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Abstract 
 

Background: Prior research has shown teachers’ goal orientations to influence classroom goal structures 
(Retelsdorf et al., 2010) and to also impact their emotions (Schutz et al., 2007). However, empirical research 
evaluating possible causal ordering and mediation effects involving these variables in teachers is presently lacking.  

Aim: The present six-month longitudinal study investigated the relations between varied motivational, 
behavioral, and emotional variables in practicing teachers. More specifically, this study examined the reciprocal, 
longitudinal relations between teachers’ achievement goals, classroom goal structures, and teaching-related 
emotions, as well as cumulative mediational models in which observed causal relations were evaluated. 

Samples: Participants were 495 practicing teachers from Canada (86% female, M = 42 years). 
Methods: Teachers completed a web-based questionnaire at two time points assessing their instructional 

goals, perceived classroom goal structures, achievement emotions, and demographic items. 
Results: Results from cross-lagged analyses and structural equation modeling showed teachers’ 

achievement goals to predict their perceived classroom goal structures that, in turn, predicted their teaching-related 
emotions. 

Conclusions: The present results inform both Butler’s (2012) theory on teachers’ achievement goals and 
Frenzel’s (2014) model of teachers’ emotions in showing teachers’ instructional goals to both directly predict their 
teaching-related emotions as mediated by their use of classroom goal structures. 

 
Keywords: Teacher motivation, goal orientations, classroom goal structures, emotions  
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Teachers’ Goal Orientations:  
Effects on Classroom Goal Structures and Emