thai undergraduate students?? and 4)
Does foreign language speaking mindset among Thai undergraduate students change
over time, and if so, what is the nature of this change?
3.2.3 Stage 3 Foreign Language Speaking Mindset Survey, Q-Methodology,

and Semi-Structured Interview

The third stage applied a mixed-method to gain a deeper understanding of
the evolution of foreign language speaking mindset. At this stage, the researcher
administered the foreign language speaking mindset inventory, in addition to
conducting semi-structured interviews. Prior to conducting the interview, the
researcher utilized Q-methodology, a systematic approach that enables the researcher
to discern the subjective viewpoints of the participants (Bartlett & DeWeese, 2015).
Through the application of this approach, the researcher was able to identify shared
perceptions among participants, as well as how they make meaning with respect to
their mindset. The semi-structured interview afforded the researcher the opportunity
to explore students' foreign language speaking mindset and gain insight into their
perspective, thus enabling the development of relevant concepts (Lankshear & Knobel,
2004). Furthermore, the survey provided data for the comparative analysis of changes
in students' mindset over time. The outcomes of this stage provided insights for
answering research question 4) Does foreign language speaking mindset among Thai

undergraduate students change over time, and if so, what is the nature of this change?
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3.3 Research Setting and Participants
3.3.1 Research Setting

The study was conducted at Suranaree University of Technology, Nakhon
Ratchasima, Thailand, which has a diverse undergraduate student population.
However, it is essential to note that a significant proportion of the student body
demonstrates low language proficiency, as indicated by their English Placement Test
scores. This diversity offers unique research setting for exploring language-related
issues. The data collection period was approximately eight weeks. The data were
collected from the English for Communication course, which is designed with the
objectives of enhancing students' communication abilities, fostering their speaking
skills, and promoting their learning autonomy. Consequently, the researcher can
ascertain that the course content aligns with the research objectives in terms of
investigating the foreign language speaking mindset of students and the relationship
between their mindset and speaking skills. Additionally, data collection took place in
the university's co-working space, a dynamic location where students often engage in
collaborative learning. The SUT co-working space offers two meeting rooms
accommodating 10-15 individuals, equipped with tables, chairs, lighting, air-
conditioning, and audio-visual equipment suitable for research activities. Additionally,
the co-working space's convenient location within the university campus facilitates
ease of access for undergraduate students.

3.3.2 Research Participants

The participants in the study were undergraduate students who enrolled in
the university's fundamental English course (English for Communication | & Il), as the
main objectives of the course require active participation in classroom listening and
speaking activities. Access to undergraduate students enrolled in the English for
Communication | and Il courses is advantageous to the study, as it enables investigation
of students' foreign language speaking mindset and enhances the feasibility of the
research. In addition, regarding Piaget's theory of cognitive development, students
transitioning to tertiary education are believed to be in the formal operational stage of
cognitive development, characterized by the wuse of abstract reasoning in
understanding the world (Huitt & Hummel, 2003). Therefore, it may be assumed that
the undergraduate students in these courses present a critical period for the
development of students' growth mindset with respect to language learning and

foreign language speaking.
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3.3.3 Sampling Methods and Number of the Participants
3.3.3.1 Stage 1 Language Mindset and Foreign Language Speaking
Mindset Surveys
For the language mindset inventory and the foreign language
speaking mindset inventory, participants were selected using a convenience sampling
technique in the present study. There were 894 participants who participated in the

survey.

Table 3.2 Demographic Information of the Participants in Stage 1

N Percentage
Gender Male 346 38.70
Female 530 59.30
Rather not say 18 2.00
Year Year 1 841 94.06
Year 2 42 4.70
Year 3 4 .45
Year 4 3 .34
Year 5 1 A1
Year 6 up 3 34
Major Chemistry 17 1.90
Mathematics 7 .78
Biology 18 2.00
Physics 7 .78
Remote Sensing 2 22
Microbiology 10 1.12
Sports Science 10 1.12
Anatomy 1 11
Pharmacology 3 34
General Education 2 22
Information Technology 26 291
Management Technology 3 34
Crop Production Technology 36 4.03
Animal Production Technology 90 10.07
Food Technology 9 1.01
Public Health 64 7.16
Occupational Health and Safety 3 34
Dentistry 2 22
Manufacturing Engineering 3 .34
Agricultural Engineering 3 34
Transportation Engineering 2 22
Chemical Engineering 3 34
Mechanical Engineering 3 34
Ceramic Engineering 2 22
Polymer Engineering 2 22
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Table 3.2 Demographic Information of the Participants in Stage 1 (Cont.)

N Percentage
Gender Male 346 38.70
Electrical Engineering 2 22
Civil Engineering 7 .78
Metallurgical Engineering 1 11
Environmental Engineering 2 22
Geotechnology 2 22
Electronic Engineering 3 34
Automotive Engineering 11 1.23
Mechatronics 16 1.79
Not specified (Engineering) 407 4553
Digital Communication Arts 52 5.82
Other 63 7.05
Perceived language proficiency Beginner 855 95.60
Intermediate 25 2.80
Advanced 14 1.60

The participant demographics reflected a diverse group in terms of
gender, academic vyear, field of study, and self-reported English proficiency. Most
participants were female (530 participants, 59.30%) and primarily first-year students
(841 participants, 94.07%). Engineering was the most represented field, with 469
participants (52.46%) enrolled in engineering programs, followed by agricultural
technology (135 participants, 15.11%) and science (69 participants, 7.72%). In terms of
perceived English language proficiency, the majority of students (855 participants,
95.6%) identified themselves as beginners. A smaller group of 25 students (2.8%)
reported intermediate proficiency, and only 14 students (1.6%) considered themselves
advanced. The researcher asked for permission from the School of Foreign Languages,
Suranaree University of Technology, to access students who enrolled in English for
Communication courses. This request was made in writing and preceded all stages of
data collection.

3.3.3.2 Stage 2 Language Mindset Intervention

The purposive sampling method was used in mindset intervention
stage, given that the participants should be first-year undergraduate students enrolled
in the English for Communication course. In line with the study's goals, it is beneficial
for the participants to have undergone formal education in Thailand and be in the
stage of developing formal operational thinking. Additionally, considering the
constraints of accessibility, time, and budget, the most accessible group for the study
consisted of the aforementioned students.
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Table 3.3 Demographic Information of the Participants in Stage 2

N

Language mindset intervention All sessions 42

Some sessions 6

Speaking test Participate in speaking test and 42
complete the survey

Participate in speaking test 48

Guided journal All sessions 37

Some sessions 5

The number of participants in the Language Mindset Intervention was
42 participants. This number reflected the participants who fully completed two steps
of the language mindset intervention, including the pre- and post-surveys and the pre-
and post-speaking tests. The students were provided with the mindset video
instruction during a warm-up period of the English for Communication class, and they
received the guided journal as their classroom assignments. Initially, 42 participants
voluntarily completed the journal. However, five participants were unable to complete
all six journals. Therefore, only 37 journals were included in the dataset. Regarding the
speaking test, there were 48 participants who had performed both the pre- and post-
speaking test. However, there were 42 participants who volunteered to do the pre-
and post- language mindset inventory and foreign language speaking mindset
inventory. Hence, the six participants were eliminated from the data analysis for
examining the relationship among language mindset, foreign language speaking
mindset, and speaking performance. The researcher had taken measures to ensure
that the mindset video instruction and guided journal will benefit the students in their
language learning, based on prior empirical evidence related to mindset and second
language learning interventions (Lanvers, 2020; Al-Murtadha, 2025).
3.3.3.3 Stage 3 Foreign Language Speaking Mindset Survey, Q-
Methodology, and Semi-Structured Interview
The purposive sampling was used in this stage, whereby at least
three participants were selected from various subgroups based on their mindsets.
The participants were asked to volunteer for the semi-structured interview. There were
three subgroups of the participants regarding foreign language speaking mindsets
namely, strong fixed mindset, weak fixed and weak growth mindset, and strong growth

mindset. The number of participants in this stage was 19 individuals.
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Table 3.4 Demographic Information of the Participants in Stage 3

N
Mindset Strong fixed mindset 3
Weak fixed and weak growth 9
mindset
Strong growth mindset 7

3.4 Research Instruments

This study employs six research instruments, namely, the Language Mindset
Inventory (LMI), the Foreign Language Speaking Mindset Inventory (FLSMI), Language
Mindset Toolkit, Guided Journals, Speaking Test, Q-set, and a semi-interview. During
the first stage of the study, the LMI and FLSMI were administered. In the second stage,
language mindset toolkit, cuided journals were utilized, and speaking test was
performed. In the third stage, the LMl and FLSMI were administered again, while the
Q-set and a semi-interview were employed to collect subjective data from the
participants. Detailed descriptions of each instrument are provided below.

a) Stage 1 Language Mindset and Foreign Language Speaking Mindset Surveys

3.4.1 Language Mindset Inventory (LMI)

Three items from the Language Mindset Inventory (Lou & Noels, 2019) were
employed to measure the language mindset of Thai undergraduate students. The
inventory comprises 18 items that use a 6-point rating scale, with responses ranging
from 1 (Strongly Disagree) to 6 (Strongly Agree). The inventory encompasses three
sections pertaining to three dimensions of second language acquisition: general
language intelligence, second language aptitude, and  critical/sensitive period
hypothesis. Each of the three parts comprises six items and will be translated into Thai.
The back translation method will serve as a documentation tool (Son, 2018) since the
primary participants of the investigation are freshmen at Suranaree University of
Technology.

Regarding the validity of the Language Mindset Inventory (LMI), previous
research by Lou and Noels (2017) conducted a statistical analysis to establish the
suitability of the instrument for assessing students' language mindset. To determine
the internal structure of the inventory, Confirmatory Factor Analysis (CFA) was
employed, testing various models with different numbers of factors, including a 1-
factor, 2-factor, 3-factor, and 6-factor model. The results indicated that the 6-factor
model exhibited the highest potential and was the most appropriate for discerning
students' growth and fixed beliefs. Strong correlations were observed within the growth
factors (r = .88, .92, .94), as well as within the fixed factors (r = .73, .78, .89), while weak



69

correlations were observed between the growth factors and fixed factors (r = -.56, -.59,
-.61,-.64,-.68,-.71, and -.77). Subsequently, a Hierarchical Confirmatory Factor Analysis
(HCFA) was conducted to further explore the internal structure of the Language
Mindset Inventory (LMI). The results indicated that a 2nd-order model provided an
acceptable fit and was appropriate for elucidating the covariation among the factors.
Notably, a strong negative correlation was observed between the growth factor and
the fixed factor (r = -.78), supporting the theoretical framework. To assess the validity
of the LMI, Lou and Noels (2017) employed the known-groups technique, where they
hypothesized that students who held beliefs in the malleability of their language
abilities would be more likely to enroll in a language course. The results indicated that
students who were enrolled in a language course exhibited stronger growth beliefs
(F(1,1583) = 4.26, p = .01, n* = .004) compared to those who were not enrolled. This
finding supports the notion that a stronger growth mindset is associated with a higher
likelihood of pursuing language courses in the future, aligning with the underlying
mindset meaning system that emphasizes the positive impact of a growth mindset on
students' engagement within academic settings. Regarding the reliability assessment,
Lou and Noels (2017) conducted a test-retest correlation analysis using data obtained
from 117 students. The findings revealed a significant correlation of 0.71, indicating
satisfactory reliability of the inventory. However, further investigations into the
psychometric properties of the inventory were deemed necessary, as the assessment
of its overall psychometric soundness remained inconclusive, prompting subsequent
studies to delve deeper into this aspect.

In Study 2, one-way ANOVAs were conducted to provide evidence of the
validity of the Language Mindset Inventory (LMI) based on test content. The analysis
of the data revealed a consistent pattern wherein participants whose responses to the
open-ended questions reflected stronger fixed beliefs obtained higher scores on the
fixed beliefs subscale of the LMI. Similarly, participants whose responses indicated
stronger growth beliefs received higher scores on the growth beliefs subscale of the
LMI. Furthermore, the study investigated the relationships between language mindset
and other variables, such as math ability, athletic performance, and general
intelligence. The findings indicated that language mindset was distinct from these
variables, demonstrating the specificity of the LMl in measuring language mindset.

In terms of interpreting the scores on the Language Mindset Inventory (LMI),
participants are required to rate their level of agreement on six statements across three
dimensions: general language intelligence, second language aptitude, and

critical/sensitive period hypothesis. The rating scale ranges from 1 (Strongly Disagree)
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to 6 (Strongly Agree). The scoring and interpretation of the LMI can be summarized as
follows: For each dimension, participants who score between 12 and 18 points after
responding to the fixed belief statements will be classified as endorsing a fixed
language mindset. On the other hand, participants who score between 12 and 18
points after responding to the growth belief statements will be classified as endorsing
a growth language mindset. This scoring and interpretation approach enables the
identification of participants' alignment with either fixed or growth language mindsets
across the specific dimensions of the LMI.
3.4.2 Foreign Language Speaking Mindset Inventory (FLSMI)

The 21-item Foreign Language Speaking Mindset Inventory (FLSMI) was
developed drawing upon the theoretical framework of Lou and Noels' (2019) language
mindset meaning-making system. The present model explicates the complicated
interplay between language mindsets and the six learning variables that underpin the
process of meaning-making. Thus, the Foreign Language Speaking Mindset Inventory
endeavors to comprehensively assess the six key learning variables that encompass
effort (2 items), attribution (3 items), achievement goals (4 items), failures/mistakes
beliefs (2 items), self-regulatory tendency (3 items), and competence-based emotions
(4 items). The inventory comprises two sections, namely, the General Information
section and the Foreign Language Speaking Mindset Inventory section. During the
development of the questionnaire items, a rigorous examination of secondary data
and extensive review of relevant literature were conducted. The items contained in
each subsection of the FLSMI are either adapted from or written based on the
conceptual underpinnings of the language mindset meaning-making system (see
Chapter 2). The development of the survey items was presented in Figure 3.2.

Figure 3.2 provided an overview of the development process of the survey
instrument used in the study. It summarized the key steps from the initial literature
review to the final item revision after the pilot study. The figure presented the
theoretical sources and the corresponding item numbers for each construct. A more

detailed explanation of the process is provided.
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iter 'e Teview . . .
N Foreign language speaking mindset, Effort

beliefs, Attribution, Achievement goals,
— Failure/mistake beliefs, Self-regulatory
tendency, Competence-based emotional

Define the components of the tendency
survey from Lou & Noels’ =
(2019)LMMS
Foreign Language Speaking Mindset
= . — Items 1-3
(adapted from Khajavy et al., 2021)
Develop the survey items =
Effort Beliefs
= (adapted from Ferrell & Barbera’s (2015) — Items 4 -5
Effort Beliefs Scale)
Submit the items to three Attribution
experts in applied linguistics for | | | (developed based on Lou & Noels' (2019) | Items 6—8

content validation

LMMS model)

Achievement Goals
— (adapted from Midgley et al.'s (1998) — Items 9—12
Achievement Goals scale)

Revise the survey items
according to the IOC score and
feedback

Failure/Mistake Beliefs
- (adapted from Conroy et al.’s (2002) —{ Items 13—14
Failure/Mistake Beliefs Scale)

Pilot the survey
Self-regulatory Tendencies

—  (developed based on Lou & Noels' (2019) —{ Items 15-17
LMMS model)

Revise the survey items Competence-based Emotional Tendencies

according to the pilot study “{  (developed based on Lou & Noels' (2019) [ Items 18—-21
results LMMS model)

Figure 3.2 The Development Process of FLSMI

Initially, the Foreign Language Speaking Mindset Inventory (FLSMI) comprised
a set of 59 statements. The first section of the Foreign Language Speaking Mindset
Inventory comprised a total of five items, which used a combination of closed-ended
and open-ended questions to elicit general information from participants. Specifically,
the section aimed to obtain data on participants' gender, year of study, major of study,
perceived level of language proficiency, and perceived level of proficiency in English
speaking. The items were as follows:

1. What is your gender?

2. What is your current year of study?

3. What is your major of study?

4. What is your English language proficiency level according to the Common

European Framework of Reference (CEFR)?

5. What is your perceived English language proficiency in speaking?
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The second section of the inventory comprised a total of 55 items and used
a 6-point rating scale with responses ranging from 1 (Strongly Disagree) to 6 (Strongly
Agree). A 6-point rating scale was employed to align this instrument with the language
mindset inventory which also used 6-point rating scale. Additionally, the survey scale
without a neutral midpoint was intended to encourage the participants to indicate a
clear position of agreement or disagreement. This section is comprised of seven
subsections that aim to measure various constructs, as follows:

1) Foreign Language Speaking Mindset: This subsection consisted of six items,
adapted from Khajavy et al.’s (2022) reading mindset items, designed to measure
participants' mindset regarding their foreign language speaking abilities. According to
the measurement, a growth foreign language speaking mindset refers to a belief that
speaking ability is able to improve. A fixed foreign language speaking mindset refers to
a belief that speaking ability is unable to improve. The items were as follows:

1. No matter how intelligent | am, | can always improve my speaking.

2. The more | try to learn speaking skills, the better | become.

3. I can learn the necessary skills to speak English by doing enough
practice.

4. As a language learner, | have limited aptitude to speak English and |
cannot do anything to change and improve that.

5. Just a few people are capable of learning and improving their
speaking and these people were born with this capacity and | am
not one of them.

6. To be honest, | don't think | can improve my speaking skills.

The rationale behind formulating the items to measure the foreign
language speaking mindset based on Khajavy et al.’s (2022) study is rooted in their
objective of conceptualizing a reading mindset. Additionally, it is crucial to explore
whether mindset is a construct specific to certain domains. Consequently, employing
these items may facilitate the differentiation between a general language mindset and
a specific foreign language speaking mindset.

2) Effort: This subsection consisted of nine items, adapted from Ferrell and
Barbera’s (2015) Effort Beliefs Scale, designed to measure students' perceptions
regarding the role of effort in their foreign language speaking learning process.
Moreover, Item 7 and Item 12 aligned with the variables examined in Wilang’s (2021)
study on the mindset of the high school students. According to the measurement, the
construct of effort refers to how students perceive the role of effort in their acquisition

of foreign language speaking skills. Specifically, students exhibiting a growth speaking
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mindset consider effort to be crucial in improving their speaking ability, believing that
they can enhance their skills through hard work. In contrast, those with a fixed speaking
mindset tend to believe that putting in effort will not lead to any significant
improvement and may view doing so as an indication of their lack of natural talent in
learning to speak English. The definition of these constructs is drawn from Lou and
Noels' (2019) theoretical framework. The items were as follows:
7. To tell the truth, when | work hard at improving my speaking, it
makes me feel like I’'m not very smart.
8. It doesn’t matter how hard | try if | am not smart in language, |
won’t do well in speaking.
9. If  am not good at speaking, practicing hard won’t make me good
at it.
10. If speaking is hard for someone, it means that he or she probably
won’t be able to do really well at it.
11. If I’'m not doing well at speaking, it’s better to try something easier.
12. When speaking is hard, it just makes me want to practice more on
it, not less.
13. If I don’t practice and put in a lot of effort in speaking, | probably
won’t do well.
14. The harder | practice, the better | will be at speaking.
15. If a speaking task is hard, it means I’'ll probably learn a lot doing it.
The reason for adapting the items from Ferrell and Barbera’s (2015) study
stems from their specific focus on investigating students' effort beliefs. Their study
utilized items derived from the effort belief scales developed by Blackwell (2002),
which have been employed to conceptualize the role of mindset in mediating
students' transition from high school to tertiary education. Therefore, the items from
Ferrell and Barbera appeared suitable for inclusion in the current study, given their
alisnment with the research objectives.

3) Attribution: This subsection consisted of six items that were developed
based on Lou and Noels' (2019) Language Mindset Meaning-Making System model,
aimed at measuring students' perceptions regarding the underlying factors that
contribute to their foreign language speaking outcomes. According to the
measurement, attribution refers to how students perceive the underlying causes of
their success or failure in foreign language speaking. Students who demonstrate a
growth speaking mindset tend to believe that their foreign language speaking outcomes

are controllable and can be improved through effort. They may view mistakes or
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failures as an indication of inadequate effort on their part. Conversely, students with a
fixed speaking mindset tend to perceive their outcomes as beyond their control and
believe that improvement in their speaking ability is solely dependent on natural
talent. They may view mistakes or failures as a result of their lack of talent. These
constructs are defined based on Lou and Noels' (2019) theoretical framework. The
items were as follows:
16. | can improve to speak English well because | have a natural
talent in learning languages.
17. I may need a special talent to be able to speak English well.
18. | find it hard to speak English well because | am not good at
learning languages.
19. I may be able to speak English well if | practice hard.
20. I may be able to speak English well if | put a lot of effort in
speaking.
21. I may be able to speak English well if | get more time for practicing.
4) Achievement Goals: This subsection consisted of 13 items adapted from
Midgley et al.'s (1998) Achievement Goals scale, designed to measure students' goals
in learning foreign language speaking. Moreover, Iltem 29 and Item 32 aligned with the
variables examined in Wilang’s (2021) study on the mindset of the high school
students. According to the measurement, the achievement goals refer to the objectives
that students aim to achieve in their foreign language speaking. Specifically, students
with mastery goals strive to enhance and refine their foreign language speaking ability.
Conversely, students with performance goals may seek to outperform their peers with
high-perceived foreign language proficiency or avoid being perceived as incompetent
in foreign language speaking due to the fear of negative judement, particularly those
with low-perceived foreign language proficiency. These definitions are in accordance
with Lou and Noels' (2019) theoretical framework. The items were as follows:
22. | like speaking task that | will learn from, even though | make a lot
of mistakes.
23. An important reason | do my speaking task is because | like to
learn new speaking skills.
24. | like speaking task best when it really makes me think.
25. An important reason | do my speaking task is because | want to get
better at it.
26. | do my speaking task because | am interested in it.

27. | want to speak English better than the others in my classes.



28.

29.

30.

31.

32.

33.
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I like to show my lecturers that | can speak English better than the
other students in my classes.

Speaking English better than other students in my classes is
important to me.

The reason | do speaking task in my English classes is so that
others in the class won’t think that | am dumb.

One reason | might not participate in speaking activities in my
classes is to avoid looking dumb.

One of my main goals in my English classes is to avoid looking like
I can’t do my speaking task.

It’s very important to me that | don’t look stupid when | speak or

when [ try to speak English in my classes.

34. An important reason | do my speaking task is so | won’t embarrass

myself.

5) Failures/Mistakes: This subsection consisted of five items that were

adapted from Conroy et al.’s (2002) Failures/Mistakes scale, designed to measure

students' perception of possible failures and mistakes in foreign language speaking.

According to the measurement, failure/mistake refers to how students view their

failure/mistake. Students with a growth L2 speaking mindset view failures and mistakes

are controllable. Failures and mistakes in speaking are indications that they lack effort

or lack appropriate learning strategies. Students with a fixed L2 speaking mindset view

failures and mistakes are uncontrollable. Failures and mistakes in speaking are

indications that they lack natural ability to learn language and to speak English. These

definitions are in accordance with Lou and Noels' (2019) theoretical framework. The

items were as follows:

35.

36.

37.

38.

39.

When | am failing in speaking, | am afraid that | might not have
enough talent in language learning.

When | am failing in speaking English, | expect to be criticized by
my friends and my English teachers.

When I am failing in speaking, it means that | have to put more
effort to improve my speaking.

When | am failing in speaking English, | expect to get feedback to
improve my speaking.

When | am failing in speaking, | worry about what others think

about me.
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The Fear of Failure Inventory, as devised by Conroy et al. (2002), constituted
a multidimensional instrument aimed at assessing fear of failure. The outcomes
obtained through this measurement allowed for the characterization of participants'
fear of failure based on their self-perceptions. Such self-estimation could be associated
with attributional processes and the growth and fixed sub-system within the language
mindset meaning-making system.

6) Self-regulatory Tendency: This subsection consisted of eight items that
were formulated based on Lou and Noels' (2019) Language Mindset Meaning-making
System model, aiming to measure students' self-regulation strategies when confronted
with setbacks in foreign language speaking. Moreover, Item 41 aligned with the variables
examined in Wilang’s (2021) study on the mindset of the high school students. Drawing
on Lou and Noels' (2019) theoretical framework, students with a growth speaking
mindset tend to actively seek out better learning strategies and feedback to improve
their foreign language speaking skills. In contrast, students with a fixed speaking mindset
tend to avoid challenging speaking tasks that may lead to criticism, and they may
perceive feedback as an indicator of their incompetence. The items were as follows:

40. | don’t have to seek for learning strategies, | am good at speaking.

41. | wouldn’t like feedback on my speaking when | speak.

42. Practice speaking is a waste of time if | do not have the talent in
speaking.

43. Speaking is something | can’t do on my own.

44. | try to seek for learning strategies to improve my speaking.

45. | would like feedback on my speaking to make my speaking better.

46. Practice speaking on my own can make me get better at speaking.

47. Speaking is something | can do by myself.

7) Competence-based Emotional Tendency: This subsection consisted of
eight items, which are based on Lou and Noels' (2019) Language Mindset Meaning-
making System model, designed to measure students' emotional responses when
engaging in foreign language speaking. Based on Lou and Noels' (2019) theoretical
framework, competence-based emotional tendency refers to the emotions that
students tend to feel about their foreign language speaking ability. Students with a
growth speaking mindset tend to experience less anxiety and more positive emotions
when they have to speak a foreign language. Conversely, students with a fixed speaking
mindset tend to experience more anxiety and fewer positive emotions when they have

to speak in a foreign language. The items were as follows:
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48. | am afraid to speak English without preparation in my English
classes.

49. | feel nervous when | have to speak English in front of my teacher
and classmates.

50. | worry of making mistakes when | speak English.

51. I am afraid people will not understand me when | speak English.

52. | am eager to speak English in my English classes.

53. | feel comfortable when | speak English in front of my teacher and
classmates.

54. | don’t worry that | may make some mistakes when | speak English.

55. Even people don’t understand when | speak, | am not afraid to

speak English.

3.4.2.1 The validation of Foreign Language Speaking Mindset Inventory

The foreign language speaking mindset inventory (FLSMI) has
undergone a validation process prior to its administration to the participants of the
study. Content validation was conducted through the use of Item Objective
Congruence (10Q).
The preliminary version of the inventory was submitted to three IOC committees on
different occasions, resulting in a process that resembles an iterative validation process,
involving multiple phases of validation (Sondergeld & Johnson, 2019).

The items were first submitted to the initial IOC committee and were
subsequently revised based on feedback before being submitted to the remaining
committees. Three experts with expertise in the applied linguistic field were tasked
with evaluating the validity of the items. The I0C score of each item was then
calculated using Lynn's (1986) criteria, which suggests that at least three experts are
needed for content validation. Additionally, Brown (2005) recommended a cutoff value
of greater than 0.50 as acceptable. A score of less than 0.50 indicated that the item
required further adjustment.

In relation to the General Speaking Mindset subsection, the findings
suggested that one item, specifically Item 6 (.33), should undergo further revision.
Within the Effort subsection, the results indicated a need for revision of two items,
namely Item 10 (.44) and Item 11 (.00). Regarding the Attribution subsection, the
findings suggested that four items, namely Item 16 (.33), Item 19 (.00), Item 20 (.00),
and Item 21 (.33), should be revised. Within the Speaking of Achievement Goals
subsection, it was suggested that three items, namely Item 27 (.33), Item 28 (.33), and

ltem 34 (.33), undergo revision. Similarly, in the context of the Failure/Mistakes
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subsection, the results suggested the revision of three items, namely Item 35 (.33),
ltem 36 (.33), and Item 38 (.33). Additionally, within the Self-regulatory Tendencies
subsection, it was recommended that three items, namely Item 30 (.33), ltem 41 (.33),
and Item 44 (.33), be revised. Lastly, with regards to the Competence-based Emotional
Tendencies subsection, the results indicated that one item, namely Item 45 (.33),
should undergo further revision (see Appendix B).

Following the revisions based on the feedback from the three
experts, the total number of items in the Foreign Language Speaking Mindset Inventory
section was reduced to 42 (see Appendix B). All questionnaire items were translated
into Thai, and the back-translation method was used as a documentation tool (Son,
2018). This was deemed necessary as the primary participants in the study were Thai
freshmen at the university in the Northeastern Part of Thailand.

3.4.2.2 Reliability of the Foreign Language Speaking Mindset Inventory
items

After the revision, the Foreign Language Speaking Mindset Inventory

underwent a pilot study to test its reliability. The results of the pilot study indicated
that the items were reliable. Cronbach’s alpha coefficient for Foreign Language
Speaking Mindset Inventory is 0.85, suggesting that the items have relatively high
internal consistency (Cohen, Manion, & Morrison, 2007).

3.4.2.3 Correlation of the items in the Foreign Language Speaking
Mindset Inventory

The average inter item correlation of the Foreign Language Speaking
Mindset Inventory is 0.12 which suggested that the items have a low discrimination
level. The items might be too redundant. To revise the survey, the item-rest correlation
was performed to find the items that should be eliminated or adjusted. The results
suggested that item 14, 20, 21, 22, 24, 30, 36, 37, 38, and 40 (10 items) should be
eliminated or adjusted.

After removing the items that have value less than 0.2 from the
analysis, The Cronbach’s alpha coefficient for 32 items is 0.91. suggesting that the items
have relatively high internal consistency (Cohen, Manion, & Morrison, 2007). The
average interitem correlation of the speaking mindset inventory is 0.231 which
suggested that the items have average discrimination level. Following the revision of
the piloted items, the number of items remain 21. This decision was made based on

the statistical analysis to eliminating the 21-item.
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3.4.2.4 Technical aspects of the survey

The formats and language of the survey

In addition to completing the Foreign Language Speaking Mindset
Inventory, participants in the pilot study also responded to questions regarding the
technical aspects of the survey. The findings revealed that respondents found the
instructions to be clear and the survey easy to navigate. Nevertheless, approximately
half of the participants noted that there were too many items per page, which could
potentially have affected their response quality. Nonetheless, the majority of
respondents reported that the language used in the survey was straightforward and

comprehensible.

Table 3.5 The Technical Aspects of the Speaking Mindset Inventory

Technical aspects N
Yes No
The instructions of the survey were clear. 33
The survey was easy to navigate. 33
Number of the items per one page is appropriate. 17 16
The language use in the survey is simple and easy to understand. 26 7

Additionally, there was an open-ended question asking respondents
to indicate any difficulties they had in understanding the survey items. Respondents
were given the option to either provide their own answer or choose from a list as
follows.

a) Use too much technical terminology

b) The wording is ambiguous.

¢) The statement is too long.

d) Th statement is what | have never considered before.

Table 3.6 The Difficulties in Understanding the Survey Items

Difficulties N
a) Use too much technical terminology 2
b) The wording is ambiguous. 10

c) The statement is too long.

)
d) Th statement is what | have never considered before.

The respondents indicated that the survey items were difficult to
comprehend due to the ambiguity of the wording, the length of the statements, and
the use of technical terminology. Furthermore, they stated that many of these items

were previously unconsidered. Therefore, in revising the items, emphasis should be
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placed on simplifying the language, avoiding technical terminology, and shortening the
statements. Additionally, a brief introduction to the concept of foreign language
speaking mindset may be necessary to ensure participants are familiar with the topic.

The interpretation of the survey was derived from the previous
studies that employ the six-rating scale survey in their studies (Daskalovska et al., 2023;
Vate-U-Lan & Masouras, 2018). The table for the interpretation of the foreign language

speaking mindset inventory was presented below.

Table 3.7 Interpretation of 6-Point Likert Scale

Scale Weighted-mean interval Interpretation
6 5.17-6.00 Strong growth
5 4.33-5.16 Moderate growth
a4 3.49-4.32 Weak growth
3 2.67-3.50 Weak fixed
2 1.83-2.66 Moderate fixed
1 1.00-1.82 Strong fixed

b) Stage 2 Language Mindset Intervention
3.4.3 Language Mindset Toolkit

The language mindset toolkit consisted of six videos that focus on language
mindset and the motivational factors that may be impacted by mindset.
The researcher's utilization of videos as instructional materials in language mindset
sessions can be attributed to several reasons. Firstly, videos serve as materials that
enhance students' understanding of new concepts by facilitating their cognitive
processing. Simultaneously, videos play a pivotal role in increasing students'
engagement with the process of learning new concepts (Marshall, 2002; Cruse, 2006;
Mecida et al., 2023). Additionally, these videos aid students in improving their memory
retention of the subject matter they are studying, ultimately leading to enhancements
in their overall performance (Kabooha & Elyas, 2018; Chien, Huang, & Huang, 2020).
The decision to employ videos as instructional materials was reinforced by the findings
of the pilot study, which indicated that the concepts of language and foreign language
speaking mindsets were novel to Thai undergraduate students. Prior research had
already suggested that videos are well-suited materials for assisting in the
comprehension of mindsets and are effective in promoting students' cognitive
processing to facilitate their incorporation of these concepts into their language

learning.
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All videos were developed based on the Language Mindset Meaning-making
System put forth by Lou and Noels (2019) (see Figure 2.2 in Chapter 2). Each video

session is dedicated to one of the following six main topics.

Table 3.8 Video Sessions in Language Mindset Toolkit

Session Topic
1 Mindset, Brain Power, and Language Learning (EP1: The Formula “Mindset and Brainpower”)
2 Language Mindset, Effort, and Attribution (EP2: Mind Matters)
3 Language Mindset and Achievement Goals (EP3: Unveiling the Secret)
4 Language Mindset and Interpretation of Failures and Mistakes (EP4: Embracing the Bumps)
5 Language Mindset, Self-regulation, and Emotions (EP5: Connecting the Dots)
6 Language Mindset and Speaking Skills (EP6: Unlock Your Potential)

The length of each video does not exceed six minutes. Segmenting the
content into six videos could facilitate cognitive load management for students when
engaging with the video lessons, allowing them to better concentrate on the topic and
engage more effectively with the content (Brame, 2016). Moreover, research by Guo,
Kim, and Rubin (2014) indicated that short videos (0-3 minutes) had the highest
engagement rates, with a median engagement time of six minutes for video lessons.

Prior to implementation in the present study, the videos underwent a
validation process to ensure their content and design validity. Two experts in
educational psychology assessed the videos for their relevance, accuracy, and
aliscnment with the study objectives. The validators' assessments of each statement
were analyzed using the content validity index (CVI). The results indicated that the
instrument was suitable for the study, with a CVI value of 1. Furthermore, four
undergraduate students participated in evaluating the quality and accessibility of the
videos, ensuring that they met the requisite standards for effective utilization. The
results indicated that the students demonstrated 95% agreement regarding the
content's potential to facilitate delivery and enhance understanding of the topics.
Concerning relevance, the students exhibited 86.25% agreement that the toolkit was
pertinent in aiding their comprehension of language and foreign language speaking
mindset, enabled the transfer and generalization of learned content to their contexts,
and was appropriate for the topic. The students demonstrated 90% agreement that
the language employed in the video facilitated comprehension of the topic concerning
language and foreign language speaking mindset and provided sufficient examples of
language mindset and speaking mindset for the purpose of message delivery. This
validation procedure aims to enhance the credibility and appropriateness of the videos

as a research instrument in the study.
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3.4.4 Guided Journals
The students received the guided journal in a paper format. The journals
contained a prompt (Thai language) that encourages students to articulate their
thoughts on their foreign language speaking mindset and how they can leverage their
mindset to enhance their learning of foreign language speaking. The prompts for the
guided journal during each mindset session encompassed inquiries related to the main
ideas presented in the video, students' experiences relevant to the video content,
reflections on past behaviors, and prospects for personal improvement.
3.4.5 Speaking Test
The evaluation of students' speaking performance involved both pre- and
post-intervention assessments. These assessments aligned with the group conversation
test used by the School of Foreign Languages at Suranaree University of Technology.
The tests consisted of group conversations, with four participants in each group, and
have a duration of seven minutes per group. The researcher employed the rubric scoring
system provided by the School of Foreign Languages to assess students' speaking
performance. The rubric scoring evaluates two key aspects of speaking performance:
fluency and accuracy. The scoring system ranges from zero for students who make no
speaking effort, characterized as "no performance at all," to 20 for students who
demonstrate effective control of grammatical forms, maintain simple exchanges well,

and use an appropriate range of vocabulary, described as "quite fluent and accurate."

Table 3.9 Rubric Scoring for Speaking Test

Range  Description

16-20 Quite fluent and accurate

- Maintains simple exchanges quite well
- Controls grammatical forms quite effectively
- Uses an acceptable range of appropriate vocabulary

11-15 Reasonably fluent and accurate
- Can maintain simple exchanges

- Controls grammatical forms to some extent

- Uses a somewhat limited range of appropriate vocabulary

6-10 Somewhat fluent and accurate

- Cannot exchange ideas actively
- Displays poor grammatical forms that do not hinder effective communication much
- Uses a quite limited range of appropriate vocabulary

1-5 Barely fluent and inaccurate

- Cannot exchange ideas well but nods his/her head in agreement evasively
- Displays poor grammatical forms that hinder effective communication
- Uses a very limited range of appropriate vocabulary/uses a lot of inappropriate vocabulary

0 With no attempt
- No performance at all
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To ensure the reliability of the scoring for both the pre- and post-
intervention tests, two raters engaged in the evaluation process. The data from the
speaking test were analyzed together with the data from the Language and Foreign
Language Speaking Mindset Inventory utilizing correlations and triangulated with the
survey data to assess both the impact of the mindset intervention and the dynamic

nature of the foreign language speaking mindset among undergraduate students.
c) Stage 3 Foreign Language Speaking Mindset Survey, Q-Methodology, and

Semi-Structured Interview

3.4.6 Foreign Language Speaking Mindset Inventory (FLSMI)

The Foreign Language Speaking Mindset Inventory (FLSMI) was utilized in this
stage. In the initial stage of data collection, the survey was administered to participants.
The Foreign Language Speaking Mindset Inventory comprises 21 items designed to
gauge specific aspects of the foreign language speaking mindset. The participants
utilized a 6-point rating scale, indicating their level of agreement on each item, ranging
from 1 (Strongly Disagree) to 6 (Strongly Agree). All questionnaire items were translated
into Thai. The back-translation method was employed as a documentation tool (Son,
2018). This translation process enhances the validity and reliability of the instruments
when administered to Thai-speaking participants in this study.

3.4.7 Q-set

The term "Q-set" refers to the collection of statements that individuals use
to express their points of view regarding a specific topic (Bartlett & DeWeese, 2015). As
the study seeks to encompass the various facets of undergraduate students' foreign
language speaking mindset, O-methodology was employed. This choice is based on
the utilization of Q-methodology to investigate the diverse patterns of thought among
the participants (Akhtar-Danesh, 2018). By employing Q-methodology, the researcher
will gain insight into the process by which participants rate each statement in real-time
and engage in discussions about their perspectives while sorting, which distinguishes
this approach from using a traditional survey (Zabala, Sandbrook, & Mukherjee, 2018).
In this study, the 42-item of the Foreign Language Speaking Mindset Inventory (FLSMI)
survey were adapted and employed as a Q-set for Q-methodology. As a foundational
step in the development of the FLSMI, the researcher defined the constructs to be
investigated in the present study. Subsequently, items were written to represent
foreign language speaking mindset. To ensure the quality and validity of the FLSMI, the
initial set of statements underwent a pilot phase with one undergraduate student and

was subsequently revised based on feedback from subject matter experts and findings
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from the pilot study. This iterative process aimed to refine the clarity and
appropriateness of the items, enhancing the overall efficacy of the inventory. The
FLSMI items, which capture various aspects of learners' foreign language speaking
mindset, were repurposed to serve as the basis for the Q-set in the Q-methodology
phase of the research. This approach ensures consistency in the constructs and
statements explored throughout the study, enabling a seamless transition from the
FLSMI survey to the Q-methodology procedure. By employing the same items as the
foundation for both methodologies, the study seeks to comprehensively examine and
triangulate learners' perspectives on foreign language speaking mindset, fostering a
more robust and coherent understanding of this critical aspect of language learning.
3.4.8 Semi-structured Interview

The semi-structured interview served the purpose of acquiring insightful
perspectives on the language mindset and foreign language speaking mindset among
Thai undergraduate students. This method enabled the interviewer to predefine the
topic while maintaining flexibility in the sequencing of questions (Cohen et al., 2007).
These interview items aimed to examine the relationship between language mindset,
foreign language speaking mindset, perceived language proficiency, and factors
associated with foreign language speaking mindset. This exploration intends to yield a
comprehensive understanding of the intricate and nuanced aspects of language
mindset and foreign language speaking mindset among Thai undergraduate students.
Additionally, the investigation into the dynamic nature of foreign language speaking
mindset over time seeks to illuminate the evolving nature of mindset development
during the academic journey. Each interview is expected to last approximately 15-30
minutes per group of students. During the interview, participants will be given the
freedom to communicate in their preferred language. All interview questions are
provided in Appendix E. The questions focused on participants’ perceptions of
language mindset and foreign language speaking mindset. Examples of the interview
questions include: “Do you think someone can change their foreign language speaking
ability?”, “Please describe how you came to believe this,” and “Have you always
thought this way?”

The semi-structured interview questions were submitted to two experts in
the field of applied linguistics to validate the content of the interview. The item
objective congruence (I0C) score of all items were 0.50 and 1 which suggested that all
items were suitable for the study. The comments regarding some items indicated minor
revisions regarding the wording used in the interview and the preparation for the

participants. The researchers revised the interview questions and conducted a pilot
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study with one Thai graduate student and one Thai undergraduate student to ensure

comprehension of the questions before implementing them in the study.

3.5 Data Collection

The data collection in the current study was organized into three stages, as
outlined in the Design of the study section. Prior to conducting the research activities,
the researcher submitted a proposal to the Institutional Review Board (IRB) for approval
of the research and requested permission to collect data from the School of Foreign
Languages, Suranaree University of Technology. Figure 3.3 below showed the data

collection in this study.

Stage 1 (RQ1,2,3) Administer LMI & FLSMI

Stage 2 (RQ3) | | Administer LMI & FLSMI

— Conducta pre-speaking test

. Administer guided journal
| | Conducta language mindset g J
intervention

6 Video sessions

— Conducta post-speaking test

Stage 3 RQ4) | Administer FLSMI

- Conducta Q-sort

Conduct a semi-structured
mterview

Figure 3.3 Data Collection

The above figure illustrated the data collection process across three stages of the
study. In Stage 1, the mindset surveys were administered. Stage 2, involved a language
mindset intervention. Finally, Stage 3 conducted the foreign language speaking mindset
survey, Q-sort, and semi-structured interview. This figure provided a clear timeline and
structure for how data were systematically gathered to address the research objectives.

3.5.1 Stage 1 Language Mindset Survey and Foreign Language Speaking
Mindset Survey

The Language Mindset Inventory (LMI) and the Foreign Language Speaking
Mindset Inventory (FLSMI) were administered to undergraduate students at Suranaree

University of Technology both online and on-site. This stage took two weeks, and the
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surveys took 15-20 minutes to complete. Prior to initiating the surveys, participants
were required to complete the informed consent form, which is provided on the initial
page of the survey. Participants received explicit information that all collected data
will be treated with strict confidentiality and anonymity.

3.5.2 Stage 2 Language Mindset Intervention

The mindset intervention was implemented in the authentic classroom
setting. At the beginning of the first session, students were asked to complete the
Language Mindset Inventory (LMI) and Foreign Language Speaking Mindset Inventory
(FLSMI). Following this, the pre-speaking test was performed. The students were
randomly put into group of four. Then, the students got the topic for speaking and will
have 7 minutes for preparation within their group. Then, the students performed the
speaking test 7 minutes per group. In the following session, the mindset videos were
provided to students in their English for Communication | course, with each video
ranging in length from two to six minutes depending on the topic. The researcher
participated fully as an instructor during the implementation of the mindset video
instruction. Prior to watching each video, the students received a guided journal to
take notes on the content. Following the video, the students engaged in a discussion
related to the video content and how they can apply the knowledge of language
mindset in their foreign language learning and speaking. The video instruction on
mindset was conducted for approximately 10-15 minutes. After the class, students
were assigned to complete a self-reflection in the guided journal and fill out the
section evaluating their mindset, which was provided in guided journal. If the students
attended the class late or if the students would like to watch the videos again, they
were informed that they were able to access the link to watch the videos online, at
their convenience.

The instructional videos on mindset consisted of six sessions, each focusing
on a specific topic. After six sessions of the intervention, the post-speaking test was
performed. The data collected from this stage were analyzed and triangulated with
the data collected from surveys and interviews in Stages 1 and 3. Prior to the language
mindset intervention, the research assistant informed the students about the study
and the procedures they would follow throughout the intervention. Participants were
made aware of their right to withdraw from the study at any point if they experienced
discomfort, without any impact on their academic performance or scores. All data
collected during the study would be treated with strict confidentiality and anonymity.
In addition, informed consent was obtained from each participant before the

intervention began.
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3.5.3 Stage 3 Foreign Language Speaking Mindset Survey and Semi-

structured Interview

In this stage, the researcher asked for volunteers from Stage 2 to participate
in a follow-up interview regarding their mindset. The researcher administered the
Foreign Language Speaking Mindset Inventory (FLSMI), which took approximately 15-20
minutes to complete. Subsequently, the Q-set was provided, and participants were
required to reorder the 42 statements according to the degree of fidelity to their
opinions, which took approximately 20 minutes. Following this, a semi-structured
interview was conducted, which was audio recorded with the students. The interview
took approximately 15-20 minutes. Prior to the Q-sort and semi-structured interview,
the researcher obtained written consent from the students. Participants were informed
that audio recordings would be made during both the follow-up interview after the Q-
sort and the semi-structured interview. They were clearly informed of their right to
withdraw from the interview at any time if they experienced discomfort, anxiety, or

stress, without any negative effect on their academic performance.

3.6 Data Analysis

3.6.1 Research Question One: What are the language mindset and foreign
language speaking mindset of Thai undergraduate students?

Statistical analysis was employed to analyze the data collected from the
mindset surveys. Descriptive statistics, including frequency and mean, were utilized to
summarize the collected data, which enabled the researcher to answer Research
Question 1.

3.6.2 Research Question Two: What are the factors related to foreign
language speaking mindset among Thai undergraduate students?

The study employed Exploratory Factor Analysis and Confirmatory Factor
Analysis to examine the factors related to foreign language speaking mindset, and to
answer Research Question 2.

3.6.3 Research Question Three: Is there a significant relationship between
and among mindsets and speaking performance of Thai undergraduate
students?

The correlation was utilized to determine the interrelationships among
language mindset, foreign language speaking mindset, and perceived English language
proficiency. The thematic analysis was employed to analyze guided journal data. These

analyses aimed to address Research Question 3.
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3.6.4 Research Question Four: Does the foreign language speaking mindset
of Thai undergraduate students undergo any changes over time, and if so, what
is the nature of such changes?

The Paired Sample T-Test was employed to examine changes of foreign
language speaking mindset. The qualitative data obtained from the guided journals, Q-
sort, and semi-structured interviews were analyzed using a thematic analysis approach
in a deductive manner and were used to triangulate quantitative data from the surveys.

This answered Research Question 4.

Table 3.10 Summary of the Data Analysis

RQs Methods Instruments Analysis

1. What are the language mindset and Survey LMI & FLSMI Descriptive statistics
foreign language speaking mindset of
Thai undergraduate students?

2. What are the factors related to foreign  Survey FLSMI EFA

language speaking mindset among Thai

undergraduate students?

3. What are the relationships among Survey, Mindset FLSMI, Language Correlation
language mindset, foreign language intervention, mindset toolkit, Guided
speaking mindset, and speaking Speaking test journals, Pre- and post-
performance of Thai undergraduate speaking test
students?

4. Does foreign language speaking mindset Survey, Q- FLSMI, Q-set, Semi- Paired Sample T-
among Thai undergraduate students methodology, Semi- structured interview Test, Card-sorting
change over time, and if so, what is the structured interview analysis, Thematic
nature of this change? analysis

3.7 Implications from the Pilot Study
The pilot study suggested a framework for categorizing the undergraduate
students’ foreign language speaking mindset based on Lou & Noels’ language mindset

meaning-making system (2019).
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Table 3.11 The Undergraduate Students’ Foreign Language Speaking Mindset

Weak fixed and Weak growth

Group/Aspects Strong Fixed mindset Strong Growth mindset

mindset

Foreign Students believe that their ~ Students believe that their foreign Students strongly

language foreign language speaking is  language speaking is malleable and believe that their foreign

speaking fixed. recognize the influence of natural language speaking is
mindset ability. malleable.

Effort Students believe that The students hold the belief that Students strongly
natural ability is essential for effort is essential for improvement in  believe that effort is
improvement in their foreign their foreign language speaking ability. essential for
language speaking. However, they also recognize the improvement in their

influence of natural ability on their foreign language
proficiency in this area. speaking.

Attribution Students attribute success in Students attribute their success in Students attribute

foreign language speaking
primarily to natural ability.

foreign language speaking primarily to
effort, they also acknowledge the role
that natural ability may play in their

foreign language speaking.

success in foreign
language speaking
primarily to effort.

Achievement

Students firmly set

Students generally set learning goals

Students firmly set

Goals performance goals in for their learning of foreign language  learning goals in learning
learning foreign language speaking. However, they may also set foreign language
speaking. performance-avoidance goals. speaking.

Failures/ Students firmly interpret Students tend to interpret failures Students firmly interpret

Mistakes failures and mistakes as and mistakes in their foreign language failures and mistakes as

evidence of insufficient
natural ability in foreign

language speaking.

speaking ability as evidence of
insufficient effort. They also
acknowledge the potential influence

of their natural abilities.

evidence of insufficient
effort in foreign language

speaking.

Self-regulatory

The students display a

Students exhibit an inclination to

Students exhibit a strong

tendencies minimal inclination to self-  regulate their own learning of foreign inclination to regulate
regulate their learning of language speaking by setting goals, their own learning of
foreign language speaking, as monitoring their progress, and making foreign language speaking
demonstrated by a very low necessary adjustments. Additionally, by setting goals,
tendency to establish goals, they maintain a positive attitude monitoring their progress,
monitor their progress, and  towards negative feedback and and making necessary
adapt their strategies setbacks encountered during the adjustments. Additionally,
accordingly. Additionally, process of learning foreign language  they maintain a positive
they maintain a negative speaking. attitude towards negative
attitude towards negative feedback and setbacks
feedback and setbacks encountered during the
encountered during the process of learning
process of learning foreign foreign language
language speaking. speaking.

Competence-  Students expose to more Students expose to more positive Students expose to

based negative emotions in foreign emotions in foreign language more positive emotions

emotional language speaking. speaking. in foreign language

tendency speaking.
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3.8 Summary of the Chapter

This chapter explains the methodology that will be implemented in the present
study. The research design encompasses a mixed-method approach, combining both
quantitative and qualitative methods for data collection and analysis, which are
illustrated in combination with the research instruments. Additionally, the outcomes
and corresponding analyses from the pilot study are presented within the scope of the

research design.



CHAPTER 4
RESULTS OF THE STUDY

This chapter reports the results of the study from stages 1 and 2 of data collection.
This chapter is divided into four sections regarding the four research questions

presented in Chapter One. The content of the results of the study were presented in

Table 4.1 below.

Table 4.1 Results of the Study

Research question Method Topics
RQ1. What are the language mindset Survey 4.1 What are the language mindset and foreign
and foreign language speaking language speaking mindset of Thai undergraduate
mindset of Thai undergraduate students?
students?
RQ2. What are the factors related to Survey 4.2 What are the factors related to foreign language

foreign language speaking mindset
among Thai undergraduate
students?

speaking mindset among Thai undergraduate

students?

4.2.1 Results from the foreign language speaking
mindset inventory

RQ3. Is there a significant relationship Survey, Language

between and among mindsets and mindset
speaking performance of Thai intervention,
undergraduate students? Speaking Test

4.3 Is there a significant relationship between and
among mindsets and speaking performance of
Thai undergraduate students?
4.3.1 Relationship of language mindset and foreign
language speaking mindset (Stage 1)
4.3.2 The relationship between and among
mindsets and speaking performance of Thai
undergraduate students (Stage 2)
4.3.3 The influence of foreign language speaking
mindset on speaking performance of Thai
undergraduate students (Stage 2)
4.32.3.1 Language mindset and its role in
foreign language learning and
speaking 4.3.3.2 Effort and its role in
foreign language learning and
speaking

4.3.3.3 Attribution of failures in foreign
language speaking

4.3.3.4 Achievement goals and behavior in
the classroom

4.3.3.5 Interpretation of failures and mistakes
and emotional experience

4.3.3.6 Self-regulatory tendencies and
perception of feedback

4.3.3.7 Emotional experience related to
foreign language speaking

4.3.3.8 Students’ perception of factors
influencing foreign language speaking
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Table 4.1 Results of the Study (Cont.)

Research question Method Topics
RQ4. Does foreign language speaking Survey, Q- 4.4 Does foreign language speaking mindset
mindset among Thai undergraduate methodology, Semi- among Thai undergraduate students change
students change over time, and if so, structured interview over time, and if so, what is the nature of
what is the nature of this change? this change?
4.4.1 The results of the language mindset
intervention

4.4.2 The results of the Q-methodology
4.4.3 The results from the semi-structured
interview

4.1 What are the Language Mindset and Foreign Language Speaking
Mindset of Thai Undergraduate Students?

To answer research question one, “What are the language mindset and foreign
language speaking mindset of Thai undergraduate students?”, the data from the six-
point rating scale survey (n=894) were analyzed utilizing Descriptive Statistics. The
results are presented in Table 4.1 and Table 4.3. The interpretation of the scale is
derived from previous studies that applied a six-point rating scale in the survey
(Daskalovska et al., 2023; Vate-U-Lan & Masouras, 2018), as shown in Table 4.2.

Table 4.2 Language Mindset of Thai Undergraduate Students

Language Mindset Inventory M  S.D. Level
1. No matter how much language intelligence you have, you can always improve it quite a bit. 5.13 1.100 MG
2. You can’t change how capable you are at learning new languages.* 4.88 1.3d6 MG
3. No matter how old you are, you can always improve your ability to learn new languages. 530 980 SG
Total 5.10 0.85 MG

The items with asterisk were performed after reverse scoring.
MG=Moderate growth, WG=Weak growth, WF=Weak fixed, and MF=Moderate fixed

Thai undergraduate students exhibited a belief that they can continuously
enhance their language ability (Item 1 = 5.13). There is a prevalent belief that their
ability to learn new languages is reliant on effort and practice (Item 2 = 4.88). The
results indicated that Thai undergraduate students express strong confidence in their
ability to improve their language skills irrespective of their age (ltem 3 = 5.30). To sum
up, the results revealed that Thai undergraduate students adopt a belief that their
language ability can develop through effort and practice.

Regarding foreign language speaking mindset, the results are as follows.
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Table 4.3 Foreign Language Speaking Mindset of Thai Undergraduate Students

Dimension of the items Foreign Language Speaking Mindset Inventory M S.D. Level
Speaking mindset 1. As a language learner, | have limited ability to speak a foreign
language and can't change it.* 450 1.25 MG
2. Only a few people can learn and get better at speaking a foreign
language, and they were born with this ability. I'm not one of
them.* 472 141 MG
3. To be honest, | don't think | can improve my ability to speak a
foreign language.* 502 1.21 MG
Effort 4. The harder | practice, the better | will be at speaking a foreign
language. 5.02 1.15 MG
5. To tell the truth, when | try hard to improve my foreign language
speaking, it makes me feel not very smart.* 427 149 WG
Attribution 6. | think I can improve to speak a foreign language well because of
hard work. 470 1.21 MG
7.1 may need a special talent to speak a foreign language well.* 322 142 WF
8. 1find it hard to speak a foreign language well because | am not
good at languages.* 320 152 WF
Achievement goals 9. | participate in foreign language speaking activities because | enjoy
learning new speaking skills. 378 131 WG
10. | like foreign language speaking activities that challenge me. 332 1.38 WF
11. | participate in foreign language speaking activities to improve my
skills. 373 132 WG
12. I might not participate in a foreign language speaking activity to
avoid looking foolish when speaking.* 397 150 WG
Failures and mistakes 13. When | am failing in speaking a foreign language, it means that |
don't have enough talent in language learning.* 438 145 MG
14. When | am failing in speaking a foreign language, it means that it is
fruitless to practice speaking.* 4.73 1.27 MG
Self-regulatory tendencies 15. When | couldn't do a difficult foreign language speaking task, it
probably means that the task is beyond my level.* 359 146 WG
16. | don't like corrective feedback and criticisms because it suggests
that | am not good at speaking a foreign language.* 4.12 1.53 WG
17. Even if | don't have talent in speaking a foreign language, | try to
seek strategies to practice speaking. 476 113 MG
Competence-based 18. | am afraid to speak in my foreign language classes.* 326 157 WF
emotional tendencies 19. | feel nervous when | have to speak a foreign language in front of
my teacher and classmates.” 266 145 MF
20. I worry of making mistakes when | speak a foreign language.* 2.68 1.43 WF
21. 1 am afraid people will not understand me when | speak a foreign
language.” 2.56 1.35 MF
Total 3.91 .72 WG

The items with asterisk were performed after reverse scoring.
MG=Moderate growth, WG=Weak growth, WF=Weak fixed, and MF=Moderate fixed
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The results showed that Thai undergraduate students have confidence that they
can improve their foreign language speaking ability (Iltem 3 = 5.02). The students believe
that they can learn and improve their foreign language speaking skills through effort
and practice (Item 2 = 4.72). Moreover, Thai undergraduate students see their potential
in developing their ability to speak a foreign language (ltem 1 = 4.50).

Regarding Items 4-5, Thai undergraduate students agreed that practice leads to
improvement in their foreign language speaking ability (ltem 4 = 5.02). Additionally,
they tend to sense the capability when they put in effort to practice their foreign
language speaking (Item 5 = 4.27).

Regarding Items 6-8, the results showed that students view effort allocation as a
key to attain better foreign language speaking ability (Item 6 = 4.70). Thai undergraduate
students slightly agreed that they find it hard to speak English well because they are
not putting enough effort (ltem 7 = 3.22). Thai undergraduate students also viewed
that insufficient effort allocation might not be the only factor that hindrances their
foreign language speaking (Item 8 = 3.20).

Regarding Items 9-12, the results suggested that Thai undergraduate students
slightly agree to participate in foreign language speaking activities (Item 12 = 3.98). They
slightly agree that they enjoy the experience of acquiring new speaking skills (Item 9 =
3.78). Their participation in foreign language speaking activities is coming from the
purpose of improving their speaking skills (Item 11 = 3.73). However, there were some
disagreements on the preference of challenging foreign language speaking tasks (Iltem
10 = 3.32).

Regarding Items 13-14, Thai undergraduate students agreed that failures and
mistakes are not an indication that they lack talent in learning (Item 13 = 4.38). They
viewed that practice could help them tackle failures and mistakes in learning a foreign
language speaking (Item 14 = 4.73).

Regarding Items 15-17, Thai undergraduate students slightly agreed that they
would try to seek strategies to practice speaking (Item 17 = 4.76). In addition, they
appreciate corrective feedback and criticisms regarding their speaking performance
(Iltem 16 = 4.12). The results also showed the students slightly agree that the difficulty
of foreign language speaking tasks might come from the level of the task (tem 15 =
3.59).

Regarding Items 18-21, the results suggested that Thai undergraduate students
tend to experience negative emotions when they participate in foreign language
speaking activities in classroom (Item 18 = 3.26; Item 19 = 2.66; ltem 20 = 2.68; Item
21 = 2.56).
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The results underscored that Thai undergraduate students adopt a growth foreign
language speaking mindset. They believe that constructive and proactive learning
strategies could help them master their foreign language speaking. However, the results
revealed a high level of negative emotions when the students have to participate in

foreign language speaking activities in the classroom.

4.2 What are the Factors Related to Foreign Language Speaking Mindset
Among Thai Undergraduate Students
4.2.1 Results from the Foreign Language Speaking Mindset Inventory
To answer research question two, “What are the factors related to foreign
language speaking mindset among Thai undergraduate students”, the data from the
six-point rating scale survey (n=894) were analyzed utilizing Exploratory Factor Analysis
(EFA) and Confirmatory Factor Analysis (CFA).
4.2.1.1 Results of Exploratory Factor Analysis
The Exploratory Factor Analysis (EFA) was performed using SPSS
Version 29.0.2.0. Initially, the reliability of the FLSMI (21 items) was assessed at .868,
indicating a high level of reliability for the survey instrument. The average inter-item
correlations for the items of the Foreign Language Speaking Mindset Inventory (FLSMI)
indicated a value of .242, falling within the range of .20 to .40. This suggested that the
items of the FLSMI have sufficient uniqueness (Piedmont, 2014). However, upon closer
examination of the inter-item correlations for Iltem 7, as well as the total-item
correlations for Item 7 (-2.68) and Item 15 (-.457), it is apparent that these two items
have consistently negative correlations and low total-item correlations. Based on the
results, it is appropriate to consider deleting these two items from the scale. As a result
of this adjustment, the reliability of the survey increased to 0.91.
Prior to performing EFA, the initial examination was performed. The

results were presented in Table 4.4.

Table 4.4 KMO and Bartlett’s Test of FLSMI 16 Items
KMO and Bartlett's Test

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .905
Bartlett's Test of Sphericity Approx. Chi-Square 7109.279
df 120
Sig. <.001

A Kaiser-Meyer-Olkin (KMO) Measure of Sampling Adequacy was equal
to .905. Bartlett’s test of sphericity was significant (p < 0.001). The results indicated that
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the data were adequate for proceeding with EFA. The Cumulative Total Variance
Explained for 16 items, three factors were 62.04%, suggesting that three factors could
explain 62.04% of the variance. Moreover, three factors exhibited Eigenvalues greater

than 1. The scree plot of the extracted components is presented in Figure 4.1.

Scree Plot

Eigenvalue

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 186

Component Number

Figure 4.1 Scree Plot of Component Extraction

The factor analysis of 16 items was performed utilizing principal
component analysis. The rotation method is Varimax with Kaiser Normalization. The

Rotation converged in 8 iterations. The results of the extraction are presented in Table 4.5.

Table 4.5 Rotated Component Matrix and Communalities

ltems V. Communalities
Factor 1 Factor 2 Factor 3

ltem 20 .836 745
ltem 19 .833 37
ltem 18 735 .683
[tem 21 732 576
ltem 8 478 .488
ltem 9 798 742
ltem 11 793 132
[tem 10 753 752
ltem 17 631 513
ltem 4 616 .569
ltem 6 .602 515
ltem 14 784 661
ltem 13 747 661
ltem 5 670 561
ltem 16 607 461
[tem 12 .498 .529
Eigenvalue 6.360 2.108 1.458

% of Variance 39.752 13.176 9.112

Cumulative % 62.040

Extraction Method: Principal Component Analysis.
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According to the results, Factor one ‘Emotional Outcomes of
Attribution’ consisted of five ltems: Item 20 (.836), 19 (.833), 18 (.735), 21 (.732), and 8
(.478). This component was entitled “Emotions arising from self-attribution.” When
considering from the items’ factor loading from Table 4.7 and ltems’ means from Table
4.3, the results suggested that Factor one highlighted the negative emotions related to
foreign language speaking. Thai undergraduate students experience high level of
negative emotion while participating in foreign language speaking activities in the
classroom (Item 18, 19, 20, 21). This could be the result of students’ self-attribution
about their language ability (Item 8).

Factor two ‘Motivational Process-Oriented Goals’ consisted of six
items: Item 9 (.798), 11 (.793), 10 (.753), 17 (.631), 4 (.616), and 6 (.602). When
considering from the items’ factor loading and Items’ mean, the results suggested that
the students' positive attitudes towards participating in foreign language speaking
activities primarily driven by learning goals and beliefs in the efficacy of effort. They
slightly agreed that they engage in these activities because they enjoy learning new
speaking skills and seek to improve their existing skills. Additionally, they expressed
agreement with the notion that even without inherent talent, they actively seek
strategies to practice speaking, indicating a proactive approach to skill development.

Factor three ‘Proactive Responses in Failure Situations’ consisted of
five items: Item 14 (.784), 13 (.747), 5 (.670), 16 (.607), 12 (.498). When considering from
the items’ factor loading and Items’ mean, the results suggested that Thai
undergraduate students employ constructive approach towards challenges and
learning in foreign language speaking. They agreed that encountering difficulties in
speaking a foreign language signifies the need for increased practice rather than a lack
of talent. Moreover, they believe that the exertion of effort enhances their sense of
capability, indicating a positive correlation between effort and self-efficacy.
Additionally, they express a sligsht agreement with the value of corrective feedback
and criticism. This showed that Thai undergraduate students recognize the role of
feedback and criticism in skill improvement. Furthermore, their willingness to engage
in FL speaking activities despite potential discomfort underscores their understanding

of the learning process and their commitment to learning and improvement.
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4.3 What are the relationships among language mindset, foreign
language speaking mindset, and speaking performance of Thai

undergraduate students?

To answer research question three, “Is there a significant relationship between
and among mindsets and speaking performance of Thai undergraduate students?”, the
Spearman’s rho correlation was performed to identify the relationship between
language mindset and foreign language speaking mindset from the survey with 894
participants, and the relationship among mindsets and speaking performance of Thai
undergraduate students from the results of language mindset intervention of 42
participants. The results were presented below.

4.3.1 Relationship of Language Mindset and Foreign Language Speaking
Mindset (Stage 1)
Prior to conducting the correlation analysis, the assumption of normality was

examined. The results of the test of normality were presented in Table 4.6.

Table 4.6 Test of Normality (Stage 1)

Tests of Normality

Kolmogorov-Smirnov® Shapiro-Wilk
Statistic df Sig. Statistic  df Sig.
Language Mindset Inventory (LMI) 163 894 .000 .892 894 .000
Foreign Language Speaking Mindset Inventory (FLSMI) 128 894 .000 922 894 .000

a. Lilliefors Significance Correction

The results showed that the Kolmogorov-Smirmov. and Shapiro-Wilk tests
indicated statistical deviations from normality for the surveys (p < .05). Given the
violation, Spearman’s rho correlation was employed to examine the relationships
between variables. The results of Spearman’s rho correlation were presented in Table
4.7 below.

Table 4.7 Relationship of Language Mindset and Foreign Language Speaking

Mindset
Measure 1 2
1. Language Mindset Spearman's rho —
p-value —
2. Foreign Language Speaking Mindset Spearman's rho 487" —
p-value <.001 —

** Correlation is significant at the 0.01 level (2-tailed).
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Spearman’s rho result was consistent with Pearson Correlation (See in
Appendix F). The results suggested that language mindset and foreign language speaking
mindset were found to be moderately positively correlated, (892) = .49, p = <.001. The
results suggested that Thai undergraduate students who adopted a growth language
mindset tended to adopt a growth foreign language speaking mindset.

4.3.2 The Relationship Between and Among Mindsets and Speaking

Performance of Thai Undergraduate Students (Stage 2)

Prior to conducting the correlation analysis, the assumption of normality was

examined. The results were presented in Table 4.8.

Table 4.8 Test of Normality (Stage 2)

Tests of Normality

Kolmogorov-Smirnov® Shapiro-Wilk
Statistic df Sig. Statistic df Sig.
LMI .193 42 .000 .852 42 .000
FLSMI .099 42 200" 983 42 786
SP 212 42 .000 922 42 .007

a. Lilliefors Significance Correction

The Shapiro-Wilk test results showed that language mindset and speaking
performance significantly deviated from normality (p < .05), suggesting non-normal
distributions. However, foreign language speaking mindset did not significantly deviate
from normality, suggesting that they were normally distributed. Given that several
variables significantly deviated from normality based on Shapiro-Wilk test, Sperman’s
rho correlation was used to examine the relationship among language mindset, foreign
language speaking mindset, and speaking performance of Thai undergraduate students.

The interrater reliability of pre- and post- speaking score were .93 and .97
which suggested that the speaking score were reliable. The descriptive statistic of three
variables were presented in Table 4.9. The relationships of these variables were
presented in Table 4.10.

Table 4.9 The Descriptive Statistic of the Language Mindset, Foreign Language
Speaking Mindset, and Foreign Language Speaking Performance

M S.D.
Speaking Performance (SP) 12.93 1.31
Language Mindset (LM) 5.31 71
Foreign Language Speaking Mindset (FLSM) 4.98 .87
Emotional Outcomes of Attribution (EOA) 3.10 .98
Motivational Process-Oriented Goals (MPOG) 4.65 64

Proactive Responses in Failure Situations (PRFS) 4.57 a7
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Table 4.10 The Relationship of the Language Mindset, Foreign Language

Speaking Mindset, and Foreign Language Speaking Performance

Measure 1 2 3 4 5
1. M Spearman's rho —
p-value —
2. FLSM Spearman's rho 620%* —
p-value .000 —
3. EOA Spearman's rho .156 .305* —
p-value 322 .049 —
4.  MPOG Spearman's rho 316 310 .147 —
p-value .042 .046 .352 —
5. PRFS Spearman's rho .405** 356 426% .338* —
p-value .008 .021 .005 .028 —
6. SP Spearman's rho -.038 .023 254 -.138 132
p-value 812 .885 .105 .383 .405

*, Correlation is significant at the 0.05 level (2-tailed).
**_Correlation is significant at the 0.01 level (2-tailed).

The results were consistent with the results of the survey from Stage 1 that
language mindset and foreign language speaking mindset were moderately positively
correlated, r(40) = .62, p = <.001. Moreover, language mindset was positively correlated
with motivational process-oriented goals (f(40) = .32, p = 0.009), and foreign language
speaking mindset (r(40) = .35, p = 0.042) and proactive responses in failure situations
(r(40) = .41, p = 0.008). However, language mindset and foreign language speaking
performance after the language mindset intervention were found to be weakly
negatively correlated, n(40) = -.04, p = .812. Foreign language speaking mindset and
foreign language speaking performance after the language mindset intervention were
found to be weakly positively correlated, (40) = .02, p = 0.885.

This implied that the participants who adopt a growth language mindset
tend to adopt a growth foreign language speaking mindset. A growth language mindset
was associated with mastery goal-orientation and adaptive behavior in failure situation.
However, there was almost no linear relationship between speaking performance and
language mindset. There was no strong evidence to suggest a relationship between
language mindset and speaking performance after the intervention. Additionally, there
was no strong evidence to suggest a relationship between speaking performance and
foreign language speaking mindset.

Although there was minimal relationship between mindset and speaking

performance, students who adopted a growth language mindset and a growth foreign
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language speaking mindset were more likely to employ proactive responses when
encountering failures and mistakes.

4.3.3 The Influence of Foreign Language Speaking Mindset on Speaking
Performance of Thai Undergraduate Students (Stage 2)

After the intervention, guided journals were administered to allow the
students to reflect on what they had learned from the video session. Data from guided
journals were analyzed to gain insight into the relationship between mindset and the
foreign language speaking performance of Thai undergraduate students. The data were
analyzed using thematic analysis following the guidelines of Bruan and Clarke (2006).
The analysis was performed for both deduction and induction. Lou and Noels’ (2019)
language mindset meaning-making system framework was employed with the
deduction method. The data analysis elicited eight themes from the guided journals.

All themes were presented on Table 4.11 below.

Table 4.11 Themes Derived from Guided Journals

Themes

Language Mindset and Its Role on Foreign Language Learning and Speaking
Effort and Its Role in Foreign Language Learning and Speaking

Attribution of Failures in Foreign Language Speaking

Achievement Goals and Behavior in the Classroom

Interpretation of Failures and Mistakes and Emotional Experience
Self-regulatory tendencies and Perception of Feedback

Emotional Experience related to Foreign Language Speaking

O N o RN

Students’ Perception of Factors Influencing Foreign Language
Speaking

4.3.3.1 Language Mindset and Its Role in Foreign Language Learning

and Speaking

According to their responses, most of the participants perceived that
they had a fixed ability in language learning, whereas few participants perceived that
their language learning abilities were malleable. The factors that contributed to the
perception of fixed language-learning abilities were categorized into four groups:
speaking partners/interlocutors, emotions, language-learning setbacks, and linguistic
challenges. Various learning strategies had been observed based on the categorization
of mindsets.

After the first session of the language mindset intervention, the
participants reflected on their language mindset and redefined it. Among the 37

participants, many of them perceived themselves as having a growth language mindset,
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few of them perceived that they adopted a fixed language mindset, and three stated
that they adopted both language mindset.

The reflections on guided journals suggested the characteristics of
the students who categorized themselves as having a growth language mindset
included valuing effort and practice, belief in their potential to learn, and embracing

challenges:

“I think | have growth mindset because | don't limit my abilities and
believe that | can master foreign language. | think that to learn is to
put on effort in practicing. So that we will be able to speak and write
a foreign language” (GJ15).

The characteristics of the students who categorized themselves as
having a fixed language mindset included avoiding difficulties, attributing difficulties in
language learning to their talent, and negative emotions: “I am not confident in myself
and | pressure myself a lot so sometimes | get worried a lot when | learn and speak a
foreign language” (GJ8).

The results pointed out that the characteristics of the students who
categorized themselves as having both language mindsets were attributed to

difficulties in language learning due to their talent and valuing effort:

“Although one may adopt a fixed mindset, one also can adopt
growth mindset. Although | am not good at English and sometimes it is
useless to try. But don't be afraid, | will always have a chance to learn”
(GJ13).

After six sessions of the intervention, many of the participants
perceived that their foreign language abilities and foreign language speaking abilities
were malleable, few participants perceived that their abilities were malleable but very
slowly, and only one participant perceived that their foreign language abilities were
fixed.

The results suggested a relationship between mindsets and foreign
language speaking performance that the participants viewed mindsets could influence
their language learning and foreign language speaking skills. Endorsing a growth mindset
influenced the participants to believe in their potential to improve their foreign

language abilities and foreign language speaking abilities:

“Growth mindset encourages me to learn new things, opportunities
to learn, ready to improve our potential, always be like a half~empty

glass which is always ready to embrace challenges” (GJ24).
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Moreover, the findings further revealed that a growth mindset
influenced the participants to put on effort in their learning and to understand that
challenges were a part of the learning process: “Growth mindset encourages me to
embrace challenges, to improve myself, learn from mistakes, and do not look down
on myself when | make mistakes” (GJ8).

4.3.3.2 Effort and Its Role in Foreign Language Learning and Speaking

Following the second session of the language mindset intervention,
participants engaged in reflection regarding their efforts in foreign language speaking.
Among the participants, most of them perceived effort as crucial in learning foreign
language speaking, while one participant perceived that exerting effort did not
contribute to the acquisition of foreign language speaking skills. The results indicated
that participants utilized six strategies to develop foreign language speaking abilities.
The first strategy was self-monitoring. The students evaluated and adapted strategies

based on their learning outcomes:

“I find the way to make myself understand. For example, if
pronunciation is the problem, | will search how to pronounce the
correct sound on the internet. If grammar is the problem, | will search

about grammar rules on the internet” (GJ28).

The second strategy was practice. The students performed speaking
repeatedly to improve their speaking skills: “I practice my pronunciation, and | jot down
how to pronounce each difficult word” (GJ35).

The third strategy was utilizing tool. The students employed tool to
learn speaking skills: “I use the application to listen to how the words are pronounced.
Watch the video to learn how to pronounce the words” (GJ17).

The fourth strategy was self-study. The students learned to speak a
foreign language outside the classroom on their own: “I look up for vocabulary and
look up for the correct pronunciation of the words on the internet” (GJ9).

The fifth strategy was seeking help from others. The students asked
for assistance from their peers: “I will ask my friends who are good at English and ask
them about the points to improve” (GJ15).

Finally, the sixth strategy was avoiding problems or challenges: I
speak in English with soft voice or stay quiet” (GJ36).

The results indicated that the participants acknowledged the
significance of effort in relation to their speaking performance. However, when

confronted with obstacles or challenges, some participants opted for avoidance
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strategies. Consequently, this behavior might have implications for the enhancement
of their speaking proficiency.
4.3.3.3 Attribution of Failures in Foreign Language Speaking

The participants engaged in reflection on attribution in foreign
language speaking. The findings indicated that many participants attributed failures in
foreign language speaking to a perceived lack of innate ability, whereas some of them
participants did not attribute such failures to this variable before the language mindset
intervention.

After receiving the language mindset intervention, the participants
attributed their failures in foreign language speaking to six factors namely, lack of effort,
lack of linguistic knowledge, lack of practice, lack of confidence, difficulty level of the
lessons, and lack of talent.

Lack effort referred to when the students ascribed failures in foreign

language speaking to not putting on enough effort:

“It's because | don't like English subject and | don't put on effort in
speaking English, so | will try to put on effort so that | will acquire
speaking skills and will be able to communicate in English. So that |

have speaking skills and can utilize it when necessary” (GJ13).

Lack of linguistic knowledge referred to when the students ascribed
failures in foreign language speaking to not enough linguistic knowledge: “I don't have
enough basic knowledge in language, so | focus on learning gsrammar because | think
grammar is basic knowledge of language” (GJ2).

Lack of practice referred to when the students ascribed failures in
foreign language speaking to not enough practice of foreign language speaking: “I
haven't practice enough so | go back and study more about how to make a correct
pronunciation” (GJ33).

Lack of confidence referred to when the students ascribed failures
in foreign language speaking to not being confident about their abilities: “I lack
confidence, so | practice more and try to apply knowledge to use in daily life” (GJ31).

Difficulty level referred to when the students ascribed failures in
foreign language speaking to the difficulty level of speaking lesson: “It is too difficult
for me, so | don't pay much attention” (GJ10).

Lastly, lack of talent referred to when the students ascribed failures in foreign language
speaking to limited ability: “I am not good at language, so | practice my pronunciation”
(GJ36).
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The results indicated that the participants perceived their ability to
control these factors by proposing strategies to address failures in foreign language
speaking. However, a subset of participants demonstrated avoidance behavior towards
failures by redirecting their focus to other subjects of interest.

4.3.3.4 Achievement Goals and Behavior in the Classroom

The participants engaged in reflection on their goal orientations in
foreign language speaking. The findings indicated that most of the participants used to
set their goal to pass a foreign language examination, whereas a few participants hadn’t
set this kind of goal. With these performance goals, most participants were
disheartened by language learning before: “| used to be disheartened. It is normal
when we do things that we are not good at and we expect good results” (GJ16).

However, some of the participants never felt disheartened with
language learning since they embraced challenges and viewed failures or mistakes as
a part of their learning process: “I never be disheartened because | know that | will
make some mistakes. | am not afraid of making mistakes, | try to practice my English
speaking” (GJ6).

Furthermore, the findings revealed that the participants set various
goals related to foreign language speaking. Most of the participants set goals to
communicate in English in their daily lives. Very few participants set goals to be able
to use a foreign language in their future career or to improve their language
competence and grade. Moreover, a few participants wanted to change their strategies
to set goals related to foreign language speaking by setting goals that were not too
difficult to achieve and by setting specific goals at a time.

Regarding their goals, the participants revealed three aspects of their
behavior in classroom speaking activities related to their goals: 1) participation in
classroom activities, 2) expressing discomfort during participation in classroom
activities, and 3) avoiding participation in classroom activities.

Participation in classroom referred to when the participants stated
that they join the classroom’s speaking activities by trying to speak in a foreign
language: “I sometimes can perform or can't perform because | am always nervous.
However, | have courage to speak. Although | make some mistakes, | try to speak”
(GJ1).

Expressing discomfort referred to when the participants stated that
they experience negative emotions when they participate in the classroom’s speaking
activities: “l always feel anxious because | afraid of making mistakes like using the wrong
words” (GJ11).
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Avoiding participation referred to when the participants stated that

“l

they would avoid joining the classroom’s speaking activities: always avoid
participating in speaking activities because | always have anxiety and lack of
confidence” (GJ8).

The findings indicated that participants who engaged in classroom
activities demonstrated a tendency to establish both mastery and performance goals,
similar to participants who expressed discomfort during classroom participation and
those who avoided participation in classroom activities. However, participants who
established performance goals exhibited a greater tendency for discouragement in
language learning compared to those who did not set performance goals.

4.3.3.5 Interpretation of Failures and Mistakes and Emotional
Experience

The participants engaged in reflection on failures and mistakes in
foreign language speaking. In general, some of the participants perceived failures and
mistakes as learning opportunities. Few participants considered failures and mistakes
as integral to their learning process: “it's just mistakes, doesn't mean that | fail” (GJ12).
Very few participants regarded failures and mistakes as determinants of their language
learning abilities: “Failures/mistakes are what define me that | am not good at English
and learning English” (GJ11). Other participants did not identify any failures or mistakes
in their journal writing. However, the findings indicated that the participants associated
mistakes in foreign language speaking with instances of incorrect pronunciation or
inappropriate vocabulary usage.

Failures and mistakes occurred when the participants did not exert
sufficient effort. These experiences led to feelings of insecurity when speaking a foreign
language.

When encountering failures and mistakes, the participants
experienced emotions across various dimensions: positive, neutral, and negative.
Positive emotions were associated with enjoyment and confidence: “I enjoy it,
sometimes | am shy, and | also feel confidence” (GJ13). Neutral emotions referred to
instances where participants did not specify particular feelings but rather articulated
reasons or thoughts regarding failures or mistakes: “I think it's normal, we all can make
mistakes” (GJ29). Negative emotions encompassed sadness, shyness, disheartenment,
worry, lack of confidence, fear, stress, surprise, and nervousness: “I am afraid, then |
will just mumble because | will feel that | can't speak, and | lack confidence in speaking
English” (GJ12).
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The findings indicated that the participants experienced a range of
emotions. Consequently, while participants reported positive emotions, they also
experienced negative emotions. Furthermore, negative emotions frequently co-
occurred with other negative emotions.

4.3.3.6 Self-Regulatory Tendencies and Perception of Feedback

The participants engaged in reflection on their self-regulatory
tendencies after setbacks in foreign language speaking. The findings indicated that the
participants employed four strategies to tackle failures and mistakes: proactive
strategies, emotion regulation, attribution of failures and mistakes, and ignorance.

The proactive strategies referred to when the students actively utilize
and seek strategies to improve from failures and mistakes. The students in this study
employed four strategies: learning from mistakes, practicing, seeking new strategies,
and seeking help from peers. Participant GJ33 employed a learning-from-mistakes
strategy: “I ¢o back and review what | have done wrong and how to make them better.”
Participant GJ28 practiced speaking through various activities: “I try to practice speaking,
listening to music. Sometimes, | watch movies.” Participant GJ16 sought new strategy
to improve foreign language speaking: “I go over them and then find strategies to
handle them.” Meanwhile Participant GJ34 sought help from peers: “I ask my friends
and study more.”

The emotional regulation was how the participants articulated their
emotions after encountering setbacks in foreign language speaking: “I try to be relaxed
and after that | ¢o back to practicing” (GJ38). Attribution to failures and mistakes
referred to how the participants attributed their failures and mistakes: “I think that |
don't practice enough” (GJ23). Lastly, ignorance referred to the act of doing nothing:
“Avoid challenges and let them ¢o” (GJ36).

Furthermore, the participants perceived feedback differently.
According to the findings, many participants perceived feedback as an indication of
area for improvement: “Feedback is a tool that guides me to know what | have done
wrong, where | can improve and how” (GJ17). A few participants viewed feedback as a
driving force: “Driving force to improve myself” (GJ1). Single participant perceived
feedback as an indication of ability: “What make us know the level of our abilities in
English speaking” (GJ3). Another participant regarded it as a threat to emotions: “Things
that make me worry and overthinking” (GJ34).

Moreover, the findings indicated that feedback influenced

participants' foreign language speaking performance across three dimensions: tools for
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improvement, encouragement, indicators of current proficiency, and indicators of
strengths.

Regarding tools for improvement, the findings revealed that feedback
identified participants' deficiencies in foreign language speaking. Consequently, the
participants recognized their weaknesses and areas for enhancement: “I can bring
feedback to improve my deficiency points in foreign language speaking” (GJ3).

Regarding encouragement, the findings indicated that feedback
motivated the participants to recognize their potential for developing their foreign
language speaking abilities or to acknowledge their insufficient effort. As a result, they
perceived the necessity to increase their efforts in foreign language speaking:
“Feedback makes me think that | have to practice more and prepare myself more”
(GJ16).

With respect to indicators of current ability, the findings suggested
that feedback enabled students to comprehend their present proficiency level:
“Feedback is what makes me think | am not good at English, but | get driving force
from feedback” (GJ13).

4.3.3.7 Emotional Experience Related to Foreign Language Speaking

The participants engaged in reflection on their emotions associated
with foreign language speaking in foreign language contexts. The findings indicated that
the majority of participants exhibited reluctance to participate in classroom speaking
activities, whereas a minority expressed readiness to embrace challenges in such
activities. The participants provided more detailed accounts of their emotions when
acknowledging the necessity to speak a foreign language in the classroom setting. The
findings suggested that the participants experienced a range of emotions, including
positive, neutral, and negative, when confronted with the requirement to participate
in speaking activities.

The positive emotions identified were enjoyment and confidence.
These emotions exhibited co-occurrence; when participants experienced enjoyment
during speaking activities, they simultaneously reported increased confidence in
speaking. However, it is noteworthy that these emotions also co-occurred with
nervousness.

Neutral emotions were characterized by participants reporting an
absence of specific affective states. Consequently, the participants did not experience
psychological pressure.

The negative emotions identified were nervousness, worry, insecurity

(lack of confidence), pressure, fear of making mistakes, anxiety, boredom, dislike,
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embarrassment, and discomfort. These emotions co-occurred and influenced
participants' speaking performance during their engagement in speaking activities.
Patterns of occurrence were identified. The findings indicated that when participants
experienced apprehension about foreign language speaking, they concurrently felt
nervousness, pressure, insecurity, and fear of making mistakes. When participants
experienced nervousness, they tended to feel insecure and pressured. When
participants felt pressured, they tended to experience fear of making mistakes and
insecurity. However, when participants experienced embarrassment, they could
simultaneously derive enjoyment from foreign language speaking.

Furthermore, the participants reflected on their emotional responses
during foreign language speaking activities. The findings indicated that the participants
had experienced four distinct emotions: nervousness, fear, insecurity, and boredom.
These emotional states were elicited by various situational factors.

Regarding nervousness, the findings suggested that participants
experienced this emotion in various situations: when undertaking a speaking test, when
speaking a foreign language in front of their peers, when conversing with foreigners,
when receiving feedback, when unable to produce speech due to linguistic challenges
such as vocabulary deficiencies, when incapable of answering questions in a foreign
language, and when making mistakes. The findings indicated that participants
experienced nervousness at varying intensities. Participants who experienced minimal
nervousness tended not to be significantly affected by this emotion. Consequently,
they reported that this emotion did not impact their foreign language speaking
performance. Although other participants did not specify the degree of nervousness,
the findings demonstrated the effect of nervousness on foreign language speaking.
When participants experienced nervousness, they exhibited a tendency to stammer
while speaking a foreign language. Furthermore, some participants tended to avoid
participation by remaining silent during classroom speaking activities.

Regarding fear, the findings indicated that the participants tended to
experience this emotion when required to speak in front of classmates, when
subjected to a speaking assessment, and when unable to respond to questions in a
foreign language. The results demonstrated that participants who experienced fear
exhibited a propensity to stammer and displayed a lack of confidence when speaking
a foreign language.

With regard to lack of confidence, the findings indicated that the
participants exhibited a lack of confidence when confronted with speaking assessments

and when required to speak in front of their peers.
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Regarding boredom, the findings indicated that the participants
experienced a state of disengagement when they were disinclined to participate in the
classroom activities. Consequently, they exhibited a reluctance to engage in speaking
activities.

Regarding participants’ emotional experience, the participants had
different strategies to regulate their emotions. The findings suggested that the
participants employed six strategies to regulate their emotions.

Regarding Rumination, the findings indicated that some participants
experienced persistent concern about making mistakes and were unable to overcome
this cognitive state. Consequently, rumination led to fear of making mistakes, anxiety,
and perceived pressure.

Regarding Suppression, a participant reported attempting to
internalize their anxiety and refrain from expressing it. This behavior resulted in
suppression when they were required to communicate in a foreign language.

Regarding Situation Selection, the participants regulated their
negative emotions by opting to engage in activities other than speaking a foreign
language to prepare themselves for verbal communication. Some participants chose
to allocate time before speaking a foreign language, while others elected to rehearse
prior to speaking. Additionally, certain participants opted to remain silent and initiated
verbal communication when they felt adequately prepared.

Regarding Situation Modification, the participants alleviated their
negative emotions by attempting to modify the situations through laughter, controlled
breathing, and efforts to regain composure.

Regarding Attention Deployment, certain participants elected to
concentrate on the activities rather than the outcomes, while others engaged in
mindfulness practices and reflection concerning their worry or anxiety. Additionally,
some participants opted to contemplate their preferred subjects as a means of
relaxation.

Regarding reappraisal, the participants engaged in cognitive
restructuring of their worry. Some participants employed positive self-talk and adopted
an optimistic perspective regarding their potential for improvement. Other participants
reframed the situation by envisioning themselves conversing with a close friend.
Additionally, some participants reassessed the difficulty level of the speaking tasks.

In conclusion, although Thai undergraduate students experienced
negative emotions during classroom speaking activities, they employed various

strategies to regulate these affective states. A small number of participants engaged in
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rumination, which ultimately led to emotion dysregulation; however, the majority of
participants reported utilizing strategies to mitigate their negative emotions.
4.3.3.8 Students’ Perception of Factors Influencing Foreign Language

Speaking

The participants engaged in reflection on factors influencing foreign
language speaking and selected the factor(s) that they thought could influence their
speaking performance the most. The findings indicated that the participants perceived
several factors influencing their foreign language speaking performance. The factors
were presented in Figure 4.2 below. Participants mentioned effort and grit most
frequently. They referred to mindset, thought and attitude, environment, and practice
equally often. Few participants mentioned embracing failures and mistakes as a
contributing factor. Very few participants referred to emotions and knowledge reserve.
The least mentioned factors included intrinsic motivation, individual characteristics,
goals, feedback, opportunity, and willingness to communicate. The results suggested
that the participants viewed both internal and external factors could affect their foreign

language speaking abilities.

Factors Affecting Foreign Language Speaking

Effort and Grit

Practice

Environment

Thought and Attitude
Mindset

Embracing Failures/Mistakes
Emotions

Knowledge Reserve
Willingness to Communicate
Opportunity

Feedback

Goal

Characteristics

Intrinsic motivation
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Figure 4.2 Factors Affecting Foreign Language Speaking
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4.4 Does Foreign Language Speaking Mindset Among Thai Undergraduate
Students Change Over Time, and if so, What is the Nature of this Change?

To investigate the change of language mindset, the language mindset intervention

and the follow-up interview were carried out.
4.4.1 The Results of the Language Mindset Intervention

Although the correlation coefficient between language mindset and speaking
performance and foreign language speaking mindset and speaking performance
revealed that there was no significant relationship among them, the language mindset
intervention revealed significant improvement in three aspects of foreign language
speaking mindset among Thai undergraduate students.

The descriptives statistic  showed a slight improvement of Thai
undergraduate student’s foreign language speaking mindset. The results were
presented in Table 4.12.

Table 4.12 Foreign Language Speaking Mindset Before and After the Language
Mindset Intervention

No. Pre-Intervention Post-Intervention
M S.D. Meaning M S.D. Meaning
1 4.74 1.01 MG 4.93 0.97 MG
2 5.02 1.05 MG 4.83 1.23 MG
3 4.79 1.35 MG 5.17 1.17 SG
4 5.17 0.96 SG 5.45 0.63 SG
5 4.24 1.41 WG 4.31 1.26 WG
6 4.83 0.70 MG 4.93 0.89 MG
7 371 1.25 WG 3.93 1.47 WG
8 2.88 1.37 WF 3.21 1.30 WF
9 3.98 1.09 WG 4.29 0.94 WG
10 3.43 1.19 WF 3.93 1.16 WG
11 3.95 0.94 WG 4.31 1.07 WG
12 3.64 1.36 WG 4.52 0.97 MG
13 4.45 1.21 MG 4.60 1.11 MG
14 4.40 1.36 MG 4.81 1.13 MG
15 3.74 1.21 WG 3.38 1.29 WF
16 4.14 1.47 WG 4.60 1.31 MG
17 4.90 1.01 MG 5.02 0.90 MG
18 3.19 1.42 WF 3.55 1.35 WG
19 2.48 1.11 MF 2.88 1.25 WF
20 2.33 1.12 MF 3.05 1.32 WF
21 2.55 1.09 MF 2.81 1.33 WF

MG=Moderate growth, WG=Weak growth, WF=Weak fixed, and MF=Moderate fixed
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Prior to conducting a paired-sample t-test, a normality test was performed
to determine whether the data met the assumptions required for parametric tests. The
results of a normality test of foreign language speaking mindset were presented in
Table 4.13.

Table 4.13 Test of Normality of Foreign Language Speaking Mindset Before and

After the Intervention

Tests of Normality

Kolmogorov-Smirnov® Shapiro-Wilk
Statistic df Sig. Statistic df Sig.
Pre-speaking mindset .098 42 .200% 976 42 .523
Post-speaking mindset .099 42 .200% .983 42 786

a. Lilliefors Significance Correction

The Kolmogorov-Smirnov and Shapiro-Wilk tests suggested that foreign
language speaking mindset before and after intervention were normally distributed
(p = .523 and .786, respectively). Therefore, these two variables met the assumption
of normality. The paired samples t-test was performed. The results were presented in
Table 4.14 below.

Table 4.14 Paired Samples T-Test of Foreign Language Speaking Mindset

Between Pre- and Post-Intervention

Significance
M S.D. t One-Sided p Two-Sided p

Post intervention 493 (97
Pair of Item 1 Pre intervention 474 101 1.60 .059 118

Post intervention 483 123
Pair of ltem 2 Pre intervention 502 105 -97 169 .338

Post intervention BEq | LA
Pair of Item 3 Pre intervention 4.79 135 1.69 .050 .099
Pair of ltem 4 Post intervention 545 .63

Pre intervention 517 96 182 .038 .077
Pair of Item 5 Post intervention 431 1.26

Pre intervention 424 141 32 377 155
Pair of Item 6 Post Attribution1 493 .89

Pre Attribution1 483 .70 .64 261 523
Pair of Item 7 Post intervention 393 147

Pre intervention 371 125 91 .184 367
Pair of Item 8 Post intervention 321 1.30

Pre intervention 289 1.37 189 .033 .065
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Table 4.14 Paired Samples T-Test of Foreign Language Speaking Mindset Between

Pre- and Post-Intervention (Cont.)

M S.D. t One-Sided p Two-Sided p

Pair of ltem 9 Post intervention 429 95

Pre intervention 398 1.09 1.80 .040 .079
Pair of Item 10 Post intervention 393 1.16

Pre intervention 343 119 292 .003* .006%
Pair of Item 11 Post intervention 431 1.07

Pre intervention 395 94 215 .019* .038*
Pair of Item 12 Post intervention 452 97

Pre intervention 364 136 351 <.001* .001*
Pair of Item 13 Post intervention 460 1.11

Pre intervention 445 121 .64 264 .529
Pair of Item 14 Post intervention 481 1.13

Pre intervention 440 136 1.70 .049 .098
Pair of Item 15 Post intervention 3.38 1.29

Pre intervention 374 121 -153 .067 133
Pair of Item 16 Post intervention 4.60 1.30

Pre intervention 4.14 147 234 .012* .024*
Pair of Item 17 Post intervention 5.02 .90

Pre intervention 490 1.00 .58 .282 565
Pair of Item 18 Post intervention 355 1.35

Pre intervention 319 142 202 .025 .050
Pair of Item 19 Post intervention 289 1.25

Pre intervention 248 111 213 .020* .039*
Pair of Item 20 Post intervention 3.05 1.32

Pre intervention 233 112 4.25 <.001* <.001*
Pair of Item 21 Post intervention 281 1.33

Pre intervention 255 1.09 164 .055 .109

Asterisk Indicates Significance

The paired samples t-test indicated a slight improvement in the mindset

related to foreign language speaking; however, these changes were not statistically

significant. The data presented in the table reveal a minor increase, yet no significant

difference was observed between the pre- and post-measurements for several items

(Items 1-9, Items 13-15, Items 17-18, and Item 21). Conversely, a significant increase

was noted from pre- to post-measurements for items 10, 11, 12, 16, 19, and 20,

suggesting that the intervention positively influenced students' mindsets in aspects

related to achievement goals, self-regulatory tendencies, and competence-based

emotional tendencies.
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Regarding Thai undergraduate students’ speaking performance, the mean
score on the post-speaking test was significantly higher than the mean score on the
pre-speaking test. Prior to conducting a paired-sample t-test, a normality test was
performed to determine whether the data met the assumptions required for
parametric tests. The results of a normality test of speaking performance were
presented in Table 4.15.

Table 4.15 Test of Normality of Speaking Performance Before and After the

Intervention

Tests of Normality

Kolmogorov-Smirnov Shapiro-Wilk
Statistic df Sig. Statistic df Sig.
Pre-speaking
.244 42 .000 877 42 .000
performance
Post-speaking
212 42 .000 922 42 .007

performance

The Kolmogorov-Smirnov and Shapiro-Wilk tests suggested that speaking
performance scores before and after intervention significantly deviated from normality
(p < .05). Given the violation of the normality assumption, a non-parametric test was
employed. Since the analysis aimed to measure the difference of the speaking
performance scores before and after the intervention, the Wilcoxon Signed Ranks test

was performed he results were presented in Table 4.16. below.

Table 4.16 Wilcoxon Signed-rank Test of Speaking Performance Between Pre-

and Post-Intervention

Percentiles Asymp.
M S.D. 50th z Sig. (2-
25th 75th .
(Median) tailed)
Post-speaking test 12.93 1.31 8 9 10
Pre-speaking test 9.02 1.26 12 13 14 -5.68 .000

Wilcoxon signed-rank test indicated that students’ speaking test score was
significantly higher after the language mindset intervention, z = -5.68, p < .001.
The median speaking score increased to 13 following the intervention. This suggested
that the intervention had a positive effect on students’ speaking performance.

4.4.2 The Results of the Q-Methodology
The results from Q-methodology were presented to elaborate on the shared

perspectives toward foreign language speaking mindset among Thai undergraduate
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students after they have learned and reflected about their language and speaking

mindsets from the language mindset intervention.

The Q-methodology data analysis of 42 statements was performed using

Ken-Q Version Number 2.0.0. The data was performed using principal components

statistic. Brown Centroid Factors Extracted was 6. The number of factors selected for

rotation was 6. The Varimax rotation was applied.

The factor loadings of 19 participants were presented in Table 4.17. The

Total Variance Explained for 19 sorts, 42 statements were 63%, suggesting that three

factors could explain 63% of the variance. Moreover, three factors exhibited

Eigenvalues greater than 1. The scree plot of the extracted composite is presented in

Figure 4.3.

Table 4.17 Factor Loadings of 19 Participants

No Participant Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 Factor 6
1 0STD 0.650 0.136 -0.342 0.084 0.068 0.007
2 1STD 0.763 -0.242 0.098 0.048 0.249 0.088
3 2STD 0.841 -0.218 0.138 0.044 0.148 0.030
a4 3STD 0.217 0.305 0.650 0.283 -0.254 0.083
5 4sTD 0.490 0.609 -0.089 0.200 0.258 0.096
6 55TD 0.448 0.514 0.212 0.144 -0.346 0.177
7 6STD 0.482 0.424 0.151 0.086 -0.021 0.000
8 7STD 0.859 -0.243 0.118 0.050 -0.032 0.001
9 8STD 0.641 -0.377 0.256 0.133 -0.112 0.014
10 9STD 0.790 -0.189 -0.126 0.045 0.123 0.021
11 10STD 0.877 0.044 -0.153 0.018 -0.166 0.032
12 11STD 0.736 0.170 0.100 0.008 0.248 0.088
13 12STD 0.789 -0.213 -0.256 0.086 -0.089 0.008
14 13 STD 0.745 -0.313 0.272 0.106 0.141 0.027
15 14STD 0.797 -0.181 -0.327 0.106 0.040 0.003
16 15STD 0.918 -0.196 -0.117 0.045 -0.098 0.010
17 16STD 0.334 0.452 -0.473 0.267 0.174 0.042
18 17STD 0.549 -0.117 0.057 0.013 -0.073 0.005
19 18STD 0.591 -0.267 -0.095 0.064 -0.270 0.095
Eigenvalues 8.931 1.805 1.269 0.289 0.604 0.077
Explained Variance 47 9 7 2 3 0
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The defining sorts of each composite factor were suggested according to the

factor loadings of each sort. The results suggested that there were 13 sorts which share

a common perspective for Factor one. These sorts have loadings on Factor 1, ranging

from 0.534 to 0.896. There were three sorts which share a common perspective for

Factor two, ranging from 0.472 to 0.822 and three sorts share a common perspective

for Factor three, ranging from 0.561 to 0.796. The defining sorts flagged was presented

in Table 4.18.

Table 4.18 Loadings Table with Defining Sorts Flagged

Nm  Q sort Factor Group Factor 1 F1 Factor 2 F2 Factor 3 F3
16 15STD F1-1 0.896 Flagged 0.110 0.269
8 7STD F1-2 0.866 Flagged 0.199 0.105
3 2STD F1-3 0.828 Flagged 0.150 0.155
14 13STD F1-4 0.797 Flagged 0.183 0.001
13 12STD F1-5 0.794 Flagged -0.017 0.302
15 14STD Fl1-6 0.778 Flagged -0.093 0.408
10 9STD F1-7 0.769 Flagged -0.012 0.300
2 1STD F1-8 0.767 Flagged 0.060 0.167
9 8STD F1-9 0.756 Flagged 0.218 -0.135
11 10STD F1-10 0.742 Flagged 0.223 0.395
19 18STD F1-11 0.662 Flagged 0.088 0.049
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Nm  Q sort Factor Group Factor 1 F1 Factor 2 F2 Factor 3 F3

18 17STD F1-12 0.537 Flagged 0.152 0.081

12 11STD F1-13 0.534 Flagged 0.257 0.400

4 3STD F2-1 0.064 0.822 Flagged  -0.090

6 55TD F2-2 0.155 0.716 Flagged 0.309

7 6STD F2-3 0.207 0.472 Flagged 0.373

17 16STD F3-1 0.060 0.009 0.796 Flagged
5 4sTD F3-2 0.109 0.340 0.743 Flagged
1 0STD F3-3 0.489 0.008 0.561 Flagged

Prior to the qualitative analysis of the composite

factor. The factor

distribution was performed. The results were presented in Table 4.19 below. The

results suggested that the participants followed the instructions by distributing the

items as per the required structure. Hence, the average score across all items is zero.

The standard deviations were consistent across 19 sorts. These results suggested the

g-sorts data were fit for factor analysis.

Table 4.19 Free Distribution Data Results

Q sorts M S.D.
1 0STD 0 2.186
2 1STD 0 2.186
3 2STD 0 2.186
4 3STD 0 2.186
5 4sTD 0 2.186
6 5STD 0 2.186
7 6STD 0 2.186
8 7STD 0 2.186
9 8STD 0 2.186
10 9STD 0 2.186
11 10STD 0 2.186
12 11STD 0 2.186
13 12STD 0 2.186
14 13 STD 0 2.186
15 14STD 0 2.186
16 15STD 0 2.186
17 16STD 0 2.186
18 17STD 0 2.186
19 18STD 0 2.186

The factor analysis revealed three perspectives regarding factors related to

foreign language speaking mindset. Table 4.20 presented Perspective A: Effort and
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Practice is the Key to Improve Foreign Language Speaking Ability. The distinguishing

statements of this perspective were presented in Table 4.21.

Table 4.20 Perspective A: Effort and Practice as a Key to Improve Foreign

Language Speaking Ability
No Statement Zscore QSort 15 7 2 13 12 14 9 1 8 10 18 17 11
Value STD STD STD STD STD STD STD STD STD STD STD STD STD

1 No matter how intelligent | am, | can always improve  2.045 4 4 3 4 4 4 4 4 3 4 4 3 4 4
speaking a foreign language.

2 The more | try to learn speaking a foreign language, 2.002 4 4 4 4 4 3 4 3 4 3 3 3 4 4
the better | become.

8 The harder | practice, the better | will be at speakinga 1.714 4 3 4 3 3 4 3 3 4 2 4 2 3 0
foreign language.

7 When speaking a foreign language is hard, it makes 1.698 3 3 3 3 3 4 3 2 3 4 3 4 2 4
me want to practice more, not less.

3 | can learn to speak a foreign language well by 1.615 3 4 3 4 4 3 4 1 4 3 o 1 0 2
practicing enough.

12 | may need to put effort to speak a foreign language 1.290 3 2 4 2 2 2 2 2 2 3 2 3 3 1
well.

11 Ithink | can improve to speak a foreign language well ~ 1.090 2 2 2 3 3 3 3 1 3 -1 11 0 3
because of hard work.

13 | find it easier to speak a foreign language well 0.796 2 2 1 2 2 2 0 2 2 1 o 1 3 0
because | put enough effort.

25 When | am failing in speaking a foreign language, it 0.677 2 1 1 2 1 1 2 1 0 1 4 0 0 2
means that | have to put more effort to improve my
speaking.

30 | feel good when | receive corrective feedback and 0.558 2 1 0 1 2 1 1 4 1 -1 o 1 1 3
criticisms on my speaking performance because they
make my speaking better.

10 If | struggle with a difficult speaking task in a foreign 0.499 1 3 2 2 1 -2 -1 -10 0 1 2 -1 2
language, | should try easier one.*

26 When | am failing in speaking a foreign language, it 0.463 dl 1 0 1 1 0 2 1 1 2 2 1 3 0
means that | should find the other ways to practice
my speaking.

31 Even if | don't have talent in speaking a foreign 0.454 1 1 0 1 0 0 0 3 1 0 31 1 1
language, | try to seek strategies to practice speaking.

29 When | couldn't do a difficult foreign language 0.350 1 1 gy -2 1 0 1 1 1 4 0 0 4 0
speaking task, | will try to find what makes me unable
to do it.

17 | participate in foreign language speaking activities 0.235 1 0 2 il 1 -1 -2 0o 2 2 1111
because | enjoy learning new speaking skills.

24 | like a foreign language speaking activity best whenit  0.232 1 1 1 0 1 0 2 0o 4 0 o 4 1 -1
is easy.”

19 | participate in foreign language speaking activities to  0.230 1 12 1 1 1 -2 2 2 A 1 0 -2 0
improve my skills.

21 | prefer foreign language speaking activities that are 0.160 0 0 1 0 0 0 1 0o 1 -1 -1 4 -1 0

similar to tasks I've done before.*
16 | find it hard to speak a foreign language well because  0.146 0 2 1 0 0 1 -3 120 2 0 2 -1

| am not good at languages.*

35 | am eager to speak a foreign language in my class. 0.090 0 0 0 0 2 -1 1 0 0 1 o o0 -3 1

40 | feel nervous when | have to speak a foreign 0.032 0 0 o -1 -1 1 1 0 0 0 1 -2 1 3
language in front of my teacher and classmates.*

37 Iworry that | may make some mistakes when | speak  -0.005 0 o -1 -1 -1 1 1 0 -1 1 1 2 1 -1

a foreign language.
18 | like foreign language speaking activities that -0.076 0 -1 1 1 0o -2 -2 1 1 2 11 -1
challenge me.
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No Statement Zscore QSort 15 7 2 13 12 14 9 1 8 10 18 17 11
Value STD STD STD STD STD STD STD STD STD STD STD STD STD

38 Even if people don’t understand when | speak, | am -0.100 0 o -1 -1 -1 -1 0 4 0 -1 1 -1 -2 1
not afraid to speak a foreign language.

36 | feel comfortable when | speak a foreign language in ~ -0.110 0 1 -1 0o -1 0 0 0 -1 1 o -1 -2 -2
front of my teacher and classmates.

39 | am afraid to speak in my foreign language classes.* -0.265 -1 o -1 -1 -2 2 1 113 2 -2 0 -1

41 | worry of making mistakes when | speak a foreign -0.339 -1 0 o -1 -3 - 0 o -1 -2 1 -2 0 1
language.*

42 | am afraid people will not understand me when | -0.443 -1 -1 -1 0o -3 1 0 1 -1 4 0 -2 -1 1
speak a foreign language.*

32 When | couldn't do a difficult foreign language -0.532 -1 12 0 2 4 -1 -1 0 0 11 1 4
speaking task, it probably means that the task is
beyond my level *

33 | don't like corrective feedback and criticisms because  -0.629 -1 11 2 4 A1 0 -10 -1 -1 0 2 4
it suggests that | am not good at speaking a foreign
language.*

34 Trying new learning strategies is a waste of time if | do  -0.633 -1 11 1 4 - -1 -3 1 -11 0 -2
not have talent in speaking a foreign language.*

14 | think | can speak a foreign language well because | -0.703 -1 12 2 0 2 -2 3 -3 0 2 2 4 4
have a talent in learning foreign languages.*

22 | participate in foreign language speaking activities so ~ -0.745 -2 3.0 0o -1 0 -1 2 -2 -2 -1 4 -1 -1
others in my class won't think I'm dumb.*

27 When | am failing in speaking a foreign language, it -0.880 -2 2 2 3 0 0 -1 2 -1 -2 -2 -1 -1 -4
means that | don't have enough talent in language
learning.*

15 I may need a special talent to speak a foreign -0.890 =2 31 2 0 -2 -3 2 -2 -1 3 4 1 0
language well.*

20 | participate in foreign language speaking activities to  -1.022 -2 2 4 -1 -1 4 -1 11 0 3 4 0 -3
prove that I'm better at it than others in my class.*

28 When | am failing in speaking a foreign language, it -1.196 2 2y - -1 o -2 -1 2 -1 3 2 0 4 3
means that it is fruitless to practice speaking.*

9 To tell the truth, when | try hard to improve my -1.312 -3 4 -3 -3 2 3 -3 30 1 2 -1 -4 0
foreign language speaking, it makes me feel not very
smart.*

23 | might not participate in a foreign language speaking  -1.369 -3 2 3 3 -2 3 0 3 3 4 4 -3 2 3
activity to avoid looking foolish when speaking.*

4 As a language learner, | have limited ability to speak a  -1.399 -4 -4 -3 1 O 4 -4 4 -2 -2 4 -3 0 -2
foreign language and can't change it.*

5 Only a few people can learn and get better at -1.753 -4 3 4%4 Y 4 -4 4 4 -3 -3 3 3 2
speaking a foreign language, and they were born with
this ability. I'm not one of them.*

6 To be honest, | don't think | can improve my ability to  -1.977 -4 4 4 4 -4 3 -4 4 4 4 4 0 -2 -2

speak a foreign language.*
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Table 4.21 Distinguishing Statements for Perspective A

Factor 1 Factor 1 Factor 1

Statement Nm Q-SV Z score Significance
Statement 1 1 4 2.05 *
Statement 2 2 4 2 *
Statement 8 8 4 1.71 *
Statement 3 3 3 1.62 *
Statement 13 13 2 0.8 *
Statement 21 21 0 0.16 *
Statement 16 16 0 0.15 *
Statement 18 18 0 -0.08 *
Statement 38 38 0 -0.1

Statement 14 14 -1 -0.7 *
Statement 27 27 -2 -0.88 *
Statement 9 9 -3 -1.31 *
Statement 4 4 -4 -1.4 *
Statement 5 5 -4 -1.75 *
Statement 6 6 -4 -1.98 *

P < 0.05: Asterisk Indicates Significance at P < 0.01

Considering from the participants’ predominant sort from Table 4.20
(Statement 1 (Z=2.045), 2 (Z=2.002), 8 (Z=1.714), 7 (Z=1.698), 3 (Z=1.615), and 12
(Z=1.290)) and the distinguishing statements from Table 4.21 (Statement 1, 2, 8, 3, and
13 (Z=0.796)), the results indicated that Thai undergraduate students view foreign
language speaking ability as malleable through effort and practice. Effort and practice
enable them to learn and improve their speaking ability. Statement 2 and Statement
8 suggested a positive relationship between the amount of effort and the level of
speaking performance achieved. The students view challenges as an indication to put
more effort rather than setbacks which discourage them in learning. Success in learning
foreign language speaking comes from persistence in practicing. They recognize the
value of effort and practice in learning foreign language speaking. Moreover,
the investment of effort also leads to their ease and confidence in foreign language
speaking. Regarding distinguishing high negative statements (Statement 14, 27, 9, 4, 5,
and 6), Thai undergraduate students disagree that their speaking ability depends solely
on talent.

The interview data supported the quantitative results as Thai undergraduate
students possess a strong conviction toward effort. When confronted with challenging
tasks, they engage in self-monitoring and select to assume control of their studies. For

these students, exerting effort entails initiating foreign language speaking practice at a
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level they perceive as manageable or within their comfort zone. This approach enables
them to establish a solid foundation and comprehension in their foreign language
speaking, including the acquisition of new vocabulary, expressions, and grammatical
structures. Subsequently, they can progress to practicing more advanced topics: “If we
start with easier topics, we build a foundation and understanding. When we encounter
difficult topics, we'll be able to handle them. For example, if we come across
vocabulary we've already learned, we can progress further” (P8).

Although Statement 10, "If | strugsle with a difficult speaking task in a foreign
language, | should try an easier one. (sort value=1)," reflects a fixed-oriented mindset,
students interpret it differently, combining it with their perception of their English
language proficiency. From their perspective, this does not imply abandoning difficult
tasks, but rather necessitates additional time for learning and practice, beginning at a
level appropriate to their abilities. This interpretation is supported by their response to
Statement 7, "When speaking a foreign language is hard, it makes me want to practice
more, not less. (sort value=3)," indicating their recognition of the need for extended
practice time and vocabulary acquisition to enhance their speaking skills: “For me, it
is very difficult, which means | have to practice more than others” (P13).

From this perspective, they attribute their success to effort and practice.
Subsequent follow-up interviews revealed that Thai undergraduate students also
perceive talent as beneficial to their learning, specifically in that individuals with
language aptitude are able to comprehend lessons more promptly. However, talent is
not considered the primary factor influencing their foreign language speaking skills.
Although they acknowledge certain limitations to their potential, they believe that they
can exert control over their foreign language speaking proficiency through diligent
effort:

“Every time | try to practice and memorize vocabulary, if | do it for a
while, | can remember it. But over time, | forget it, even though | just read it.
I think we need discipline and effort. First, we need to open our minds and
believe it’s easy. | used to think English was difficult. When | forced myself
to do it, | couldn’t succeed. At one point, | tried to open my mind, telling
myself that | could do it, practicing without pressuring myself. | realized that
talent doesn’t necessarily lead to improvement; it’s about discipline and
our habits.” (P11)

The composite Q sort for the second perspective was presented in Table

4.22 and the distinguishing statements were presented in Table 4.23.



123

Table 4.22 Perspective B: Self-regulatory Tendencies from Appraisal of Talent
and Effort

z QSort 3 5 6
score Value STD STD STD

No Statement

31  Evenif | don't have talent in speaking a foreign language, | try to seek strategiesto ~ 2.031 [} [ [ 2
practice speaking.
16 | find it hard to speak a foreign language well because | am not good at languages.* 1.816 [} [ [ -1
7 When speaking a foreign language is hard, it makes me want to practice more, not ~ 1.458 [ 3 2 3
less.
15 I may need a special talent to speak a foreign language well.* 1.428 3 [ 3 -4
25  When | am failing in speaking a foreign language, it means that | have to put more 1.279 3 1 4 4
effort to improve my speaking.
9  To tell the truth, when | try hard to improve my foreign language speaking, it 1.141 3 3 1 1
makes me feel not very smart.*
12 I may need to put effort to speak a foreign language well. 1.118 2 2 3 0
10 If I struggle with a difficult speaking task in a foreign language, | should try easier 1.034 2 1 3
one*
8  The harder | practice, the better | will be at speaking a foreign language. 0.861 2 1 2 3
3 I can learn to speak a foreign language well by practicing enough. 0.789 2 1
26 When | am failing in speaking a foreign language, it means that | should find the 0.585 1 1
other ways to practice my speaking.
To be honest, | don't think I can improve my ability to speak a foreign language.” 0.567 1 2 -1 2
5  Only afew people can learn and get better at speaking a foreign language, and 0.495 1 2 -1 1
they were bom with this ability. I'm not one of them.*
32 When | couldn't do a difficult foreign language speaking task, it probably means 0.472 1 1 1 0
that the task is beyond my level*
4 Asa language learner, | have limited ability to speak a foreign language and can't 0.446 1 3 -3 1
change it.*
2 The more | try to learn speaking a foreign language, the better | become. 0.317 1 0 1 2
24 | like a foreign language speaking activity best when it is easy.* 0.28 1 2 -1 -2
29 When | couldn't do a difficult foreign language speaking task, | will try to find what ~ 0.173 0 0 1 0

makes me unable to do it.

34 Trying new leaming strategies is a waste of time if | do not have talent in speakinga 0.072 0 0 0 1

foreign language.*

11 I think | can improve to speak a foreign language well because of hard work. 0.049 0 -1 2
19 | participate in foreign language speaking activities to improve my skills. 0 0 0
27 When | am failing in speaking a foreign language, it means that | don't have enough 0 0 0

talent in language learning.*

40 | feel nervous when | have to speak a foreign language in front of my teacher and ~ -0.053 0 -1 1 1
classmates.*

41 | worry of making mistakes when | speak a foreign language.* -0.053 0 -1 1

13 I find it easier to speak a foreign language well because | put enough effort. -0.061 0 0 -2 4

17 | participate in foreign language speaking activities because | enjoy learning new -0.121 -1 1 -2 -1
speaking skills.

39 | am afraid to speak in my foreign language classes.* -0.125 -1 -1 1 0

35 | am eager to speak a foreign language in my class. -0.245 -1 0 -1 -1

37 | worry that | may make some mistakes when | speak a foreign language. -0.442 -1 -1 0 -2

1 No matter how intelligent | am, | can always improve speaking a foreign language.  -0.472 -1 -1 -1 0

42 | am afraid people will not understand me when | speak a foreign language.* -0.741 -1 -2 0 -2
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Table 4.22 Perspective B: Self-regulatory Tendencies from Appraisal of Talent
and Effort (Cont.)

z QSort 3 5 6
score Value STD STD STD

30 |feel good when | receive corrective feedback and criticisms on my speaking -0.766 -1 0 -4 -1

No Statement

performance because they make my speaking better.

28  When | am failing in speaking a foreign language, it means that it is fruitless to -0.842 -2 -2 -1 -1
practice speaking.*

20 | participate in foreign language speaking activities to prove that I'm better at it than -0.861 -2 -1 -2 -3
others in my class.*

38  Even if people don’t understand when | speak, | am not afraid to speak a foreign -0.873 -2 -2 -2 1
language.

33 | don't like corrective feedback and criticisms because it suggests that | am not -1.141 -2 -3 -1 -1

good at speaking a foreign language.*

23 I might not participate in a foreign language speaking activity to avoid looking -1.265 -3 -4 0 -1
foolish when speaking.*

18 | like foreign language speaking activities that challenge me. -1.333 -3 -2 -3 -3

22 | participate in foreign language speaking activities so others in my class won't think  -1.337 -3 -4 0 -2
I'm dumb.*

21 | prefer foreign language speaking activities that are similar to tasks I've done -1.631 -4 -3 -3 -3
before *

36 | feel comfortable when | speak a foreign language in front of my teacher and -1.876 -4 -3 -4 -4
classmates.

14 | think | can speak a foreign language well because | have a talent in learning -2.175 -4 -4 -4 -4

foreign languages.*

Table 4.23 Distinguishing Statements for Perspective B

Factor 2 Factor 2 Factor 2

Statement Nm Q-sv Z score Significance
Statement 31 31 4 2.03 *
Statement 16 16 4 1.82 *
Statement 15 15 3 1.43 *
Statement 9 9 3 1.14 *
Statement 6 6 1 0.57 *
Statement 5 5 1 0.5 *
Statement 4 a4 1 0.45

Statement 11 11 0 0.05 *
Statement 1 1 -1 -0.47

Statement 30 30 -1 -0.77 *
Statement 38 38 -2 -0.87

Statement 36 36 -4 -1.88 *

P < 0.05 : Asterisk Indicates Significance at P < 0.01
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The second perspective illustrated Thai undergraduate students perceive
that they have low language ability. However, they have strong agreement that they
would seek strategies to improve their foreign language speaking ability. This agreement
reflects Thai undergraduate students’ resilience and proactive approach in their
learning. The students recognize that the challenges in their learning might come from
their language talent and these challenges could impact their self-esteem when it
comes to speaking a foreign language. In addition, when considering the strong
agreement statements and the slight agreement statements (Statement 6, 5, and 4),
the results also suggested that the students might adopt a mixed mindset since these
statements point out the underlying fixed mindset belief toward foreign language
speaking. Regarding distinguishing negative statements, the results indicated that Thai
undergraduate students slightly disagree that they are comfortable when receiving
corrective feedback. The strong disagreement in Statement 38 (-2) and 36 (-4) reflects
a high level of speaking anxiety and discomfort in the classroom settings. These
discomfort and communication apprehension might be the reason why Thai
undergraduate students interpret that it is difficult to improve their foreign language
speaking ability.

The follow-up interview after Q-sorting supported the quantitative results as
they indicated that Thai undergraduate students perceived themselves as lacking
talent in the domain of language learning. In their view, talent refers to the ability to
perform tasks proficiently. Consequently, when they encounter failure situations in
foreign language speaking, they conclude that they lack talent. Furthermore, the
students engaged in self-comparison with their previous progress. When they fail to
receive confirmation of improvement, they interpret this as confirmation of their low
language abilities:

“It's because | think | am not good at languages. As a child, | was a bit
against it, did not like it, so I did not use it or speak it much. So, | see it as
difficult because | am not good at it, and hence | do not speak it well. Back
in middle school, | got very low grades, and | thought, "Am | that bad?" Before
that, | was doing okay, but it got really bad, and | felt heavy. So, | decided
to be more determined. But despite my best efforts, it didn’t improve much.”

(P4)

The findings elucidated why some students experienced discomfort toward
feedback or criticism, as they had previously encountered punitive measures and
severe feedback from educators and peers when attempting to communicate in a
foreign language. In addition to these negative experiences, students asserted that

constructive feedback would be beneficial to their learning process:



“Hmm... It feels like when | try to speak; sometimes | am afraid of
making mistakes and not being understood. This is similar to the case
when | was a child. | was quite an anti-English subject because | had
a teacher who would hit us if we could not solve problems. This has
made me very resistant. | was angry, but tried to learn, and it was
quite difficult. That feeling stuck with me. Now, | am not that afraid,
but back in grades 4, 5, and 6, | was very scared. Even in Grade 7, |
was still scared. It improved in grade 8 because | had a new teacher
who was a bit younger and did not focus on punishment. The teacher
taught us how to do things. ... If a foreigner tells me I’'m using the
wrong grammair, | feel both okay and not okay. | have tried to correct
this point and put in more effort. If they criticize harshly, | feel bad,
but some people provide constructive criticism, which is helpful.” (P6)
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Regarding their perspective, to enhance foreign language speaking

proficiency, increasing effort and developing new strategies are proposed solutions to

address their perceived language deficiencies. Furthermore, the students elucidated

that "feeling unintelligent" or lacking talent in language learning is not a negative self-

assessment but rather an acknowledgment of their current language competence.

Consequently, they seek strategies to improve their foreign language speaking skills:

“Because I'm not good at speaking, stumbling, making mistakes, swapping words, it

makes me look unintelligent. But | do not feel bad or upset about it. | acknowledge

I'm not smart and try harder” (P4).

The composite Q sort for the third perspective was presented in Table 4.24

and the distinguishing statements were presented in Table 4.25.

Table 4.24 Perspective C: Discomfort and Communication Apprehension in

Classroom Setting

z Q Sort 16 4 0
No Statement
score Value STD STD STD
39 Iam afraid to speak in my foreign language classes.* 1.964 4 4 4 2
42 | am afraid people will not understand me when | speak a foreign language*  1.961 a4 a4 3 a4
10  If I struggle with a difficult speaking task in a foreign language, | should try 1.807 4 3 4 3
easier one*
12 I may need to put effort to speak a foreign language well. 1.675 3 4 2 3
41 I worry of making mistakes when | speak a foreign language.* 1.523 3 3 4 0
11 Ithink | can improve to speak a foreign language well because of hard work.  1.074 3 2 1 4
40 |feel nervous when | have to speak a foreign language in front of my teacher 0.947 2 3 1 0
and classmates.*
37 lworry that | may make some mistakes when | speak a foreign language. 0.922 2 1 1
7 When speaking a foreign language is hard, it makes me want to practice more, 0.86 2 0 3

not less.
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Classroom Setting (Cont.)
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No Statement £ Qoort 16 4 0
score Value STD STD STD

38 Even if people don’t understand when | speak, | am not afraid to speak a 0.793 2 2 2 -1
foreign language.

2 The more | try to learn speaking a foreign language, the better | become. 0.598 1 1

30 |feel good when | receive corrective feedback and criticisms on my speaking  0.574 1 2
performance because they make my speaking better.

35 lam eager to speak a foreign language in my class. 0.504 1 2 0

1 No matter how intelligent | am, | can always improve speaking a foreign 0.443 1 1 1
language.
| can learn to speak a foreign language well by practicing enough. 0.441 1 1 0
The harder | practice, the better | will be at speaking a foreign language. 0.381 1 0

31 Evenifldon't have talent in speaking a foreign language, | try to seek 0.346 1 1 0 1
strategies to practice speaking.

26 When | am failing in speaking a foreign language, it means that I should find ~ 0.035 0 -1 1 1
the other ways to practice my speaking.

29 When | couldn't do a difficult foreign language speaking task, [ will try to find 0 0 0 0 0
what makes me unable to do it.

36 | feel comfortable when | speak a foreign language in front of my teacher and -0.035 0 1 -1 -1
classmates.

32 When | couldn't do a difficult foreign language speaking task, it probably -0.06 0 -1 1 0
means that the task is beyond my level *

27 When | am failing in speaking a foreign language, it means that | don't have -0.065 0 -1 -1 4
enough talent in language learning*

23 | might not participate in a foreign language speaking activity to avoid looking  -0.097 0 0 -1 1
foolish when speaking*

9  To tell the truth, when | try hard to improve my foreign language speaking, it  -0.151 0 -1 2 -3
makes me feel not very smart*

25  When | am failing in speaking a foreign language, it means that | have to put ~ -0.157 0 -1 0 1
more effort to improve my speaking.

34 Trying new learning strategies is a waste of time if | do not have talent in -0.224 -1 1 -1 -3
speaking a foreign language *

13 Ifind it easier to speak a foreign language well because | put enough effort.  -0.409 -1 -2 0 1

4 Asalanguage learner, | have limited ability to speak a foreign language and ~ -0.538 -1 -1 -1 -1
can't change it*

5  Only a few people can learn and get better at speaking a foreign language, -0.571 -1 0 -1 -4
and they were born with this ability. 'm not one of them.*

6  To be honest, I don't think | can improve my ability to speak a foreign -0.608 -1 1 -3 -3
language *

28 When | am failing in speaking a foreign language, it means that it is fruitless to  -0.671 -1 0 -3 -1
practice speaking.*

19 | participate in foreign language speaking activities to improve my skills. -0.695 -1 -2 -1 0
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Table 4.24 Perspective C: Discomfort and Communication Apprehension in

Classroom Setting (Cont.)

No Statement z Q Sort 16 4 0
score Value STD STD STD

33 | don't like corrective feedback and criticisms because it suggests that | am not -0.862 -2 0 -4 -1
good at speaking a foreign language.*

15  I'may need a special talent to speak a foreign language well.* -0.942 -2 -3 1 -4

24 |like a foreign language speaking activity best when it is easy.* -1.019 -2 -1 -4 0

22 | participate in foreign language speaking activities so others in my class won't -1.077 -2 -2 -2 -2
think 'm dumb.*

16  Ifind it hard to speak a foreign language well because | am not good at -1.101 -3 -4 0 -1
languages.*

17 | participate in foreign language speaking activities because | enjoy learning -1.234 -3 -3 -2 -1
new speaking skills.

21 | prefer foreign language speaking activities that are similar to tasks I've done  -1.269 -3 -2 -3 -2
before.*

20 | participate in foreign language speaking activities to prove that I'm better atit -1.518 -4 -3 -2 -4
than others in my class*

18 I like foreign language speaking activities that challenge me. -1.58 -4 -4 -2 -2

14 Ithink | can speak a foreign language well because | have a talent in learning  -1.964 -4 -4 -4 -2

foreign languages.*

Table 4.25 Distinguishing Statements for Perspective C

Factor 3 Factor 3 Factor 3

Nm Statement Nm Q-svV Z score Significance
39 Statement 39 39 4 1.96 *

a2 Statement 42 a2 4 1.96 *

10 Statement 10 10 & 1.81

a1 Statement 41 41 8 1.52 *

a0 Statement 40 40 2 0.95

37 Statement 37 37 2 0.92 *

38 Statement 38 38 2 0.79 *

1 Statement 1 1 1 0.44

23 Statement 23 23 0 -0.1 *

9 Statement 9 9 0 -0.15 *

25 Statement 25 25 0 -0.16 *

a4 Statement 4 a4 -1 -0.54

5 Statement 5 5 -1 -0.57 *

6 Statement 6 6 -1 -0.61 *

24 Statement 24 24 -2 -1.02 *

16 Statement 16 16 -3 -1.1 *

17 Statement 17 17 -3 -1.23 *

P < 0.05 : Asterisk Indicates Significance at P < 0.01

The third perspective revealed the discomfort and speaking apprehension
among Thai undergraduate students (Statement 39, 42, 41, 40, 37, 38). These
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discomforts consisted of negative emotions related to speaking a foreign language
during classroom activities where the students have to speak in front of their
classmates. Moreover, the fear of making mistakes and the fear of producing
unintelligible speeches result in students’ speaking apprehension. Along with
discomfort and communication apprehension, Thai undergraduate students perceived
that effort and practice could lead to improvement in their foreign language speaking.
When struggling with difficult speaking tasks, they think that the tasks might be beyond
their level. Hence, they should try the easier tasks. They value feedback because they
view that feedback helps them improve their foreign language speaking skills.

On the contrary of this perspective, the results showed that Thai
undergraduate students disagreed that they can’t change their speaking abilities
(Statement 4, 5, 6). Although they agreed that they should find easier tasks when they
strive to perform difficult speaking tasks, they disagreed that they prefer easy speaking
tasks (Statement 24, 16). Moreover, the results strongly suggested that Thai
undergraduate students experience discomfort during their learning of foreign language
speaking since they disagree that they enjoy learning speaking skills (Statement 17).

The subsequent interview elucidated the reasons for students' frequent
negative emotional experiences, attributing them to the fear of making mistakes and
producing unintelligible speech, self-evaluation, and apprehension of negative peer

judgment:

“Since I'm not fluent in English yet, I'm afraid that when [ try to
speak, others might not understand what I'm trying to say or I'm
afraid that | will say something wrong. It might be because | don't
understand. When | do activities, | might not know what other
students are saying, or | might actually be afraid of speaking, like
how | answered that I'm scared of speaking in front of many
people.” (P1)

The apprehension regarding errors and incomprehensible speech arises from
students' self-evaluation of their speaking performance, which leads them to perceive
their foreign language abilities as inadequate. This self-perception induces anxiety
when they are required to communicate in a foreign language within the classroom
environment. Although they have not reported receiving any explicit judgment or
criticism from their peers, the fear of making mistakes and the apprehension of negative
evaluation have resulted in excessive reflection about their speaking performance:
“No, no one said anything. | just felt that | couldn't do it and didn't want to speak
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anymore. Mostly, | overthink. If | don't do well, | get nervous and worry about others
judging me” (P17).

Regarding self-attribution, the student reported that they considered talent
as a potential factor contributing to proficient speaking performance. Although they
perceived themselves as lacking in talent, they also recognized the value of effort in
acquiring foreign language speaking skills. Consequently, in addition to experiencing
discomfort during speaking activities, the students engaged in self-evaluation and

sought strategies to enhance their foreign language speaking abilities:

“Talent, | feel that some people might have talent because
they understand a second language more easily and learn faster,...,
but they might also need effort. Sometimes | practice and then
forget. That's the problem. Practice doesn't cause failure, but |
might forget.” (P5)

Furthermore, the students indicated that if the instructor could foster a
supportive atmosphere in the classroom, such as facilitating rapport-building among
peers before initiating speaking activities, these measures could enhance their comfort
level and increase their confidence in speaking a foreign language within the classroom
setting: “In my current class, | don't know everyone. Sometimes | get nervous. If we
are close, | would feel more comfortable speaking” (P5).

4.4.3 The Results from the Semi-Structured Interview

Semi-structured interview data were audio-recorded. Subsequently, the data
were transcribed and translated into English. The data were reviewed to gain an initial
understanding of the analysis. The analysis was conducted using thematic analysis
guidelines proposed by Braun and Clarke (2006). Deductive approaches were
employed to gain insights into the change in mindset related to foreign language
speaking mindset among Thai undergraduate students. Initial codes were generated
across the dataset. Subsequently, a thematic map was developed based on these
initial codes.

The findings revealed a relationship between cognitive development and
beliefs toward foreign language speaking ability among Thai undergraduate students.
As their cognitive abilities matured, students demonstrated an enhanced capacity for
reasoning about language acquisition and usage. This cognitive growth is accompanied
by a cultivation of mindset, particularly regarding the importance of foreign language
proficiency. The evolving perspective appeared to be intrinsically linked to their

expanding awareness of future careers and opportunities:
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“| started thinking this way around the time | was preparing for
university. When | was younger, it felt difficult. | made a lot of
mistakes and saw others who were better, so | didn’t feel like
speaking much. Approaching adulthood made me think more
about my future. | feel good about wanting to improve myself and
being more confident than before.” (P16)

Furthermore, this cognitive and mindset progression manifested in students'
approach to language learning, especially in the learning of speaking skills. They began
to recognize the value of effort and practice in improving their foreign language
speaking abilities. This realization led to increased engagement in speaking activities,
driven by the belief that practice can yield tangible improvements. The students'
growing understanding of the malleability of language skills through effort aligned with
growth mindset principles, suggesting that their cognitive development not only
enhanced language abilities but also fostered a more productive approach to language

learning:

“It can change because none of us originally knew English. They
can still learn it, so why can't |. When | was a child, | didn't think it
can change. | didn’t think English was important. | were just primary
school kids; | didn't know how necessary it was. It changed around
Grade 6, | think. | just felt like | wanted to understand. My primary
school didn't teach English, so | started practicing, memorizing
exercises, and vocabulary on my own, like ABCs. The point that
made me want to learn English was when | watched reaction
videos. | was a fan, and when a new song came out, | wanted to
know what people thought about it.” (P1)

The findings revealed the dynamic nature of language mindset, with
students' perspectives fluctuating between growth and fixed mindsets along a
continuum as they encountered failures or mistakes in their language learning. This
fluctuation was influenced by various factors, including feedback from language
teachers during the early stages of learning. Teachers often guided students to attribute
their performance to natural talent rather than effort, practice, or experience,
inadvertently fostering a fixed view of language abilities. Consequently, students
tended to perceive their failures or mistakes as indicators of a lack of innate talent

rather than opportunities for growth and improvement:

“My primary school wasn't very good; we just memorized
vocabulary. Elderly people would make snide remarks about my
English. But in high school, | changed my mindset and ignored those
comments. | felt it was a shame | couldn't speak English well. |
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wanted to talk to artists and communicate in English. There was a
time during my English studies when | couldn't do well on exams.
At that time, | think my speaking abilities can’t change. But | enjoy
playing English games and chatting with friends in English, which
makes me more comfortable with the language. There was a time
during university when | could answer questions in class. The
teacher said we didn't need to translate entire sentences, just
understand the key words. This made me more confident.” (P8)

The societal context also played a significant role in shaping students'
mindsets. As they observed their peers improving their speaking skills, students were
motivated to learn and practice to enhance their own abilities. This comparative aspect
of language learning within their social environment served as a catalyst for adopting

a more growth-oriented mindset:

“With practice, it can change a lot. In high school, | felt that |
couldn’t improve my English speaking because | failed exams and
scored very low. My mindset changed in university because of my
friends. They influenced me a lot. Watching videos about mindset,
they gave me many new perspectives. It made me want to improve
myself, like the three people in the videos you showed us.” (P17)

The relationship between external influences, such as teacher feedback and
peer comparisons, and internal perceptions of ability highlichted the complex and fluid

nature of language mindsets.

4.5 Summary of the Chapter

This chapter presents the findings of the current study. It presents the levels of
language mindset and foreign language speaking mindset. Additionally, it explores the
factors associated with the foreign language speaking mindset. A moderately positive
relationship was identified between language mindset and foreign language speaking
mindset. However, there was a very weak to no relationship among language mindset,
foreign language speaking mindset, and speaking performance. Observations were
made regarding the changes and fluctuations in students' mindsets. The subsequent
chapter will discuss the study's results. A summary of findings, implications, limitations,

and recommendations for future research will be addressed in Chapter Six.



CHAPTER 5
DISCUSSION

This chapter presents a discussion based on the results obtained from the current
study. The chapter consisted of four sections. The first section discusses the level of
language mindset and foreign language speaking mindset of Thai undergraduate
students. The second section discusses the factors related to foreign language speaking
mindset. The third section discusses the relationship between and among mindsets
and speaking performance. The last section discusses the change in foreign language

speaking mindset over time.

5.1 The Language Mindset and Foreign Language Speaking Mindset of
Thai Undergraduate Students

The findings from the survey revealed that Thai undergraduate students generally
hold a moderate growth language mindset and a weak growth foreign language
speaking mindset. The adoption of growth language mindset among Thai
undergraduate students may reflect the influence of Thailand’s language education
policies and the broader impact of globalization. Students in this study believed that
they could improve their language intelligence, change their language aptitude, and
enhance their ability to learn languages regardless of age. This belief may be reinforced
by Thailand’s basic core education curriculum which designates English as a
compulsory subject and by university language programs that emphasize
communicative competence to prepare students for future careers (Choomthong,
2014; Kaewkunha & Sukying, 2021). Moreover, data from the semi-structured interview
in Stage 3 triangulated this finding as students acknowledged the perceived social and
professional value of English in Thai society. The language mindset level observed in
this study aligns with Mercer and Ryan’s (2009) and Lou and Noels’ (2019a)
conceptualizations of language mindset. In addition, the growth-oriented language
mindset among students in this study corresponds with findings from previous research
conducted in similar Thai EFL contexts (Chuanon et al., 2021; Janudom, 2023; Wilang,
2022; Wilang, 2024).

The findings related to foreign language speaking mindset indicated that the belief
patterns of Thai undergraduate students also reflected growth-oriented characteristics.

Although it appears comparatively weaker than language mindset. This discrepancy
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may come from the specific demands of speaking tasks which require real-time
language processing, spontaneous output, and social interaction (Aizawa et al., 2023;
Chema et al,, 2023). Data from both the Q-methodology and the semi-structured
interview triangulated these findings. Students frequently emphasized difficulties with
grammar, vocabulary, and pronunciation, and highlighted individual differences in their
ability to easily express or regulate negative emotions.

Students valued effort, maintained adaptive attitudes toward mistakes, and
employed active self-regulatory tendencies in their learning of foreign language
speaking. These findings align with the growth subsystem concept within Lou and
Noels’ (2019a) framework of the language mindset meaning-making system. However,
notable differences were observed in students’ perspectives on attribution,
achievement goals, and emotional tendencies. These patterns might be influenced by
the cultural context and language learning environment in Thailand.

Students’ attribution tendencies presented a mixed pattern between growth and
fixed beliefs. Although many students attributed language learning success to effort, a
considerable number also emphasized the role of innate talent. This dual attribution
pattern reflects previous findings by Dérnyei (2003) and Erten and Burden (2014), which
noted that learners with lower perceived proficiency often attribute performance to
external or uncontrollable factors. Participants' early experiences with punitive
feedback during primary and secondary education may have contributed to the
persistence of talent-based attribution.

Students’ achievement goals revealed a combination of mastery and performance
orientations. While some students set goals focused on improving their language
speaking skills, others indicated during their journal writing that their primary motivation
was to pass assessments or avoid criticism. This dual orientation can be linked to the
exam-driven nature of the Thai education system (Pitikornpuangpetch & Suwanarak,
2021) and cultural expectations related to the preservation of face (Young, 2021).

Students’ emotional experiences in foreign language speaking tasks were
influenced by their learning backgrounds and classroom environments. Despite
endorsing growth-oriented beliefs, many students reported experiencing anxiety, fear
of negative evaluation, and discomfort during speaking activities. Exposure to grammar-
translation approaches during secondary education and the transition to
communicative methods at university level contributed to emotional vulnerability
(Horwitz, 1988; Pitikornpuangpetch & Suwanarak, 2021).

An important characteristic identified among Thai undergraduate students was the

prevalence of short-term effort investment. Students recognized the value of effort in
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achieving success; however, their effort tended to focus on immediate academic
outcomes rather than long-term skill development. The emphasis on short-term
results is consistent with the educational environment and societal expectations in
Thailand, where frequent assessments demand quick preparation and performance
(Salsarola, 2023; Pitikornpuangpetch & Suwanarak, 2021). This short-term orientation
may hinder students’ ability to develop sustained speaking proficiency over time.
These connections are illustrated in Figure 5.1. It presents a concept map of how Thai
undergraduate students’ language mindset and foreign language speaking mindset are

shaped.

Moderate Growth

N L ine Mi
Language Mindset Weak Growth Speaking Mindset

«  Language ability can be Short-term orientation driven by
improved frequent assessment

»  Language aptitude is
changeable

*  Age is not a barrier

»  Early Schooling Experiences &

Success depends on both effort Punitive Feedback

and natural talent (Dérnyei, 2003; Erten &
Burden, 2014)

»  Exam Pressure & Cultural
Expectations (Young, 2021;
Pitikornpuangpetch &
Suwanarak, 2021)

*  Grammar-focused to
Communicative Language
Teaching (Horwitz, 1988)

* Individual Differences

7y Focus on improvement and
passing exams / avoiding failure

+  Language Education in Accept mistakes as part of
Thailand learning
*  Globalization

Use self-regulation strategies

Experience high negative
emotions

Figure 5.1 Thai Undergraduate Students’ Language Mindset and Foreign
Language Speaking Mindset

The findings suggest that while Thai undergraduate students demonstrate growth-
oriented beliefs in both language learning and foreign language speaking, these beliefs
coexist with dual attributions, performance pressures, emotional vulnerabilities, and
short-term effort strategies. The interaction between personal beliefs, emotional
responses, and systemic influences shapes students' overall foreign language speaking
mindset and learning experiences.

The section above discussed how Thai undergraduate students adopted growth-
oriented language and foreign language speaking mindset. Section 5.2 discusses the
factors related to foreign language speaking mindset in detail. These factors help
explain the gap between students’ beliefs and their actual emotional and behavioral

responses during speaking activities.
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5.2 The Factors Related to Foreign Language Speaking Mindset Among

Thai Undergraduate Students

This study identified three primary factors contributing to Thai undergraduate
students’ foreign language speaking mindset: emotional outcomes of attribution,
motivational process-oriented goals, and proactive responses in failure situations.

The first factor influencing students’ speaking mindset was the emotional
outcomes of attribution. Negative emotions such as fear, nervousness, frustration, and
shyness were commonly reported during foreign language speaking tasks. Students'
perception of low language proficiency, reinforced by earlier negative learning
experiences, contributed to heightened anxiety levels, consistent with the findings of
Papi and Khajavy (2023). Participants expressed concerns about public speaking,
especially when feedback or evaluations were framed negatively. Similar emotional
patterns have been documented in Thai educational contexts, where linguistic reserve
leads to foreign language learning anxiety (Bhattarachaiyakorn & Phettakua, 2023).
Emotional outcomes appeared to significantly shape students’ willingness to
participate in speaking activities. In addition, individual differences in emotional
reactivity may have played a role in students' susceptibility to language anxiety
(Dewaele, 2022). Furthermore, the ability to regulate emotions has been shown to
predict lower anxiety levels and greater emotional resilience in language learning
settings (Botes et al., 2021).

The second factor was motivational process-oriented goals. Students
demonstrated a general belief in the ability to improve speaking skills through effort
and practice, showing a tendency to adopt mastery goals. However, many students
lacked practical strategies for setting and monitoring their progress. Qualitative data
revealed that discouraging feedback occasionally led students to display avoidance
behaviors, even among those who initially endorsed growth beliefs. This observation
is consistent with Li et al.”’s (2024) and Waluyo and Apridayani’s (2024) study, which
found that avoidance mastery goals may emerge when learners seek to protect their
self-efficacy. Students who maintained focus on mastery goals tended to use active
learning strategies and respond positively to feedback, consistent with findings by
Oxford (2011), Shih (2019), and Yao and Zhu (2024).

The third factor was proactive responses in failure situations. Students who
encountered setbacks and attributed difficulties to lack of effort, rather than to innate
inability, demonstrated greater resilience. These students were more likely to seek
feedback, adjust their learning strategies, and persist through speaking challenges,

aligning with growth-oriented patterns described by Dong (2024), Lou and Noels
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(2019a), and Sadeghi et al. (2020). Students who proactively engaged with their
mistakes tended to interpret failures as part of the learning process rather than as
threats to their competence, a behavior reflecting the mindset-goal-response model
proposed by Lou and Noels (2017).

The three major factors identified in this study, which are emotional outcomes of
attribution, motivational process-oriented goals, and proactive responses in failure
situations, were consistently supported across multiple data sources. The consistency
between the survey results, guided journal entries, and interview findings provides
triangulated evidence for the central role of these factors in shaping students' foreign
language speaking mindsets. These results are significant for understanding the
development of foreign language speaking mindset, particularly within Thai EFL
context. The three identified factors provide critical insights into how students
internally respond to the cognitive and emotional challenges of speaking tasks. In Thai
context, where traditional grammar-translation practices, face-saving cultural value,
and exam-driven learning dominate language education, emotional vulnerability and
avoidance behaviors are especially pronounced. The emotional outcome of attribution
highlichts how students’ prior negative learning experiences and fear of negative
judgment contribute to speaking anxiety. Motivational process-oriented goals point out
the need to support students in meaningful, progress-based goals. Proactive responses
in failure situations demonstrate the value of fostering resilience and feedback-seeking
behavior. These factors help explain why growth-oriented mindset does not always
translate into confident speaking behavior. Understanding this dynamic is essential for
designing interventions and instructional strategies that are culturally and contextually
appropriate for Thai learners.

The current section discussed the factors that shape students’ foreign language
speaking mindset. The next section discusses how these mindset related to students’

speaking performance.

5.3 Relationship Between and Among Mindsets and Speaking
Performance of Thai Undergraduate Students

The results revealed a moderate positive relationship between language mindset
and foreign language speaking mindset among Thai undergraduate students. Students
who believed that their general language ability could improve also tended to believe
in the potential for improving their foreign language speaking abilities. This finding aligns
with the concept of a mindset system proposed by Lou et al. (2022), which suggests

that mindsets are systematically intertwined with related motivational and emotional
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constructs, guiding learners' interpretations and responses across different domains of
language learning.

In contrast, the relationship between both types of mindsets and actual speaking
performance was found to be weak. Although students endorsed growth-oriented
beliefs, these beliefs did not strongly predict measurable gains in speaking test scores.
This observation corresponds with prior research indicating that mindset alone may
not directly determine academic achievement outcomes (Lou et al.,, 2022; Elahi
Shirvan et al., 2024; Tapia Castillo, 2023). Speaking performance likely requires the
interaction of multiple factors beyond beliefs, such as emotional regulation, consistent
speaking practice, feedback interpretation, and willingness to communicate under real-
time pressure (Zhang, 2022). Therefore, while growth beliefs provide motivational
foundations, they may not be sufficient to produce significant improvements in
performance without strategic behaviors and emotional copins.

Although the quantitative results showed only weak direct relationships, the
qualitative findings revealed that students’ mindsets influenced speaking performance
indirectly through changes in their learning strategies and emotion regulation. Students
who demonstrated stronger growth-oriented beliefs engaged more actively in learning
strategies, sought constructive feedback, practiced speaking more consistently, and
attempted to regulate their emotional responses during speaking tasks. These learning
behaviors are consistent with the mindset-goal-response model proposed by Lou and
Noels (2017, 2019a), suggesting that mindsets foster adaptive processes that support
gradual improvement over time. The results also align with previous research
suggesting that students with mastery goals often use active learning strategies and
respond positively to feedback (Oxford, 2011; Shih, 2019; Yao & Zhu, 2024).

Emotional factors emerged as critical mediators in the relationship between
mindset and speaking performance. Students who developed better emotional
regulation skills reported reduced anxiety, greater willingness to engage in speaking
tasks, and a more positive attitude toward language learning challenges. These patterns
correspond with findings by Papi and Khajavy (2023) and Zarrinabadi et al. (2022), who
emphasized that the ability to manage negative emotions is essential for successful
foreign language speaking development. Consequently, emotional resilience appears
to be a necessary condition for translating growth-oriented beliefs into improved
speaking outcomes.

The visual representation of the indirect relationship between language mindset,
foreign language speaking mindset, and speaking performance is presented in Figure
5.2 below.
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Figure 5.2 Relationship between Language Mindset, Foreign Language

Speaking Mindset, and Speaking Performance

Figure 5.2 suggests that while mindset contributes to foreign language speaking
development, its effects are indirect and mediated by emotional responses, feedback
perceptions, and learning strategies. A simple focus on changing students’ beliefs
without addressing emotional and strategic dimensions is unlikely to produce
significant gains in speaking performance. Therefore, interventions aiming to foster
foreign language speaking ability should not target mindset in isolation but should also
incorporate explicit training in emotional regulation, strategic goal setting,
communication skills, and effective feedback reception, in order to maximize students’
learning outcomes.

The above section showed that mindset influences speaking performance
indirectly through emotion regulation and learning strategies. The next section
discusses how students’ foreign language speaking mindset evolved over the course

of the language mindset intervention and its dynamic nature.

5.4 Change of Foreign Language Speaking Mindset Over Time

The results of the survey indicated a slight improvement in both language mindset
and foreign language speaking mindset following the six-week intervention. Although
most aspects of the language mindset meaning system demonstrated non-significant
changes, certain dimensions, including achievement g¢oals, self-regulatory tendencies,
and competence-based emotional tendencies, exhibited meaningful development.
These results suggest that the intervention had a positive but moderate effect on

students’ mindset orientations. This change can be partially attributed to the influence
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of ecological factors, such as feedback experiences, academic requirements, and
cultural values emphasizing effort, as explained by Bronfenbrenner’s (1993) ecological
systems theory.

These findings are illustrated in Figure 5.3 below. It presents the interaction
between the language mindset intervention, internal learner changes, and ecological

influences that contribute to meaningful shifts in students’ mindset.
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Figure 5.3 Change of Foreign Language Speaking Mindset After Intervention

According to Bronfenbrenner’s (1993) ecological systems theory, multiple
interconnected layers of environment influence learners’ development. At the
microsystem level, teachers' feedback plays a crucial role in shaping students'
perceptions of effort and success. The mesosystem reflects how students’ past
experiences with examinations and overcoming failures impact their beliefs about
learning. The exosystem includes external educational structures, such as curriculum
design and grade advancement policies, which emphasize effort as a necessary value.
The macrosystem reflects broader cultural beliefs about perseverance and effort,
which are deeply rooted in Thai society. Finally, the chronosystem captures the
influence of time and developmental changes, as students' mindsets fluctuate in
response to feedback and new learning experiences. Together, these ecological layers
interact to shape students’ gradual development of language learning mindsets.

A notable change was observed in students’ achievement goal orientations. Prior
to the intervention, many students demonstrated a performance-oriented approach,

focusing primarily on passing examinations and avoiding failure. After participating in
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the intervention, students’ guided journal reflections and survey responses indicated
a shift toward mastery-oriented goals. Students began setting goals aimed at personal
improvement, communication abilities, and long-term language development. They
demonstrated a growing awareness that setting meaningful and personally relevant
goals reduced their fear of failure. This shift aligns with findings by Chen and Wong
(2014) and Derakhshan and Fathi, 2024, who noted that students pursuing mastery
goals exhibit greater flexibility and resilience in language learning.

The findings also showed a positive change in students' perception of mistakes
and failures. Students increasingly viewed mistakes as a natural and necessary part of
the learning process rather than as indicators of inability. This perspective is consistent
with the growth mindset framework proposed by Lou and Noels (2019a), which
emphasizes the importance of learning from challenges. Students shared strategies
such as analyzing their mistakes, seeking new approaches, and consulting peers and
instructors, indicating a more adaptive and proactive response to setbacks. These
observations were further supported by findings from Bai et al. (2025), Sadeghi et al.
(2020), and Yao et al. (2021).

Changes in students' emotional tendencies toward foreign language speaking were
also evident. Although many students continued to experience negative emotions
such as anxiety and nervousness, the intensity of these feelings appeared to decrease
after the intervention. Students reported improved emotional regulation strategies,
such as reframing negative feedback, using positive self-talk, and seeking support from
peers. These results are consistent with previous research highlighting the role of
emotional regulation in successful language learning (Liu et al., 2025; Ozdemir & Papi,
2022; Zarrinabadi et al., 2022).

An important development was found in students’ interpretation of feedback.
Prior to the intervention, feedback was often perceived as personal criticism, reinforcing
feelings of inadequacy and discouraging participation. After the intervention, students
demonstrated greater openness to constructive feedback and recognized its role in
supporting language development. This shift mirrors the findings of Papi et al. (2019),
Papi et al. (2020), and Waluyo and Apridayani (2024), who reported that students with
growth mindsets are more likely to perceive feedback as useful input rather than
judgment. Improved feedback perception likely contributed to greater emotional
resilience and more active engagement in speaking tasks.

In addition to survey and interview findings, the Q-methodology results provided
further support for the changes observed in students' mindsets. Students

acknowledged that their difficulties in foreign language speaking were linked to their
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current proficiency levels rather than to fixed personal abilities. They recognized that
low proficiency could be improved through effort and practice, reflecting a growth-
oriented perspective. Students reported employing strategies such as practicing
speaking, watching English videos, listening to songs, and expanding their vocabulary
knowledge. These Q-methodology results confirmed that students were beginning to
internalize more adaptive, effort-based beliefs about language learning, which
complemented the patterns observed in the survey and guided journal data. These
findings also reflect the theoretical ideas presented in Sections 2.2.2 and 2.2.4 (as
discussed in Chapter 2). Students’ responses illustrate the shift between fixed and
growth perspectives depending on context. This supports the view that mindset
operated as a meaning system shaped by effort, goals, and emotional responses.

The findings suggest that while changes in students' mindsets were moderate, they
were meaningful in shaping their learning behaviors and emotional experiences.
Mindset development appears to be a dynamic process influenced not only by
intervention activities but also by students’ interactions with feedback, their learning
environment, and broader cultural factors. Future interventions aiming to enhance
foreign language speaking mindsets should consider integrating emotional support
mechanisms, gradual scaffolding for goal-setting, and strategies for positive feedback

delivery to sustain mindset growth and language learning success.

5.5 Summary of the Chapter

This chapter presented the discussion of the study’s main findings. Thai
undergraduate students were found to hold moderate growth language mindset and
weak growth foreign language speaking mindset. Three key factors were identified as
influencing foreign language speaking mindsets: emotional outcomes of attribution,
motivational process-oriented goals, and proactive responses in failure situations.
Triangulated evidence from surveys, guided journals, and interviews supported these
findings. The relationships between mindsets and speaking performance were weak
but indicated that mindsets indirectly influenced learning behaviors through emotional
regulation and strategy use. Modest changes in students’ mindsets were observed over
time, reflecting growth in goal setting, emotion regulation, and feedback perception
following the intervention. These findings provide the foundation for the conclusions,

implications and recommendations outlined in the next chapter.



CHAPTER 6
CONCLUSIONS

This chapter presents a summary of the findings addressing the four research
questions of the study. The theoretical, methodological, contextual, and pedagogical
implications drawn from the results are discussed, followed by the limitations of the

study and recommendations for future research.

6.1 Summary of the Findings

The findings from Research Question One revealed that Thai undergraduate
students generally believe in the malleability of their language abilities, viewing effort
and practice as central to language development. These patterns are likely be
influenced by language education in Thailand and the impact of globalization. This
belief extended to their foreign language speaking mindset which the students showed
weak oriented growth speaking mindset. Underlying this belief, Thai undergraduate
students revealed the adoption of short-term oriented effort, the attribution to both
talent and effort, vary achievement goals, positive interpretation of failures and
mistakes, employ self-learning strategies, and experienced high negative emotions.
These patterns reflect the influence of early schooling experience, punitive feedback,
exam pressure, the transition of teaching practice from high school to university and
individual differences.

Research Question Two identified three key factors influencing Thai undergraduate
students’ foreign language speaking mindsets. The first factor, emotional outcomes of
attribution, captured anxiety and fear associated with speaking tasks. The second
factor, motivational process-oriented goals, reflected positive attitudes toward goal-
setting and the use of effort and strategies. The third factor, proactive responses in
failure situations, involved viewing mistakes as opportunities for practice and strategy
adjustment rather than as limitations. These factors suggested the translation of
mindset to students’ emotion and behavior related to foreign language speaking in
Thai EFL context. The findings related to Research Question Three indicated a
moderate positive relationship between language mindset and foreign language
speaking mindset. Students who viewed language ability as improvable were more
likely to believe in the potential for developing speaking skills. However, neither

mindset showed a strong association with speaking performance. Qualitative data from
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guided journals highlishted that students with a growth mindset valued effort,
accepted mistakes as learning opportunities, and employed various self-regulation
strategies. Emotional experiences during speaking tasks varied, with students reporting
both positive emotions, such as enjoyment, and negative emotions, such as
nervousness and insecurity. Feedback was perceived as both a motivator and a source
of pressure, influencing students' emotional responses and goal-setting behaviors.
Research Question Four showed modest improvements in foreign language
speaking mindset scores following the intervention. While most changes were not
statistically significant, notable gains were found in achievement goals, self-regulatory
tendencies, and competence-based emotional tendencies. Speaking test scores
improved significantly, suggesting that even moderate shifts in mindset may contribute
to better language performance. Q-methodology results further supported these
findings by identifying three perspectives among students: one emphasizing effort and
gradual skill development, another focusing on overcoming perceived talent deficits
through self-regulation, and a third highligshting communication apprehension.
Participants reported shifts in perspective, moving from a belief in fixed ability to a

stronger recognition of the role of effort and practice in language development.

6.2 Implications of the Study
The implications of the study are presented in four subsections regarding each
perspective: theoretical implications, methodological implications, contextual
implications, and pedagogical implications.
6.2.1 Theoretical Implications
The findings of this study contribute to extending Lou and Noels' (2019a)
framework by demonstrating the coexistence of growth-oriented and fixed mindset
beliefs among Thai undergraduate students. Evidence from the survey, intervention
activities, Q-methodology, and semi-structured interviews indicates that many students
simultaneously held growth beliefs while retaining elements of fixed beliefs, such as
attributing success to both effort and innate talent. This challenges binary
conceptualization of mindset and supports the need for a more hybrid or
multidimensional model. The presence of dual attribution aligns with Dérnyei's (2003)
theory of learner self-concept, suggesting that learners’ explanatory frameworks are
shaped by their language proficiency levels and prior learning experiences.
The findings also highlight that different components of the mindset
meaning system such as effort beliefs, attribution patterns, achievement goals, beliefs

about mistakes and failure, self-regulatory tendencies, and competence-based
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emotional tendencies, may function independently. These observations emphasize
the necessity of adopting a multidimensional perspective to fully capture the
complexity of language learning mindsets.

Persistent negative emotions, including anxiety and fear of judgment, were
observed even among students who endorsed growth-oriented beliefs. This pattern
suggests a limitation in existing mindset theories, which have often treated emotional
experiences as secondary outcomes rather than integral components of the mindset-
behavior relationship. Based on these findings, it is proposed that mindset theories
should be expanded to explicitly incorporate emotional regulation as a mediating
factor between beliefs and performance outcomes. Emotional vulnerability can
constrain students’ ability to act on growth beliefs, particularly in high-pressure
speaking contexts where anxiety disrupts strategic behavior. Therefore, future
theoretical models of mindset should integrate emotional regulation mechanisms to
more accurately explain how beliefs translate into persistence, engagement, and
achievement, especially in affectively demanding tasks such as foreign language
speaking.

The results of the confirmatory factor analysis and the Q-methodology
findings further indicated that students may adopt both fixed and growth beliefs
simultaneously. Students encountering difficulties in foreign language speaking
sometimes perceived their abilities as limited, expressing high levels of negative
emotion. However, the belief in effort often served as a motivating force rather than a
discouragement, encouraging persistence and strategy use. This suggests that fixed
beliefs, when reframed alongside effort beliefs, can contribute positively to student
motivation in the Thai context.

The observed fluctuations in students' mindset orientations, including shifts
between growth and fixed profiles, support the conceptualization of mindset as a
dynamic, context-dependent construct rather than a stable trait. This perspective
aligns with Yeager and Dweck’s (2020) emphasis on mindset fluidity and highlights the
value of longitudinal research in capturing these temporal variations.

Finally, the weak correlation between growth mindset and speaking
performance challenges assumptions that mindset alone directly predicts academic
achievement (Blackwell, Trzesniewski, & Dweck, 2007; Drumgoole, 2021; McCutchen,
Jones, Carbonneau, & Mueller, 2016). These findings suggest that mindset theories
should incorporate mediating variables such as self-regulation strategies, emotional
intelligence, and contextual supports to better explain the pathway from belief to

performance. The results support Lou, Chaffee, and Noels (2022), who advocate for
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holistic models that integrate cognitive, affective, and contextual dimensions in
language learning.

These findings support the need to reconceptualize mindset as dynamic,
multidimension system that integrates emotional regulation alongside cognitive and
motivational components. Including emotional wvulnerability and regulation
mechanisms can enhance theoretical models by explaining how students’ mindset
translates or fails to translate into action, particularly in emotionally demanding tasks
such as foreign language speaking. In addition to theoretical contribution, the study
offers methodological insights which are discussed in the next section.

6.2.2 Methodological Implications

This study offers methodological contributions that can inform future
research in the field of foreign language learning and language mindset development.
One significant outcome is the development of the Foreign Language Speaking Mindset
Inventory (FLSMI), a survey instrument specifically designed to assess learners' beliefs
related to speaking in a foreign language. The FLSMI demonstrated strong reliability in
the present study and holds potential for application to the context which is similar
to the Thai EFL context. Researchers may employ this instrument to investigate
speaking mindsets across diverse educational settings and learner populations,
facilitating comparative studies that explore commonalities and differences in mindset
patterns across cultural and linguistic backgrounds.

In addition to the development of the FLSMI, this study highlights the value
of Q-methodology in examining students’ domain-specific language mindsets. Q-
methodology enabled the identification of shared belief patterns and individual
differences, providing a structured yet flexible framework for capturing subjective
experiences. Its combination of quantitative and qualitative approaches allowed for a
richer understanding of students’ motivations, emotional tendencies, and learning
strategies. Future research may adopt Q-methodology to design interventions that are
more responsive to learners’ needs and to further explore the interaction between
mindset beliefs, emotional regulation, and learning behaviors.

By integrating both a newly developed mindset inventory and the use of Q-
methodology, this study demonstrates the importance of employing multiple
methodological approaches to capture the dynamic nature of students’ beliefs. These
contributions support a more thorough investigation of the factors influencing foreign
language speaking development and offer practical tools for advancing research and

educational practice in the field of second language acquisition.
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The integration of FLSMI and Q-methodology demonstrates the value of
using diverse tools to investigate learner mindset from both quantitative and
experiential perspectives. This approach provides a replicable and adaptable
methodological framework for future research that aims to capture the dynamic of
language mindset in various cultural and educational settings. Beyond methodological
contribution, it is also essential to consider how the local cultural and educational
environment shaped students’ mindset. The following section discussed these
contextual influences.

6.2.3 Contextual Implications

The findings of this study highlight that mindset development in foreign
language learning is closely shaped by cultural and educational contexts. Thai
undergraduate students showed both growth-oriented beliefs in effort and persistence,
and fixed beliefs in the importance of innate talent. This pattern appeared across
survey responses, Q-methodology perspectives, and guided journal reflections. It
reflects the influence of Thailand’s collectivist culture and exam-driven education
system on students’ language mindset and foreign language speaking mindset
development.

The results also pointed to a strong short-term orientation toward academic
success, shaped by high-stakes testing and institutional expectations. Many students
focused on achieving immediate goals rather than building long-term communication
skills. This pattern aligns with Hofstede’s (2001) cultural dimensions, suggesting that
learners’ beliefs about ability and effort are closely tied to their educational
environment.

Emotional challenges were another important finding. Students often
reported anxiety, fear of judgment, and discomfort during speaking activities, even
when they endorsed growth-oriented beliefs. This was visible in the survey results on
emotional outcomes of attribution and in the qualitative data from guided journals.
Such emotional tendencies suggest that environmental pressures within the education
system contribute to emotional vulnerability among learners.

These findings imply that growth mindset interventions for Thai learners
should be carefully adapted to local expectations and sensitivities. Teachers should
consider students’ need for short-term success and their fear of public evaluation.
Reducing performance pressure, normalizing mistakes, and creating supportive
classroom environments can encourage students to engage more confidently in

speaking tasks.
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At the institutional level, educational policies that prioritize standardized
testing and teacher-centered approaches may unintentionally discourage risk-taking
and strategy use. Integrating mindset principles into curricula that value effort,
constructive feedback, and self-regulation could help balance institutional goals with
students’ individual needs. Creating classrooms that support both academic
achievement and emotional safety will be key to helping learners develop more
adaptive beliefs about their language learning potential.

These context-specific insights underscore the importance of adapting
growth mindset intervention to different cultures and institutional structures. In Thai
EFL context, where academic pressure, collectivist norm, and exam-oriented
instruction strongly influence student motivation and emotion, culturally responsive
interventions are essential. These context-specific findings provide an important
foundation for informing classroom practice. The next section presents the pedagogical
implications that can guide language instructors in supporting speaking performance
and mindset development effectively.

6.2.4 Pedagogical Implications

The findings of this study offer several pedagogical implications for
supporting student development in foreign language speaking and fostering growth-
oriented learning environments. The results revealed that Thai undergraduate students
often experienced persistent anxiety, fear of negative evaluation, and discomfort during
speaking activities, even when they endorsed growth-oriented beliefs. Students also
demonstrated a tendency to invest effort toward short-term performance goals rather
than long-term communication development. These patterns highlight the need for
targeted classroom strategies that address both cognitive and emotional aspects of
language learning.

Promoting a growth mindset in the classroom requires more than
encouraging students to accept mistakes. It involves guiding learners to set incremental
goals, providing feedback that emphasizes individual progress, and creating structured
opportunities for reflection. Teachers can support mindset development by designing
practices that highlight personal improvement and reinforce the belief that speaking
ability can be developed through consistent effort and strategy use.

Addressing emotional challenges is also crucial. To reduce anxiety and fear
of judgment, educators can introduce low-stakes speaking activities such as short
discussions, role-plays, and conversation circles. Group work, peer collaboration, and

positive framing of mistakes can help normalize error-making and build communicative
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confidence. Additionally, mindfulness practices or brief relaxation techniques before
speaking tasks can assist students in managing emotional responses.

Strengthening students' self-regulation skills further supports speaking
development. Explicit instruction in metacognitive strategies, including goal setting,
self-monitoring, and reflective practices, can promote learner autonomy and resilience.
Tools such as self-assessment checklists and structured journal writing can help
students monitor their own progress and respond adaptively to challenges.

Feedback practices should be refined to encourage persistence and
adaptation. Providing timely, constructive, and specific feedback that emphasizes effort
and strategy use can motivate students to adjust their approaches. Incorporating peer
and self-evaluation opportunities can reinforce the perception of feedback as a tool
for learning rather than as a judgment of ability.

Finally, curriculum design should balance formal and informal speaking
activities to create a supportive environment for oral skill development. Structured
tasks such as debates and presentations can build students’ confidence in academic
communication, while informal activities such as spontaneous conversations, real-
world simulations, and online discussions can create lower-pressure opportunities for
language practice. A curriculum that integrates diverse speaking opportunities across
different formats prepares students for authentic communication beyond the
classroom.

These pedagogical implications suggest that promoting growth mindset
alone is not sufficient to improve speaking performance. Classroom practice must
address students’” emotional needs, support the development of self-regulation skills,
and provide structured, low-anxiety opportunities for speaking. Integrated approach
can help students apply mindset principles more confidently in communicative
settings.

6.3 Limitations

While the present study provided valuable insights into Thai undergraduate
students' language and foreign language speaking mindsets, several limitations should
be acknowledged. Firstly, although the Foreign Language Speaking Mindset Inventory
(FLSMI) developed for this study demonstrated strong reliability and successfully
captured students' emotional experiences related to speaking. It did not include items
that directly assessed students’ emotion regulation strategy. This perspective is
important for understanding learners’ emotion mechanism. Secondly, the study used

short video-based interventions to promote mindset awareness and motivation. While
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this approach showed some positive effects, it also had its limitations, as the results
indicated only moderate changes in foreign language speaking. The language mindset
intervention was integrated into regular classroom sessions as short warm-up activities
lasting approximately 15 to 20 minutes. While this approach ensured consistent
exposure to mindset content, it may not have sufficient depth for students to fully
internalize or apply the concepts. The duration of the intervention was relatively short.
This limited timeframe may have constrained the degree of mindset development

possible.

6.4 Recommendations for Future Study

Future research could further enhance the FLSMI by incorporating items that
assess emotion regulation strategies. This addition would provide an understanding
how students manage affective responses during speaking activities and would offer a
more complete view of their coping mechanisms and emotional resilience.
This addition could also help researchers identify patterns in how regulation strategies
interact with different emotional states and influence speaking performance, providing
valuable guidance for instructional practices aimed at strengthening real-time emotion
management in speaking-intensive language classrooms.

Moreover, future research could expand the video-based language mindset
intervention by developing a series of interconnected brief videos or by incorporating
interactive activities to enhance depth and learner engagement. Supplementary
materials, such as handouts, quizzes, or discussion prompts, could also reinforce key
ideas and foster deeper understanding. Balancing content richness with student
attention remains an important consideration for the design of future instructional
materials. Future implementations could benefit from providing dedicated, standalone
sessions that allow more time for reflection, discussion, and practical activities. Spacing
intervention sessions across a longer period may also help promote sustained changes
in learners’ beliefs and behaviors by supporting deeper engagement with the content.
By addressing these areas, future research can further advance understanding of foreign
language speaking mindsets, particularly regarding the role of emotional regulation and

intervention timing.
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APPENDIX A

Language Mindset Inventory (LMI) (Lou & Noels, 2019)

Please rate how much you personally agree or disagree with these statements.

There is no right or wrong answer. 1 Strongly Disagree 2 Moderately Disagree 3 Slightly

Disagree 4 Slightly Agree 5 Moderately Agree 6 Strongly Agree

Wsalinzuuwiaaiiuieniolidudennumaiiundesifisdds Wifidneufignvse
a [ 1% 1 a (=1 1% & £ 3 2/ < £ [3 4 3
An 1 liiumeegegs 2 liviudiediunans 3 ldwiuiieidntdsy 4 Wiumedntes 5 Ly

v & v I a
ABUIUNATT 6 LAUAIEBDEE

1. General language Intelligence Below are statements about language

intelligence, the capacity to use spoken and written languages to express what’s on

your mind and to understand other people. People with high language intelligence

are typically good at reading, writing, telling stories.

ANRAIANIINTYINLY ua1eliAetaANgINUAIINRAIANIIN1Y ANEINISalUNIS

Tgnwmnuazn 1w deuiianansnuAnvesnawagiiioviaudilagay AuntnLaa1a

&Y 1 = oA va
mm’lmqmmzmu LYYU La%ﬁ@ﬂ‘lﬂﬂ

To be honest, you can’t really change your

language intelligence.

Your language intelligence is something about

you that you can’t change very much.

You have a certain amount of language
intelligence, and you can’t really do much to
change it.

aYou can always improve your language

intelligence substantially.

aNo matter who you are, you can significantly

improve your language intelligence level.

aNo matter how much language intelligence

you have, you can always improve it quite a bit.

WAnunse AsldanansanfeunuRanenty
1Aa399

ARaIan A IvesRandudiinalidanunse
wWaguwlaslaunin

Aateuaataan i luseaunils uazanly
aunsalasunlasiulaunnidn

AMATINRILANNRAIA I B 1vesRlARENs
ey

Liamantulas aufiamnsaiaunssduany
2PN NNYFBENN

liaafianuaaiavnanwannualiu A
anunsaaninvullaye
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2. Second Language Aptitude Below are statements about one’s ability to learn

new languages. People who are high in such ability are typically good at acquiring

new sounds, grammatical structures, and vocabularies from new languages.
ANNEANNEINEDY AuaiiAeTarufgIiuAINEITaluNTSEUIN ¥ I AU
Aasanenanawinindunsseuinisesnides lassaidhiensal wagAAnriannniw

Tyl

You can’t change how capable you are at

learning new languages.

To be honest, you can’t really change your

basic ability to learn and use new languages.

To a large extent, your ability to learn new

languages is innate and you can’t change much.

aYou can always improve how good you are at

learning new languages.

aNo matter who you are, you can always
improve your basic ability to learn new

languages.

aNo matter how much ability you have in
learning new languages, you can improve it
considerably.

Aadldanunsawdsunnuaunsalunsseunwm
Twaie) 1g1

WA A AadliansaAsunEIsaiugy
Tunsseuduazlinmulng lhase

Tunmsiu anuanansalunsieuimwilvaivesnu
fuwaiudauazanliannsofounadlauntn

AuasaiauAndunmsSeuinwlne 1o
GG

Linaandules Aaeuiseimuwauanse
fiugmilunisseuinwilvae llaue

Lidpaviianuanansalunisiseuianwluiun
wWiedle aaidunsaiaanuamsavesnals
98197

3. Critical/Sensitive Period Hypothesis Below are statements about the ability to

learn new languages in relation to age.

auuRgIUIeIYNBERENITEEUNYY MuaNTReTeANgTUANNENNTAlUNNSISEUS

Ml Nfuiusivene

After a certain young age, you have very limited

ability to learn new languages.

You don’t really have the ability to learn new

languages after a certain young age.

Your ability to learn new languages is restricted
after a certain young age, and you can’t really

change it.

s nengdatos Anilauaunsadinlunig
Seuinwilnle

AasunulaienuaninsalunisiSeuinmuiv
GNRRHRRELS YR

AanInsalunsSsuinuliivesnngninin
wianegdos uazanliannsadsuwlasld
9399
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aNo matter how old you are, you can always  lLidngasazergwitlns aaiwmuinnuansatuns

improve your ability to learn new languages. L%‘au%’m‘miwﬂﬁmma

aRegardless of age, you can significantly AauiaiANfdlumM s nwivglaetewnn
improve how good you are at learning new Imﬂiﬂﬁaﬁﬁﬂﬁdﬁﬁmq

languages.

aEven after a certain young age, you can wivdwnengdales aaimaunmuasaluns

substantially improve your ability to learn new L%Suimwﬂmﬂﬁa‘c’hﬁmm
languages.
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Foreign Language Speaking Mindset Inventory (FLSMI)

. The original version and the revised version of the FLSMI

Developed version

Deleted items

Revised version

1. No matter how intelligent | am, | can

always improve my speaking.

1. No matter how intelligent | am, | can
always improve speaking a foreign

language.

2. The more | try to learn speaking skills, the

better | become.

2. The more | try to learn speaking a
foreign language, the better |
become.

3. | can learn the necessary skills to speak
English by doing enough practice.

3. | can learn to speak a foreign

language well by practicing enough.

4. As a language learner, | have limited
aptitude to speak English and | cannot
do anything to change and improve that.

4. As a language learner, | have limited
ability to speak a foreign language
and can't change it.*

5. Just a few people are capable of learning
and improving their speaking and these
people were born with this capacity and
| am not one of them.

5. Only a few people can learn and get
better at speaking a foreign language,
and they were born with this ability.
I'm not one of them.*

6. To be honest, | don't think | can improve
my speaking skills.

6. To be honest, | don't think | can
improve my ability to speak a foreign

language.*

7. To tell the truth, when | work hard at
improving my speaking, it makes me feel

like I’'m not very smart.

7. When speaking a foreign language is
hard, it makes me want to practice

more, not less.

8. It doesn’t matter how hard | try if | am
not smart in language, | won’t do well in

speaking.

8. The harder | practice, the better | will

be at speaking a foreign language.

9. If  am not good at speaking, practicing

hard won’t make me good at it.

9. To tell the truth, when I try hard to
improve my foreign language
speaking, it makes me feel not very

smart.*

10. If speaking is hard for someone, it means
that he or she probably won’t be able

to do really well at it.

10. If I struggle with a difficult speaking
task in a foreign language, | should

try easier one.*

11. If ’'m not doing well at speaking, it’s

better to try something easier.

11. I think | can improve to speak a
foreign language well because of

hard work.

12. When speaking is hard, it just makes me

want to practice more on it, not less.

12. 1 may need to put effort to speak a

foreign language well.

13. If I don’t practice and put in a lot of
effort in speaking, | probably won’t do
well.

13. 1 find it easier to speak a foreign
language well because | put enough
effort.




180

Developed version

Deleted items

Revised version

14. The harder | practice, the better | will be 14. | think | can speak a foreign language
at speaking. well because | have a talent in

learning foreign languages.*

15. If a speaking task is hard, it means I’ll 15. | may need a special talent to speak
probably learn a lot doing it. a foreign language well *

16. | can improve to speak English well 16. | find it hard to speak a foreign
because | have a natural talent in language well because | am not
learning languages. good at languages.*

17. 1 may need a special talent to be able to 17. | participate in foreign language
speak English well. speaking activities because | enjoy

learning new speaking skills.

18. | find it hard to speak English well ) ) )
because | am not good at learning 18] llké ‘forelgn lansuage speaking

activities that challenge me.
languages.

19. I may be able to speak English well if | 19. | participate in foreign language
practice hard. speaking activities to improve my

skills.

20. 1 may be able to speak English well if | [20. | may be able to speak |20. | participate in foreign language
put a lot of effort in speaking. English well if | put a lot|  speaking activities to prove that I'm

of effort in speaking. better at it than others in my class.*

21. I may be able to speak English well if I |21. 1 may be able to speak |21. | prefer foreign language speaking
get more time for practicing. English well if | get more|  activities that are similar to tasks I've

time for practicing. done before.*

22. | \ike speaking task that | will learn from, 22. | participate in foreign language
even though | make a lot of mistakes. speaking activities so others in my

class won't think I'm dumb.*

23. An important reason | do my speaking 23. | might not participate in a foreign
task is because | like to learn new language speaking activity to avoid
speaking skills. looking foolish when speaking.*

24. | \ike speaking task best when it really 24. | like a foreign language speaking
makes me think. activity best when it is easy.*

25. An important reason | do my speaking 25. When | am failing in speaking a
task is because | want to get better at it. foreign language, it means that |

have to put more effort to improve
my speaking.

26. | do my speaking task because | am 26. 1 do my speaking task  [26. When | am failing in speaking a
interested in it. because | am interested foreign language, it means that |

in it. should find the other ways to
practice my speaking.

27. 1 want to speak English better than the 27. When | am failing in speaking a

others in my classes.

foreign language, it means that |

don't have enough talent in

language learning.*
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Developed version

Deleted items

Revised version

28

I like to show my lecturers that | can
speak English better than the other
students in my classes.

28. | like to show my
lecturers that | can
speak English better
than the other students

in my classes.

28. When | am failing in speaking a
foreign language, it means that it is

fruitless to practice speaking.*

29.

Speaking English better than other
students in my classes is important to
me.

29. When | couldn't do a difficult foreign
language speaking task, | will try to
find what makes me unable to do it.

30.

The reason | do speaking task in my
English classes is so that others in the
class won’t think that I am dumb.

30. The reason | do
speaking task in my
English classes is so that
others in the class
won’t think that | am
dumb.

30. | feel good when | receive corrective
feedback and criticisms on my
speaking performance because they

make my speaking better.

31. One reason | might not participate in 31. Even if | don't have talent in
speaking activities in my classes is to speaking a foreign language, | try to
avoid looking dumb. seek strategies to practice speaking.

32. One of my main goals in my English 32. When | couldn't do a difficult foreign
classes is to avoid looking like | can’t do language speaking task, it probably
my speaking task. means that the task is beyond my

level *

33, It’s very important to me that | don’t 33. | don't like corrective feedback and
look stupid when | speak or when | try to criticisms because it suggests that |
speak English in my classes. am not good at speaking a foreign

language.*

34. An important reason | do my speaking 34. An important reason | ) ) o

) ’ ~|34. Trying new learning strategies is a
task is so | won’t embarrass myself. do my speaking task is
waste of time if | do not have talent
so | won’t embarrass ) ) )
in speaking a foreign language.*
myself.
35. When | am failing in speaking, | am afraid
) . 35. | am eager to speak a foreign
that | might not have enough talent in )
i language in my class.
language learning.

36. When | am failing in speaking English, | 36. | feel comfortable when | speak a
expect to be criticized by my friends and foreign language in front of my
my English teachers. teacher and classmates.

37. When | am failing in speaking, it means 37.1 don’t worry that | may make some
that | have to put more effort to improve mistakes when | speak a foreign
my speaking. language.

38. When | am failing in speaking English, | 38. Even if people don’t understand
expect to get feedback to improve my when | speak, | am not afraid to
speaking. speak a foreign language.

39. 1 don’t have to seek for learning 39. | am afraid to speak in my foreign
strategies, | am good at speaking. language classes.*

40. | don’t have to seek for learning 40. | feel nervous when | have to speak

strategies, | am good at speaking.

a foreign language in front of my
teacher and classmates.*
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Developed version

Deleted items

Revised version

41

. Il wouldn’t like feedback on my speaking

when | speak.

41. | worry of making mistakes when |

speak a foreign language.*

42.

Practice speaking is a waste of time if |

do not have the talent in speaking.

42. 1 am afraid people will not
understand me when | speak a

foreign language.*

43.

Speaking is something | can’t do on my

own.

a4.

I try to seek for learning strategies to

improve my speaking.

4s.

I would like feedback on my speaking to

make my speaking better.

46.

Practice speaking on my own can make

me get better at speaking.

ar.

Speaking is something | can do by

myself.

48.

| am afraid to speak English without

preparation in my English classes.

49.

| feel nervous when | have to speak
English in front of my teacher and
classmates.

50.

| worry of making mistakes when | speak
English.

51.

| am afraid people will not understand

me when | speak English.

52.

| am eager to speak English in my English
classes.

53.

| feel comfortable when | speak English

in front of my teacher and classmates.

54.

| don’t worry that | may make some

mistakes when | speak English.

55.

Even if people don’t understand when |

speak, I am not afraid to speak English.
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Items

Translation

Part 1 General Information

1. What is your gender? LA
2. What is your current year of study? Ynsdinw
3. What is your major of study? A197377

4. What is your English language proficiency level according
to the Common European Framework of Reference
(CEFR)?

FTAUANNAINITONNAYISINGWE9BIM CEFR

5. What is your perceived English language proficiency in
speaking?

sgAuANEINTaITINIBSIngwlunima

Part 2 Speaking Mindset Inventory

1. No matter how intelligent | am, | can always improve

speaking a foreign language.

linduazaaaudnuduiianiswaniwnding vldiaue

2. The more | try to learn speaking a foreign language, the
better | become.

o & S

SadunenenuSsuinsynnwndnguunuilnsduig el
Wil

3. | can learn to speak a foreign language well by practicing
enough.

) = vl 9 P = v
duanusniSeuiivnanmsinguladlaenisinduliieme

4. As a language learner, | have limited ability to speak a

foreign language and can't change it.*

lugnugdiFeuny dulanuansalumsmaniwdinguididia
wazldaunsaUasuundasla®

5. Only a few people can learn and get better at speaking
a foreign language, and they were born with this ability.

I'm not one of them.*

fgdlifauviiuiasnsaBsuiuagiannnisanssangwli
fuuld wonwdaumdeutuanuanunsei dulilovildlutu

6. To be honest, | don't think | can improve my ability to

speak a foreign language.”

vanaunss duliifndnduasimnanuansalunisyn
AMwdangule

7. When speaking a foreign language is hard, it makes me

want to practice more, not less.

N o P v o q vy v = 3
Lmamﬁwuﬂmmaﬂﬂqmﬂuﬁawm s lvauspansilnelusnnau

8. The harder | practice, the better | will be at speaking a
foreign language.

a o o=

Befuilnduannilyvg dufBayaniwdengulanvuwingu

9. To tell the truth, when | try hard to improve my foreign

language speaking, it makes me feel not very smart.*

ANNTIU LledungeuegmviinieRauINT AN wSingy
suhviduidnddiesliaaiaay

10. If I struggle with a difficult speaking task in a foreign

language, | should try easier one.*

indussamengiainyanwnsinguluiidesing duasaedn
Widendruninil

11. 1 think I can improve to speak a foreign language well

because of hard work.

duAnduiaude U wmngulafnzdunee1uegns
yein

12. 1 may need to put effort to speak a foreign language

well.

duenasedddanunersanielidtemanindingulaa

13. 1 find it easier to speak a foreign language well because

I put enough effort.

dunuhnmsyanwdinguldftududeshemnduneieiumn
o

14. | think | can speak a foreign language well because |

have a talent in learning foreign languages.*

fuAninduamnsananusaingulafmsgduingaissalunis
BSouinwdingy

15. I may need a special talent to speak a foreign

language well.*

duenvresdinganssd (talent) ialvimiemnn1udingulds

16. | find it hard to speak a foreign language well because

I'am not good at languages.*

funuduenissnanudnguladmszdulidinaniwm

17. | participate in foreign language speaking activities

because | enjoy learning new speaking skills.

duildmsulufanssunsyanundngunazduayniunmsteu
Winwgnsualng 9
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Items

Translation

18.

I like foreign language speaking activities that challenge

me.

FUYDURINTTUNTWANNSING WATINNE

19.

| participate in foreign language speaking activities to

improve my skills.

dufldusulufanssummenwndingwitelmuinveve sy

20.

| participate in foreign language speaking activities to
prove that I'm better at it than others in my class.*

a

dufldusulufanssummenwndinguitefigauiiduiiiniiau

U

4 g o .
due TutuSeuvesdy *

21.

| prefer foreign language speaking activities that are
similar to tasks I've done before.*

fureufanssunsan dinguiindeivianssunduagyiin

nau

22.

| participate in foreign language speaking activities so
others in my class won't think I'm dumb.*

dusAnssuyanudnguiveliaudu luduseulidniigu
1

23.

| might not participate in a foreign language speaking

activity to avoid looking foolish when speaking.*

fuenalidsiufanssuyanimsinguiiendnideinisgliwanilenn
AWDINGY

24.

| like a foreign language speaking activity best when it is

easy.*

JUYDURAINTTUNTWANNSING Wigaledude

25.

When | am failing in speaking a foreign language, it
means that | have to put more effort to improve my

speaking.

Weduauwallumsnaniwsdingumanganuindudeddaiu
NN TR UTUUTIN TR

26.

When | am failing in speaking a foreign language, it
means that | should find the other ways to practice my

speaking.

Weduauwaslumsmanwdingumineanuinduasmisauly
msHnyAvesdu

27.

When | am failing in speaking a foreign language, it
means that | don't have enough talent in language

learning.*

Weduaumanlunmsmanwdingwrsnganuhduiianuans
Liiesawelun1siFountv

28.

When | am failing in speaking a foreign language, it

means that it is fruitless to practice speaking.*

dedudumailunsnaniwsangursneauiinsinyalisiag

29.

When | couldn't do a difficult foreign language speaking

task, | will try to find what makes me unable to do it.

dedulyianmnsannnwdinguindesing la duasnerenumi
avlsvhbidulianinsonald

30.

| feel sood when | receive corrective feedback and
criticisms on my speaking performance because they

make my speaking better.

duidnAllalasutaiaueuugiarAninsalifetiunsynvesdy
wsguwilvinsyavesduivy

31

Even if | don't have talent in speaking a foreign

language, | try to seek strategies to practice speaking.

widhduaglifinnuaansalunmsyanwdngudunens1umis
Hnya
U

32.

When | couldn't do a difficult foreign language speaking
task, it probably means that the task is beyond my

level.*

diedulsianmnsananwdinguiidesing ¢ e1avaneanudnsiu
\usgauvesiy

33.

| don't like corrective feedback and criticisms because it
suggests that | am not good at speaking a foreign

language.*

uliveudoaueuuzwariminsalinseiiuuandiiiivindunn
awdanguliing

34.

Trying new learning strategies is a waste of time if | do

not have talent in speaking a foreign language.*

v s a ] I a Y v 1 s
msaedldnagnsnisitenilva 9 Wunsdenandduliiingansse
Tumsynnwdange

35.

| am eager to speak a foreign language in my class.

dunsedoIeiuiingynnusangulutuiSuvesdy

36.

| feel comfortable when | speak a foreign language in

front of my teacher and classmates.

duidnaueladleduynniusingusenthaguaziitousiudu

37.

| don’t worry that | may make some mistakes when |

speak a foreign language.

duinaiduarsihiananlliedunan1wdingy
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Items

Translation

38.
not afraid to speak a foreign language.

Even if people don’t understand when | speak, | am

wiinuoralidlaiduya dubindinagynnvdenge

39.

| am afraid to speak in my foreign language classes.*

dundiiagyaluriosSsuinnwndingy

40.
in front of my teacher and classmates.*

| feel nervous when | have to speak a foreign language

41. I worry of making mistakes when | speak a foreign

language.*

fuinaneiumaiRanaadlsduan1w&ngy

42. 1 am afraid people will not understand me when |

speak a foreign language.”

dundrifauagliviladudedunaniwdingy

Part 3 Perception on the technical aspect of the survey

1. Are the instruction clear?

£
o

ATPUBU VA UL TARUAS B L

2. s the survey easy to navigate?

sUwuUreuUaBUaY Faelvdesenisnau

il

= ]
wuvgBUIUvs el

3. Are there too many items on one page?

uuderenilamtuwuugeuanuannifuluvsely

4. Are there any items that you don’t understand?

v a v v A '
fdoruneuwdilididnlavsely

5. How are the items difficult to understand?
a. Use too much technical terminology
b. The wording is ambiguous

c. The statement is too long

d. The statement is what | have never considered before

Jomnusugneengls

a. loFmsimatimunniiuly
b. msldAinau

c. Temnusriiuly

d. livweidndadestuniey

C. Foreign Language Speaking Mindset Inventory

ltems

Translation

Part 1 General Information

1. What is your gender? LW
2. What is your current year of study? YnsAnw
3. What is your major of study? AU

4. What is your English language proficiency level

according to the English Placement Test?

FTAUAILAINTONNAIHISING W WBIMUNITARUTATZAY
AN

Part 2 Language Mindset Inventory

1. No matter how much language intelligence you

have, you can always improve it quite a bit.

liaadinnuaaiananeannualng aadamisaimn
TiAguldiaue

2. You can’t change how capable you are at learning

new languages.

Aadlianunsawdsunnuansalunsiteuiniuluge la

3. No matter how old you are, you can always

improve your ability to learn new languages.

Tihaaazegwiing auitawianuasalunsGeus
nwlvlldiase

Part 3 Foreign Language Speaking Mindset Inventory

1. As a language learner, | have limited ability to speak a

foreign language and can't change it*

lugnugdiSoun1w dullauanansalun1snanwdengui
din uaghianansawdsuudadla*

2. Only a few people can learn and get better at
speaking a foreign language, and they were born with

this ability. 'm not one of them.*

fiedlifpuiiunannsaBeuiuasynnssingulaniy
wagrInAnunFeniuauanansail dulsiliviisluiy

3. To be honest, | don't think | can improve my ability to

speak a foreign language.*

venauass Fulifndnduasimnnanuasnsalunisye
awsengule

fuidnuszminliedomanmdinguientasuaziiieus gy
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Iltems

Translation

4. The harder | practice, the better | will be at speaking
a foreign language.

N

' | v da o vak Y
HQQuNﬂNUQJ’]ﬂLW’]VL'Wi aumm‘wﬂmmma\mqﬂﬂmummu

5. To tell the truth, when | try hard to improve my
foreign language speaking, it makes me feel not very

smart.*

AN ladunenenuegrmiiniieiwmnnisyg
nwsangw siuibiduidndidedidaaiaey

6. | think | can improve to speak a foreign language well

because of hard work.

duAniduanmnsaimuauanssIngwlaRmsedu
WeeueEIwtin

7. I'may need a special talent to speak a foreign

language well.*

fuenvresdinnuaansafiewiieimiemaniwsingulia

8. Ifind it hard to speak a foreign language well because

I am not good at languages.*

dununiueniveyanundingulinmseduliinan i

9. | participate in foreign language speaking activities

because | enjoy learning new speaking skills.

duildusuluianssummenmdngunseduauniunis
Seuivinveniswalng 9

10. | like foreign language speaking activities that
challenge me.

FUYDUAINTTUNTWANSING WAYINE

11. | participate in foreign language speaking activities to

improve my skills.

duiidrurlufanssunisynnissainguieimuvinueves
3

12. | might not participate in a foreign language speaking

activity to avoid looking foolish when speaking.*

fuenalifiufanssunanissinguitendnideanisgliuan
Wanan1wdingy

13. When | am failing in speaking a foreign language, it
means that | don't have enough talent in language

learning.*

Weduauwaslunmsnanwsingumaneanuidull
AuasaliiisanelunisSeunten

14. When | am failing in speaking a foreign language, it

means that it is fruitless to practice speaking.*

Wedudumailunsuanwdaingumineanuiinistinyala
G

15. When I couldn't do a difficult foreign language
speaking task, it probably means that the task is

beyond my level *

diedulianunsananwdinguaauuuiindneing 18 e1a
WNPANINNUTLLAUTYIUYBEY

16. | don't like corrective feedback and criticisms
because it suggests that | am not good at speaking a

foreign language *

fulilvaudelauanuzuazdiansalnsesiunansliiuingu
Lividlunswan1wdanee

17. Even if | don't have talent in speaking a foreign

language, | try to seek strategies to practice speaking.

wihduaglifinnuanansalunmsyanwdnguduneng
MITENYA

18. | am afraid to speak in my foreign language classes.”

fundianalutuiunndingy

19. | feel nervous when | have to speak a foreign

language in front of my teacher and classmates.*

duidnUszminfiedomanimndinguienthaguaziiiousiu
du

20. | worry of making mistakes when | speak a foreign

language *

guinangfunshianaadlsduynnnangy

21. 1 am afraid people will not understand me when |

speak a foreign language.”

dundrineuaitiladuledunnnwdingy




APPENDIX C

Mindset Toolkit

A. Example of the Language Mindset Video Toolkit

Example of EP1: The Formula “Mindset and Brainpower”

MASTERING A
BRAIN EXERCISE

\%

4 Language Mindset

LANGUAGE MINDSET
S X RETAP
%, about our

The more we leam,
h

€.’ LEARNING
POTENTIAL

12

- He THINKS that he's a NATURAL in
language learming
A picky leamer- Quick to lose
motivation

4 Analogy Avenue
- He BELIEVES that jearning
languages is TOO HARD.

Gives up easily
Seo-Joon

Example of EP2: Mindset Matters
=

4 MEET MAX
LET'S MEET MAX!

FIXED LANGUAGE MINDSET
Language abilities are set in stone

&

e

Vmen taced with challenges:
- pronunciation of aiMcutt sounds

pre
- using the rignt tanss for speaking

@%)» LET'S MEET MAX!

FIXED LANGUAGE MINDSET
“PM JUST NOT GOOD AT THIS
THERE'S NO USE IN TRYING”

o

* 00:22

* 00:01 g

4 Hello, It's Seo-Joon!
a-
HELLO, IT'S SEQ-JEON!
FIXED LANGUAGE MINDSET
He thinks he’s naturally talented at
language learning

Vinen taced with chalienges:
- pronunciation of difMcuit sounds

HELLO, IT'S SEQ-)

/i
. FIXED LANGUAGE MINDSET

&

“| mustn’t make any mistakes to
prove my talent”

L

* 00:17

11 * 00:04 12

187

MASTERING A
oo exencise

EFFORT, language

up atitude-~ Eager tq'

LET'S MEET MAX!
FOXED ANGUAGE MNDSET

Leaming language is
tough and discouraging

&

e

* 00:27

Not doing well on foreign language
speaking => lack of talent

HELLO, IT'S SEO-JEON!

FIXED LANGUAGE MINDSET

His mindset pushed him to
work real hard

Not doing well on foreign language
speaking => the test was tough

* 00:25
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Example of EP3: Unveiling Secrets

4 Goal Approach

GOAL SETTING 1 GOAL SETTING

& sowno ey APPROACH

A2 THER G0ALS qume

8 * 00:10

4 Goal Setting

SPEAKING ACTIVITIES

SEO-JOON

11 * 00:02

Example of EP4: Embracing Bumps

4 Goal Approach

a FAILURE MANAGEMENT I SPEAKING ENGLISH SPEAKING ACTIVITIES

“REUKIGERSE | SRS

How D0 THEYHANDLE |
FAILURES AND
<" |MISTAKES nuRme
ENGLISH SPEAKING
SEO-JOON ACTIVITIES?

darprihtinto
i e

8 * 00:09 9 * 00:33

4 Interpreting Feedback

SPEAKING ACTIVITIES 1 SPEAKING ACTIVITIES

‘Q’ 3 HOWDOTHEVTAKE |
M:x, X ENGLISHSPEAKING | -
154 [FEEDBACK? i L FRUSTRATION MOTHATED TOKEEP
SEO-JOON IMPROVING

12 *,00:07 13 * 00:26 14 * 00:21

Example of EP5: Connecting the Dots

4 Goal Approach

‘SCENE: GROUP DISCUSSION E ‘SCENE: GROUP DISCUSSION a-

" Max becomes nervous,
remains quiet, and avoids
shows her emotions
‘j -

SCENE: GROUP DISCUSSION

How 00 Y HANDLE| & e
THEREMOTIONS AND| _ 78! : =
TAKE CHARGE oF | mAx‘ T

LEARNING?

freely s
o He tends to get anxious
and doesn’t say much

10 * 00:18 5| * 00:23

SEO-JOON

8 * 00:21

4 Adjustments

‘SCENE: GROUP DISCUSSION ¥ ‘SCENE: GROUP DISCUSSION a-

Takes the initiative o ask AD Asks teachers for feedback
teachers and friends for 8
guidance Finds ways o get better
Determined to keep mistakes prs Siureasbiraties

ont

SCENE: GROUP DISCUSSION

1l memorize the expressions...

@ 501 can pass the speaking test
> i

MXSGOALS  Doesnttake the fme to refiect

& fiownoTHEY Atst

A THER LEARNING
LIsA. pppRoAcH?
SEO-JOON

to 2 minimum with fiends
USKSENTHUSIAS Dl

MAX Never considers asking help

from others

Puts himself under a lot of
pressure

12 * 00:09 13 * 00:40 14 * 00:30 15 * 00:28
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Example of EP6: Unlock Your Potential
RECAP

a

TooAY_.

HOW LANGUAGE MINDSET CAN
AFFECT YOUR SPEAKING SKILLS

7 * 00:07

'SCEME: GROUP SPEAKING ACTIVITY 'SCENE: GROUP SPEAKING ACTIVITY 'SCENE: GROUP SPEAKING ACTIVITY

o

SPEAKING SKILLS| MAX ! LIS:

SEO-JOON

8 * 00:21 9 * 00:51 10 * 00:54 11 * 00:40

Adjustments

12 * 00:06

B. Guided Journal
1) Session 1
ngaundutiufindug aunuutudingsd
1. nseUALAR (mindset) g
2. “nIpuUANNARANNIAdIHARaANEAvEuYasaNes (brain plasticity)” foarud
fanuduiusiudneninlunisiseunivivesiy lagduiinlai
3. dufinfieinsauauAnnssEUn1E (language mindset) WUy ... B9
Aoty Wsind/oqu/ad/imilourts 3 Ay ins1zdn
4. wdnginlelutul Sudedr AradamtENsa UM IS EUNwILaL
NwENIINAN WA TEINATRINY
5. eunndewedgmilunisideunis Susines

JuAnd duanusaauilnIanelda growth mindset lunisiseuniwils lne

2) Session 2
nsdsutuiindug anunuuiufinged
1. AuAnd duiinseuanuAnnsynn1w18angy (FL speaking mindset) wuu
2. wae/ldiey ﬁLW;mmﬁﬁﬁﬂﬁﬁuﬁmdﬂmma’mﬁamiwjmmiuﬁﬁﬁm (LAY
TUsaifeutuiindeanid) tuiemeud



3)

4)
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LﬁaLﬁ]aﬂfgmLﬁ'mﬁ’urrmqmmmﬁmqw wu dayviierfuunsuanivienisoen
WFes duginae

Fudnimnduneenuuiniuy Fvenmnnundinguresdua

Fu 1ae/lsiiag AeanudumanlunmsyanwsinguAnannisiidune
NIAIIFANNAIY

Sonsmanudangulsiduegisiifn duAeindumae

AU

Msilnsvuewdn (growth mindset) Azdananon TRALTINYENITYA
AN BIoEUlaY

5mzmmmﬂ'¢um§hLaﬂﬁﬁimmﬂEJL%G]L?imﬁ’Uﬂﬁme (FL speaking mindset)

lolng

Session 3
nyREuTuingus auwuutuineadl

1. WmanglumsiSeuntsuazmsimuyinvensynvesiupe

2. WhwnelunsiBounwuagmsiausinuznsyavesdudy Wvsnefiuy
wadns/ e umsious
lufanssumsyan wsangy dulinag W23

0. \fledudsuinwluidelg wasduidnivihdoduein du we/liee $an
Viown (N 1EauAnI

5. gufnddiediidminglunisiseuniwiuaznsimuinyen1sueAaeiu
wfind/mogu/aTy/imiioutt 3 au g1z

6. ndnginle duAni mnduaziatmanglunsSeuntvuaznisiauinee
nsue Lwanevedume

7. duBninsaunuAn (mindset) wagmssatiming fnase/lfinasie naidou
AMWIATNITHAUNYNYENNTNAYDIAU

8. AUANTI ANNANTAIUNTYANIWIBINO VBRI

Session 4

n3uREutuiindus auwuuduiingadl

1.

2
3.
a.
5

navhiianananeuynnwSsnguitenanusingulald duidn
defidenasierusilauasaundedunsnanudinguuesdu fo
duAninFfvy (feedback) Ll

AAYY (feedback) Lﬁsaﬁ’ummmmmé’mqwmﬁu M auN0dIL0997
UIANIAUANURANAIAYTEAILALLYEI LUNTISHUNTHILAEATYA
AN BUBIILILAY
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6. Hufni duliarudnadiey ulind/moquas/ldindiowds 3 au s Sufad
ANLAANAIAYS DANLALMAIUNSITEUN WL THANTINYEN1TNAYRIEY FiD

7. wdanvinle duar aeaudey / lidsu Fnsdanstuauiananuie
ANNALLTAlUNISTEUAT W VR UlaY

8. AUANII ANNANTAIUNMTYANIWIBIN VR

5) Session 5

nsandoutuiindug suwuutiuiinged

1. meuidesanwsanguluesseu dusinazidn 015univiENT dwwa
sensfwAanssuluvesSsutazanuiiulavesdu Inevinlisu

2. amummﬂﬁmamﬂdmaﬁiamaiamﬁ%msummmmmé’aﬂq‘wsuaaé’u AORDU
Sudniiesadnofu wind/sequ/ady/ simiiousts 3 au neuidusiosiau
NANTTUATYANYIDINGY L5137

4. Fupeldionisenge Lﬁ@L%ﬂuiﬂﬂiwjﬂﬂﬂwﬂﬁﬂﬂﬂﬂﬁgﬂiuﬁmﬁﬁlu WATUBNNBAS Y
tail

5. §u wnevemnutemds/hingverutiemde nilewniengiisafunisye
NYIDINO YYD

6. une/iny sudmneiesnaeuiiiiesegaien

7. (\Fenmau 1) vi3e 2))
WINANDINITINNITONTUNVDIANBIIANTEUNTYY dUANIIENDY 1) Tnivauas
Qlanunsoananudandnalsnge
w39 2) dnfnauainge1uanAuiIafienIg

8. ndsnuiale duAninay Uu/biusu nagnsnisiSeuniuvesiaies Lile
WWLINITINNTAUTUAAUAULAZIANTNNSISE U VO IalAY

9. FUANI AIUANTALUNITYANIWIBINO VBRI

6) Session 6

Ny dsuduiingus auwuuduingadl

1.

Fu FuadledioadrsiuAenssunisnaniudange / nensunrsimiely
NANTTUNTYANIDINGY

NFBUANHAA (Mindset) YosU AMaRBaNITTINAINTTUMTYAN1B 189N Wlag
(9w vilvldesnidnsau inlvindamaidngin vileenidisw)
lefairmAanssumsnaniwdingy dufnidn (9u ndr Usemi 10e9)
Tuaniunisaitu ensuaivosiu dwaliidu (wu waldeon ngnnpgin)
Fufnd1 Fresedredu ulind/sequ/ad/ lsiwiiouts 3 au LavhAanssuns
WO LN
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AuAnIdes (wu wale waladle)
_______________________________________ Sososnnnsangy

(Ranussenesiide s vie wanides)
AU FINAINTTUNMTYAN1YIBING WOENS

UNBNRBININTTUNTNAN TSN BOEY

N58UANAR (Mindset) YosduAdmANATHUYINANITUNMITYANSINGY 1nY
VIRU (NM3NT8711 WU NY1IUDUABY MENREINITAINABY)

vaenviale duAnduumslunmsiavToiiunuinyensyAAwISIngY

VDIRY AD

FUART ANUENTATUNITHANTHIBIN WUB LY

{93y

AodanvilviduAndn AmaRnsalun1THe

MeBanguuesdy Wauld / Waunlsenusounulidlses

C. The Validation of the Language Mindset Toolkit by Experts

Topic

Expert

ert 2

Comments

1. Content

The content of the language mindset
toolkit corresponds to the objectives of
the study.

The language mindset toolkit facilitates

delivery of the message.

The language mindset toolkit allows
understanding of the topic.

wszadnside ({e 2) ilefnwinisiasuudasls
Y99n59UAUAAR 1agld The Language Mindset
Toolkit $1uu 6 new Wundewdledds wazidenily
pavdlaTRanssulFiAnsuiuasdlados Mindset
LaLiuALLANANSSEIING Fixed Mindset Lay
Growth Mindset 8g13TnLaU

Jorduauuz msi‘Lﬁam/ﬁaﬂiimﬁ@iﬁﬁ%mlﬁ%’uﬁuaz
gy9iau Mindset auLeeIn Fixed Mindset aulatng
uaedl Growth Mindset sulathslunrazneu wagdl
AN3AETOURLULININITUSU Fixed Mindset Ty
Growth Mindset Ty Mindset Tvsdvesmuiasla
apibiansdenudumadunavessudsdunassi
wusmulddmaviu

2. Relevance

The language mindset toolkit is relevant
to aid the students to understand the
language and foreign language speaking

mindset.

The language mindset toolkit allows the
transfer and generalization of learned

content to the students’ contexts.

The language mindset toolkit is suitable

for the topic.

3. Non-verbal and verbal language

The verbal language is easy to

understand.
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Topic Expert 1|Expert 2 Comments

The subtitles are easy to read 1 1

The speaker's tone and voice are clear 1 1

and appropriate.

Non-verbal language aids 1 1

comprehension of the topic about

language and foreign language speaking

mindset.

4. Functionality

The language mindset toolkit gives 1 1 shethalusazas 3 i fiavouliduauunnsia

adequate examples of language 283 Mindset fidwasioszuuin ANNFAN LA

mindset and speaking mindset for the woAnssufuans1stueg1etaay

purpose of message delivery.
Forauouus ludwinsiufednidunanseny
mﬂmﬂsuaaqﬂﬂaﬁi Growth Mindset WagHanseNu
MaUYRIyARATIE Fixed Mindset tieliiannsenin
fanansevuiidmanienufn AnudEn waswaAngsy
I§¥auanntu

5. Efficiency

The length of the video is appropriate. 1 1 sveznaulimnvautuilemuasianssudioln
AsaURguynUsTaIiRsAasile

The language mindset toolkit has clear 1 1

visual and good sound quality.

Total 1 1

D. The Validation of the Language Mindset Toolkit by Target Audience
(4 Undergraduate Students)

Topic Agreement Comments
(Percentage)
1. Interactivity
Promotes easy access to the topics presented. 90%
2. Objectives
Stimulates learning about the content addressed. 100%
Stimulates learning new concepts. 95%
Has an attractive presentation strategy. 80%
3. Relevance and effectiveness
Provides the appropriate and necessary resources for understanding language 90%
mindset and speaking mindset.
Arouses your interest in language mindset and speaking mindset. 100%
Stimulates you to change behaviors. 75%
4. Clarity
Presents information in a simple way. 90%
Allows you to reflect on the content presented. 80%
5. In general, how would you rate the video for learning about language mindset and 100%
speaking mindset
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APPENDIX D

Q-set and Q sheet

A. Statements of Q-set

Statements of Q-set

1. No matter how intelligent | am, | can always improve

speaking a foreign language.

Tiduaraaiauabmduiiaunsanwdanguldiaue

2. The more | try to leamn speaking a foreign language, the

better | become.

a v &

Saduneneuissuinsnan wdinguannwinlusdundmald
ALY

3.1 can learn to speak a foreign language well by

practicing enough.

duannsnseuineynnwndngulantnenisinduls
TN

4. As a language learner, | have limited ability to speak a

foreign language and can't change it*

TugnuggFeunts duiinuannsalunsyaniwsangui

o w

Fin wazllanansawasundaala®

5. Only a few people can learn and get better at
speaking a foreign language, and they were born with

this ability. I'm not one of them.*

fidgdlifauviiuiasnsaBsuiuasynnwndngulanvy
wazrinwAnuwieniuauasnsad dulsdloviduiu

6. To be honest, | don't think | can improve my ability to

speak a foreign language.”

UBNAINAT ﬁu"l,aiamwfa’uazﬁwmmmmmsﬂumivgm
awdangule

7. When speaking a foreign language is hard, it makes me

want to practice more, not less.

dlensyanwidinguudessn duilvidusieanistindy
1INTU

8. The harder | practice, the better | will be at speaking a

foreign language.

a v o=

gauiniluanninlvg dufdamaniwdinguldftuwindu

9. To tell the truth, when I try hard to improve my
foreign language speaking, it makes me feel not very

smart.*

AINNITI Lileduneeueg e RauINTHA
Mwdangu siuiliduidnddiedidaaiaay

10. If I strugsle with a difficult speaking task in a foreign

language, | should try easier one.*

MduABINEIEIILUURNYA I SIna wene duals
aviuuuRntedeniil

11. I think | can improve to speak a foreign language well

because of hard work.

fuAnduiauunn g ulafmzduneeuegn
7ein

12. I may need to put effort to speak a foreign language

well.

guanadesldaunesanielidieman1mdmngulaa

13. 1 find it easier to speak a foreign language well

because | put enough effort.

dunuihmsyanwsanguldftududeshemnduneney
1NN

14. I think | can speak a foreign language well because |

have a talent in learning foreign languages.*

fuAninduanmnsananusaingulafmsgduingaissaly
MsisEunaINgY

15. I may need a special talent to speak a foreign

language well.*

fuenvresdinnuaansafiawiiaimiemaniwsangulia

16. 1 find it hard to speak a foreign language well because

I am not good at languages.*

dunuduenissanudnguladmszdulidineniwm

17. | participate in foreign language speaking activities

because | enjoy learning new speaking skills.

duildusuluianssummenwdingunsieduauniunis

Beuivinwgnswalng 9
U U

18. I like foreign language speaking activities that

challenge me.

FuBaUAMITIUNTNAN TSN WY
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Statements of Q-set

19. | participate in foreign language speaking activities to

improve my skills.

dufldusulufanssumamenwdinguiteimuinvsves
g

20. | participate in foreign language speaking activities to

prove that I'm better at it than others in my class.*

a o '

dufldusulufanssummenimnsingwitefigaindun

U

naaudu o Tutussuvesdy *

21. | prefer foreign language speaking activities that are

similar to tasks I've done before *

dugeufanssuNsANISINguirdeiuianssundung
ey

22. | participate in foreign language speaking activities so

others in my class won't think I'm dumb.*

fuswfanssunanssinguitelviaudus TutuiSeuliaah
fuiy

23. | might not participate in a foreign language speaking

activity to avoid looking foolish when speaking.*

duendlisufanssuyaniwndinguiiendnideanisglieal
Weannn1wdangy

24. | ike a foreign language speaking activity best when it

is easy.®

FUYOURINTTUNTNANSING wianiledude

25. When | am failing in speaking a foreign language, it
means that | have to put more effort to improve my

speaking.

Weduaumallumsneniwdangumanganuindudedld

PUNENY NN TWRUTUU I TYAvesdy

26. When | am failing in speaking a foreign language, it
means that | should find the other ways to practice

my speaking.

Weduauwarlumsnanwdingwrsnganuihduaismis

d' = 9
aulumsinuavosdu

27. When | am failing in speaking a foreign language, it
means that | don't have enough talent in language

learning.*

Weduaumallumsnenmsingumanganudull

AnuaInsaliieanelunisssunw

28. When | am failing in speaking a foreign language, it

means that it is fruitless to practice speaking.*

dedudumailuniswaniwsdingununeanuinnistinyaldl
Hal

29. When | couldn't do a difficult foreign language
speaking task, | will try to find what makes me unable

to do it.

dedulianmnsaviaunaniwsanguiients duasnenenu
wheglailidulidannsavile

30. | feel good when | receive corrective feedback and
criticisms on my speaking performance because they

make my speaking better.

duidnflelasudaiaueuuzuaziinsaliesiunmmaves

sumszduilinisynvesiuavy

31. Even if | don't have talent in speaking a foreign

language, | try to seek strategies to practice speaking.

winduarlifmnuansalumsmeniwdangudunengny
NIBRNYA

32. When | couldn't do a difficult foreign language
speaking task, it probably means that the task is

beyond my level *

Weduldansavhnuyaniwndinguienls e1avneay

TNULUAUTEAUYD AU

33. | don't like corrective feedback and criticisms because
it suggests that | am not good at speaking a foreign

language *

fuliivaudalauanuzuazainnsalinsesunansiiiuindu
Lindlunsnaniwdingy

34. Trying new leaming strategies is a waste of time if | do

not have talent in speaking a foreign language.*

msaeddnagnsniaiieuilval 9 Wunsdenardduldd
WIAITIAUNIHAN TSNy

35. 1 am eager to speak a foreign language in my class.

funsedoIeuiinsynniusaingulutuseuvesiu

36. | feel comfortable when | speak a foreign language in

front of my teacher and classmates.

duidnaueladleduynniusingusenthaguaziitousudu
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Statements of Q-set

37. 1 don’t worry that | may make some mistakes when |

speak a foreign language.

fufinaidueavianaaiiedunnn1usingy

38. Even if people don’t understand when | speak, | am

not afraid to speak a foreign language.

winuoralidlaiduna dulindinagyaniundngy

39. | am afraid to speak in my foreign language classes.*

dundinvsyalutussunwdingy

40. | feel nervous when | have to speak a foreign

language in front of my teacher and classmates.*

duidnuszmilliedemanimdingurentajuaziiieousiu

JU

41. I worry of making mistakes when | speak a foreign

language.*

fuinaneiumaiRanaadlsduanw&ngy

42. | am afraid people will not understand me when |

speak a foreign language.*

dundriauaglivihladudedunaniwdingy

B. Q-sorting sheet for 42 statements

Disagree Neutral
Agree
-4 -3 -2 -1 0 1 2 3 4
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Expert Validation for Semi-structured Interview Questions

Semi-structured Interview questions IOC| Comments and
Suggestions
Definition
1. How do you define language intelligence? 50 | Uyeyndaniwn
iudienwddn anuaaanenY) 11eesls
2. What about foreign language speaking ability, how do you define it? 1 | Asudeazendmsu
yullenuedn anuansalunsanwsszng egidls aunouiilallfinon
§7
3. How does language intelligence relate to speaking performance? 1 | Aoudeazendmsu
Wufad AnveatasnsiianuduiusiungAnssunisnegials aumeuilildisson
#7
(follow-up) 3.1 What other factors contribute to speaking performance? 1 | sndegratadeding
viuAnhitedelathaiidmareng@inssunsyauesvinu
(follow-up) 3.2 How important are these factors to speaking performance? 1
viuAnd ﬂa%’améwﬁuﬁmmﬁﬁmawqaﬂiiumswﬁamﬂs
4. What do you think about failures in general? 1 | duveadeserls
Tagviluud viuAnegislsiunruduman
5. How do you tend to react to setbacks or failures? 1 |Tend do-fluuali

udanisiuanuduwiaiagials

Mindset and change in mindset

6. Do you think someone can change language intelligence level? 1 |Wderoutnnsslan
YA AustanusaUasuulasmuaatanianvvesnueslaviol anvvnaniundily
REERILIIRIEN
7. Do you think someone can change foreign language speaking ability? .50
YIUAAIN ﬁummmmLU?&JuLLUadmmmmmiumivgmmwwmﬂiwmaﬂmmaﬂﬁ
el
8. Please describe how you came to believe this. .50 L“?'Jlawiu‘fl’ 9199%
Wsnosueimitluvindadaanudonui wWasududed
annsadsu.
8.1 Have you always thought this way? 1 USzLﬁu@ﬂ'awﬁ"N
hudnguihnaueniel 9393900
(Follow-up: Yes) 8.1.1 How did this belief develop? 1 USzLﬁu@ﬂ'awﬁ"N
vhudnd audeiiinnels 9393900
(Follow-up: No) 8.1.2 In what way did your beliefs change? 1 | erwdetesls
mnudevewiuUdsuuladlegls
(Follow-up: No) 8.1.3 When did your belief change? 1
mnudevewihuiUdsuuaniioln
(Follow-up: No) 8.1.4 Why did your beliefs change? (What happened that caused 1 ﬁu@mnﬁwmau
the shift?)
hlumndeveninudavasuwas Wsnssymgnisaliineliinaudeuniag)
Domain-specific mindset: Foreign language speaking mindset
9. Do you think that foreign language speaking abilities differ from general language 1

intelligence? How?
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Semi-structured Interview questions IOC| Comments and
Suggestions
uAndAnuaansaluM A iwsEnalin e urieuanei9INANLRAA
manwnseld agsls
10. How did you come to believe that? 1
viluvihudednuil
10.1 Have you always thought this way? 1
vhudnwuihnaneniels
(Follow-up: Yes) 10.1.1 How did this belief develop? 1
huAad eudeiiinaneyls
(Follow-up: No) 10.1.2 In what way did your beliefs change? 1
audevesiuudsuutasldosdls
(Follow-up: No) 10.1.3 When did your belief change? 1

muevewinulasunlasilals

Total

93
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APPENDIX F

A. Pearson’s Correlation (Stage 1)
Relationship of Language Mindset and Foreign Language Speaking Mindset (Stage 1)

Measure 1 2
3. Language mindset Pearson’s r —
p-value —
4.  Foreign language speaking mindset Pearson’s r 468" —
p-value <.001 —

** Correlation is significant at the 0.01 level (2-tailed).

B. Pearson’s Correlation (Stage 2)
Relationship of the Language Mindset, Foreign Language Speaking Mindset, and

Foreign Language Speaking Performance

Measure 1 2 3 4 5
1. LM Pearson’s r —
p-value —
2. FLSM Pearson’s r 49T7** —
p-value .001 —
3. EOA Pearson’s r 123 .243 —
p-value 439 122 —
4. MPOG Pearson’s r .310% 291 .109 —
p-value .046 061 492 —
5. PRFS Pearson’s r .400** .352% 418** .353* —
p-value .009 022 .006 .022 —
6. SP Pearson’s r -011 .041 232 -175 123
p-value 947 .796 139 .268 .436

*. Correlation is significant at the 0.05 level (2-tailed).
**_Correlation is significant at the 0.01 level (2-tailed).

C. Paired Samples T-Test of Speaking Performance Between Pre- and Post-

Intervention

Paired Samples

Mean S.D. t Significance Effect Sizes

One-Sided p Two-Sided p Cohen'sd  Hedges' correction

Post speaking test 1293 1.31
Pre-speaking test 9.02 1.26 19.147 <.001* <.001* 2.95 2.90

Asterisk Indicates Significance
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APPENDIX G

Excerpts from Guided Journal

1. The Strategies Used Related to Language Mindset

Beliefs

Excerpts from Guided Journal

1. Growth belief
- Active strategies:
- Use tools
- Try new strategies
- Engage in problem solving
- Pay attention to class

- Try to understand lesson

“I think | have growth mindset because | don't limit my
abilities and believe that | can master foreien language. | think
that to learn is to put on effort in practicing. So that we will be
able to speak and write a foreign language” (GJ15)

“Practice and effort lead us to improvement. Always believe
that we can get better.” (GJ17)

“No one is good at things since we were born. It needs effort
to learn.” (GJ28)

1. Fixed belief
Active strategies:
- Do self-monitoring and problem
solving
- Use tools
- Seek help from peers and teachers
- Try to understand lesson
- Practice speaking a foreign language
Challenges Avoidance
- Avoid difficult tasks
Emotional responses

- Experience negative emotions

“Sometimes | am afraid of language learning but sometimes |
am not. When | face some difficulties, | feel disheartened but
when | can overcome them, | feel great.” (GJ1)

“I'am not confident in myself and | pressure myself a lot so
sometimes | get worried a lot when [ learn and speak a foreign
language.” (GJ8)

“I think | have a fixed mindset. | can learn but it is difficult. |
am not good at English, | can understand basic sentence. | think
having these abilities makes it difficult to learn English.” (GJ10)

Both beliefs
1. Active strategies: Put effort on extra
study
2. Challenges Avoidance

“I'am in between growth and fixed mindset.” (GJ2)

“I have a mixed mindset. When | encounter
difficulties/challenges | don't want to learn. Having growth
mindset encourages me to put on effort like Lisa (the example
from the video).” (GJ12)

“Although one may adopt a fixed mindset, one also can
adopt growth mindset. Although | am not good at English and
sometimes it is useless to try. But don't be afraid, | will always
have a chance to learn.” (GJ13)

2. Language Learning Strategies Related to Effort

Strategies

Excerpts from Guided Journal

1. Self-monitoring “Go back and see what the problems are and try to improve those points.” (GJ1)

“I practice, | find what are the mistakes and try to fix them” (GJ18)

“I find the way to make myself understand. For example, if pronunciation is the
problem, | will search how to pronounce the correct sound on the internet. If grammar
is the problem, | will search about grammar rules on the internet.” (GJ28)

2 Practice “I practice pronunciation of the vocabulary.” (GJ2)

(GJ35)

“I try to speak following my sense, without worrying of making a mistake. | will not
worried about what | have spoken out.” (GJ13)
“I practice my pronunciation, and | jot down how to pronounce each difficult word.”

3. Utilizing tools “I search on Google to find the correct pronunciation.” (GJ6)

(GJ30)

“I use the application to listen to how the words are pronounced. Watch the video
to learn how to pronounce the words.” (GJ17)
“I use Google translate to help teaching me pronunciation and | repeat after it.”
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Strategies

Excerpts from Guided Journal

4. Self-study

“I look up for vocabulary and look up for the correct pronunciation of the words on
the internet.” (GJ9)

“I will try to search on the intemet to find how to pronounce the words and write
down on each vocabulary.” (GJ23)

“I will search how to pronounce the correct sound and the grammar rules on the
internet.” (GJ28)

5.Seeking help
from others

“I will ask my friends who are good at English and ask them about the points to
improve.” (GJ15)

“I ask the persons who are good at English.” (GJ17)

“I ask my friends or search on the internet.” (GJ20)

6. Avoiding
problems/

challenges

“I will avoid the problems.” (GJ11)
“I will skip it or following my friends.” (GJ12)
“I speak in English with soft voice or stay quiet.” (GJ36)

3. Attribution

of Failures in Foreign Language Speaking

Cause of Failures

Excerpts from Guided Journal

1. Lack of effort

“It's because | haven't try hard enough, so | become more determine and practice
more often.” (GJ7)

“It's because | don't like English subject and | don't put on effort in speaking English,
so [ will try to put on effort so that | will acquire speaking skills and will be able to
communicate in English. So that | have speaking skills and can utilize it when
necessary.” (GJ13)

“I put on not enough effort and attention so | watch videos, read book about self-
improvement.” (GJ30)

2. Lack of linguistic

knowledge

“I don’t know vocabulary so | try to study more vocabulary.” (GJ1)

“I don't have enough basic knowledge in language, so | focus on learning grammar
because | think grammar is basic knowledge of language.” (GJ2)

“It is because | don't understand grammar, so | try to speak and try to make my
partner understand me although it is not grammatical correct.” (GJ15)

3. Lack of practice

“I think it's because | barely use English in daily life so | don't get used to speaking
English.” (GJ5)

“It's because | don't practice, so | start learning English by myself on the internet.”
(GJ12)

“I haven't practice enough so | go back and study more about how to make a correct
pronunciation.” (GJ33)

4. Lack of

confidence

“I am being too nervous, so | try to slow down and thinking of how to say things in
English.” (GJ6)

“it's because | lack abilities and not confident so | practice by speaking repeatedly.”
(GJ22)

“I lack confidence, so | practice more and try to apply knowledge to use in daily
life.” (GJ31)

5. Difficulty level of
the lessons

“It is too difficult for me, so | don't pay much attention.” (GJ10)
“it is too difficult, so | play games.” (GJ14)
“I think that it is difficult, so | study more from the basic lessons of English.” (GJ34)

6. Lack of Talent

“it's because | lack abilities and not confident so | practice by speaking repeatedly.”
(GJ22)
“I am not good at language, so | practice my pronunciation.” (GJ36)
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Goals

Behavior

Excerpts from Guided Journal

1. Able to communicate in a
foreign language in daily life.
(mastery goal)

2. Able to pass Exit English
Examination/English Test.

(performance goal)

3. Possess speaking skills
applicable to the future

workplace. (mastery goal)

1. Participation in the
classroom activities

“I sometimes can perform or can't
perform because | am always nervous.
However, | have courage to speak.
Although | make some mistakes, | try to
speak.” (GJ1)

“I' always listen carefully and try to
repeat after because it can help me to
pronounce the words correctly.” (GJ17)

“I' always be a good listener first, and
try to speak in English as much as | can
because | want to encourage myself to
be confident so that | learn language,
able to listen to English and understand,
able to write in English.” (GJ28)

1. To improve language
competence. (mastery goal)

2. Able to communicate in a
foreign language in daily life.
(mastery goal)

3. Possess speaking skills
applicable to the future

workplace. (mastery goal)

2. Expressing discomfort during
participation in the

classroom activities

“I'always feel anxious because | afraid
of making mistakes like using the wrong
words.” (GJ11)

“I'always afraid because | afraid that |
speak English and | dont
understand English.” (GJ14)

“I am nervous because | am not good

can't

at English, and | am afraid of forgetting
vocabulary.” (GJ35)

1. Possess confidence in foreign
language speaking. (mastery
goal)

2. Get a good grade.

(performance goal)

3. Avoiding participation in
classroom activities

“l'always avoid participating in
speaking activities because | always have
anxiety and lack of confidence.” (GJ8)

Mastery goal=focus on developing competence, learning, and skill improvement.

Performance goal=focus on demonstrating competence or ability relative to others. (Hulleman, Schrager,

Bodmann, & Harackiewicz, 2010)

5. Emotions Related to Failures and Mistakes in Foreign Language Speaking

Aspects Emotions

Definition and Excerpts from Guided Journal

Positive Enjoyment

Enjoyment referred to when the participants expressed joy and
engagement in foreign language speaking activities even though they
made mistakes.

“It's fun, the more | make mistakes the more I learn.” (GJ2)

“I'enjoy it, sometimes | am shy, and | also feel confidence.” (GJ13)

Confidence

Confidence referred to when the participants expressed confidence
when they made mistakes during speaking a foreign language in
classroom activities. The excerpt of GJ13 showed this emotion.

“I enjoy it, sometimes | am shy, and | also feel confident.” (GJ13)

Neutral Feeling Neutral

Feeling neutral referred to when the participants didn’t express

emotions when they made mistakes but rather expressed

understanding that mistakes are a part of learning process.

“It's OK, I just don't get enough practice.” (GJ5)
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Aspects

Emotions

Definition and Excerpts from Guided Journal

“It's a lesson that | can use to improve myself.” (GJ17)

“I think it's normal, we all can make mistakes.” (GJ29)

Negative

Sadness

Sadness referred to when the participants expressed sadness when
they made mistakes in foreign language speaking. The students
responded differently when they experienced this emotion.

“I feel a little bit down, but | will try to practice pronouncing the
words correctly.” (GJ7)

“I feel resentful why | can't do it and | feel anxious.” (GJ8)

“| feel down and don't want to speak in English.” (GJ28)

Shyness

Shyness referred to when the participants expressed shyness when
they made mistakes when speaking a foreign language during
classroom activities.

“I feel a little bit shy.” (GJ6)

“I feel shocked and a little bit shy.” (GJ15)

“I am embarrassed and worry about my speaking.” (GJ35)

Disheartenment

Disheartenment referred to when the participants expressed
disheartened after making mistakes in foreign language speaking.

“I feel disheartened, but | have to try.” (GJ10)

“I am disheartened but it makes me know my mistakes, to learn
and get better from them.” (GJ18)

“| feel disheartened sometimes.” (GJ32)

Worry

Worry referred to when the participants expressed worry of making
mistakes in foreign language speaking because they are afraid of
negative judgement from other people.

“I worry of my peers' and other people's judgement.” (GJ16)

“I am worried and quiet.” (GJ34)

“I am embarrassed and worry about my speaking.” (GJ35)

Lack of confidence

Lack of confidence referred to when the participants expressed
insecurity after they made mistakes in foreign language speaking.
“I lack confidence.” (GJ31, GJ37)

Fear

Fear referred to when the participants were afraid of making mistakes
in foreign language speaking. This emotion led the students to show
avoidance during classroom activities.

“I am afraid, then | will just mumble because | will feel that |

can't speak, and | lack confidence in speaking English.” (GJ12)

Stress

Stress referred to when the participants expressed stress when they
made mistakes in foreign language speaking.
“I am stressful, and | feel bad.” (GJ19)

Surprise

Surprise referred to when the participants were unexpected of making
mistakes in foreign language speaking. This emotion co-occurred with
shyness.

“I feel shocked and a little bit shy.” (GJ15)

Nervo

usness

Nervousness referred to when the participants were nervous when they
made mistakes in foreign language speaking.

“l was nervous.” (GJ4)
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Self-Regulatory Tendencies

Self-Regulatory
Tendencies

Definition and Excerpts from Guided Journal

Proactive strategies

1.1 Learning from
mistakes

Learning from mistakes referred to when the students recognized that they have made
mistakes in foreign language speaking and they learn from the mistakes.

“I will go over it and learn from mistakes.” (GJ13)

“I go over them and then find a strategy to handle them.” (GJ16)

“I go back and review what | have done wrong and how to make them better.”
(GJ33)

1.2 Practice

Practice referred to when the students repeatedly speak in a foreign language to
improve their speaking abilities.

“I try to use English in my daily life.” (GJ15)

“I speak about the topics that are challenging repeatedly so that | can learn.”
(GJ27)

“I try to practice speaking, listening to music. Sometimes, | watch movies.” (GJ28)

1.3 Seeking new

strategies

Seeking new strategies referred to when the students try to employ new strategies to
learn and improve their foreign language speaking skills.

“I go over them and then find strategies to handle them.” (GJ16)

“I try again by setting specific goals.” (GJ21)

1.4 Seeking help
from peers

Seeking help from peers referred to when the students asked for assistance from their
friends to learn and improve their foreign language speaking skills.
“I ask my friends and study more.” (GJ34)

. Emotion regulation

Emotion regulation referred to when the students influence their emotions,
experience, and express their emotions related to foreign language speaking.

“I think positively that | can utilize them to learn and improve. Practice more.”
(GJ17)

“Accept failures and mistakes and learn from them.” (GJ30)

“I try to be relaxed and after that | go back to practicing.” (GJ38)

. Attribution of

failures and

mistakes

Attribution of failures and mistakes referred to when the students ascribed the cause
of failures and mistakes in foreign language speaking.
“I think that | don't practice enough.” (GJ23)

a.

Ignorance

lsnorance referred to when the students chose to ignore or avoid challenging speaking
tasks.

“I ignore it. | have done my best at that time.” (GJ8)

“Avoid challenges and let them ¢o.” (GJ36)

7. Perception of Feedback

Perception

Definition and Excerpts from Guided Journal

1.

An indication of
area for

improvement

An indication of an area for improvement referred to when students viewed that
feedback indicates that they could improve.

“Feedback is what tell us where we make mistakes.” (GJ10)

“Feedback is a tool that guides me to know what | have done wrong, where |
can improve and how.” (GJ17)

“Feedback is a tool that guide me to know how much | can improve.” (GJ20)

2.

A driving force

A driving force referred to when the students thought of feedback as a driving force

to improve their foreign language speaking.
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Perception

Definition and Excerpts from Guided Journal

“Driving force to improve myself.” (GJ1)
“A good driving force if it is not to strong.” (GJ2)
“What make me wants to improve.” (GJ4)

. An indication of
ability

An indication of ability referred to when the students viewed that feedback indicates
their foreign language speaking abilities.
“What make us know the level of our abilities in English speaking.” (GJ3)

. A threat to
emotions

A threat to emotions referred to when the students thought of feedback as harmful
comments.

“Things that make me worry and overthinking.” (GJ34)

Influence of Feedback on Foreign Language Speaking

Dimensions Definition and Excerpts from Guided Journal
. Tools for Tools for improvement referred to when the students reported that feedback affected
improvement them to recognize area for improvement, hence they tried to improve their foreign
language speaking by using it as an instrumental to their learning.
“I can bring feedback to improve my deficiency points in foreign language
speaking.” (GJ3)
“Feedback helps me see points to improve about English speaking.” (GJ20)
“Feedbacks make me see my weakness.” (GJ24)
. Encouragement Encouragement referred to when the students reported that feedback encouraged

them to learn and improve their foreign language speaking abilities.
“I can get better.” (GJ4)
“Feedback makes me feel that | have hope in language learning.” (GJ12)
“Feedback makes me think that | have to practice more and prepare myself
more.” (GJ16)

. Indicators of

current ability

Indicators of current ability referred to when the students reported that feedback
affected them to perceive their current foreign language speaking performance.
“Feedback makes me think that | am not good at English.” (GJ11)

“Feedback is what makes me think | am not good at English, but | get driving force from
feedback.” (GJ13)

“l am stupid and don't have enough language ability, however, | don't get
disheartened.” (GJ28)

Emotional Experience Before Foreign Language Speaking Activities

Emotions Definition and Excerpts from Guided Journal
Positive
Enjoyment “I enjoy learning, so | enjoy participating learning language.” (GJ30)
Confidence “Fun. When | have fun, | feel confident to speak. | feel a little bit
nervous when | have to speak English.” (GJ2)
Neutral
“I feel nothing, so | don't pressure myself.” (GJ27)
Negative
Nervousness “I feel that | need time for preparation because | don't know much
Worry vocabulary. | am nervous when | have to speak English.” (GJ21)




206

Emotions

Definition and Excerpts from Guided Journal

Lack of confidence

Pressure

Fear of making mistakes

Anxiety
Boredom
Dislike
Embarrassment

Uncomfortable

“I feel worried and lack confidence. These make me think it (foreign
language speaking) is difficult, and | don’t want to participate in learning
activities.” (GJ10)

“I'am shy, not confidence, worried that | will make some mistakes.”
(GJ3)

“Worry and pressure. They influence me to not to be myself, afraid
of making mistakes, worry that | will not be able to speak.” (GJ8)

“I pressure myself, but | try my best. It makes me lack confidence in
speaking English.” (GJ37)

“I am afraid | will make mistakes (say the words incorrectly) so |
afraid to speak English sometimes or every time when | have to speak
English in the classroom.” (GJ12)

“I am panic and sweat, it influences me to lack confidence.” (GJ4)

“I am bored, so | don't pay attention to lesson in class.” (GJ28)

“I dislike it because | can't speak English and | can't order words into
sentence in English, it influences me to be embarrassed when | have to
speak English, but | also enjoy speaking.” (GJ13)

“I feel uneasy, so I always laugh when | speak English.” (GJ26)

10. Situation Triggered Students’ Negative Emotions

Emotion Situations Excerpts

Nervousness | ® Take a speaking “When [ take speaking test and when | have to speak in front of
test. the class, I am afraid and nervous, they make me can't speak
Speak a foreign English.” (GJ8)
language in front of “When | have to talk with foreigners, | feel nervous, it makes me
classmates. stammer when | speak.” (GJ4)
Speak with “When | receive feedback, | feel nervous. It makes me stumble.”
foreigners. (GJ5)
Receive feedback. “When | can't put the word into correct order and when | don't
Unable to produce | understand the meaning of what | say or hear, | feel nervous. It
a speech. makes me silent, or can't keep on speaking English, even though it's
Unable to answer a simple word. | can answer to some questions.” (GJ12)
questions in a “When | make mistakes or when people comment, | feel
foreign language. nervous. It makes me stammer when | speak.” (GJ36)
Make mistakes.

Fear Take a speaking “Speaking test. | am afraid. It makes me stumble when | speak.”

test. (GJ11)
Speak a foreign “When | have to answer the questions in front of class, | am
language in front of | afraid. So, I lack confidence.” (GJ23)
classmates. “When | can’t answer questions in English, | am afraid and
Unable to answer nervous.” (GJ13)
questions in a
foreign language.
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Emotion Situations Excerpts
Lack of ® Take a speaking “When | have to speak in front of the class, | lack confidence.”
confidence test. (GJ18)
® Speak a foreign “I lack confidence when | have to answer the questions in front
language in front of | of class.” (GJ22)
classmates. “When | have to take a speaking test and unable to control my
nervousness, | lack confidence. It makes me overthink because | will
think of the vocabulary to convey what | think.” (GJ28)
Boredom e Participate in “When I participate in classroom activities, | feel sleepy and
classroom activities | lazy.” (GJ37)

11. Emotion Regulation and Foreign Language Speaking

Emotion regulation

strategies

Excerpts from Guided Journal

1. Rumination

“I can't calm my worry about speaking because | am afraid, and | think that |
can't speak English.” (GJ8)
“I always feel anxious, and | can't reduce the level of my anxiety.” (GJ11)

“I always stress myself out because fear of making mistakes.” (GJ35)

2. Suppression

“I always feel worried, but | try to reduce the level of worrying by sighing.” (GJ4)
“I don't worry when | speak English.” (GJ27)

3. Situation selection

“I reduce my worries by practicing speaking more and take time before | speak
English.” (GJ6)

“I choose to stay quiet before | get back to the lessons.” (GJ12)

“I eat snacks and think positively.” (GJ19)

4. Situation “I always feel worried but I try to build confidence.” (GJ2)
modification “I laugh to relieve my nervousness.” (GJ26)
“I breathe in-out deeply and calm myself down.” (GJ30)
5. Attention “I'try to reduce my anxiety by focusing on the activities. Whatever the results
deployment come out, | accept it because | have tried my best.” (GJ10)

“I do mindfulness and e¢radually adjust myself to understand my anxiety.”
(GJ16)
“I pay attention and being mindfulness.” (GJ29)

6. Reappraisal

“I try to tell my self to keep on learning and | can do it.” (GJ1)

“I try to reduce my worry by cheering myself up and think that | speak with my
close friends.” (GJ9)

“I try to speak and tell myself that you can get better if you get the nerve up to
speak English.” (GJ18)
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Excerpts from the Semi-structured interview

Change in Thai Undergraduate Students’ Foreign Language Speaking Mindset

Change and Factor Influenced Change

Cognitive Cognitive change referred to the state that individuals use abstract reasoning in
development understanding the world (Huitt & Hummel, 2003).
1.Recognizing the “It can change because none of us originally knew English. They can still learn it,
importance of so why can't I. When | was a child, I didn't think it can change. | didn’t think English
foreign language was important. | were just primary school kids; | didn't know how necessary it was. It
speaking changed around Grade 6, | think. I just felt like | wanted to understand. My primary

school didn't teach English, so | started practicing, memorizing exercises, and
vocabulary on my own, like ABCs. The point that made me want to learn English was
when | watched reaction videos. | was a fan, and when a new song came out, |
wanted to know what people thought about it.” (P1)

“I'only started thinking this way during my serious studies in university. It might be
because, in university, | felt that | wasn’t good enough yet. | realized that English
proficiency would affect my future studlies and work, making me want to improve
myself.” (P11)

“I started thinking this way around the time | was preparing for university. When |
was younger, it felt difficult. | made a lot of mistakes and saw others who were
better, so | didn’t feel like speaking much. Approaching adulthood made me think
more about my future. | feel good about wanting to improve myself and being more
confident than before.” (P16)

Fluctuation Fluctuation referred to the unstable state of foreign language speaking mindset among

students which occurred after receiving feedback or encountering challenging

situations.
2.Teachers’ feedback “My primary school wasn't very good; we just memorized vocabulary. Elderly
3.Challenging people would make snide remarks about my English. But in high school, I changed
situations my mindset and ignored those comments. | felt it was a shame | couldn't speak

English well. | wanted to talk to artists and communicate in English. There was a
time during my English studies when | couldn't do well on exams. At that time, | think
my speaking abilities can’t change. But |-enjoy playing English games and chatting
with friends in English, which makes me more comfortable with the language. There
was a time during university when | could answer questions in class. The teacher said
we didn't need to translate entire sentences, just understand the key words. This
made me more confident.” (P8)

“Speaking abilities can change. If we are diligent, we can speak better. | haven’t
thought this way since childhood. In my childhood, | was in a private school with
foreign teachers. My language knowledge wasn't much because my kindergarten
teacher was Thai. When | moved to elementary school and encountered foreign
teachers, | didn't understand what they were teaching and thought | couldn't do it.
There was a female foreign teacher who, when | couldn't do it, would say, "Hey,
you're so dumb," in English. Around grade 9 or 10, second term. The teacher asked us
to speak English, and | spoke incorrectly with the wrong accent. They said, "You've
studied for so long, why can't you speak yet?" which made me feel bad about
myself.” (P13)
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Change and Factor Influenced Change

“I just thought about it myself and realized it can change. There was a time |
thought my ability couldn’t change, but not for long. When | got lower scores than
my friends in English tests, | briefly thought maybe | wasn’t ¢ood enough.” (P10)

“With practice, it can change a lot. In high school, | felt that | couldn’t improve
my English speaking because | failed exams and scored very low. My mindset
changed in university because of my friends. They influenced me a lot. Watching
videos about mindset, they gsave me many new perspectives.

It made me want to improve myself, like the three people in the videos you
showed us.” (P17)
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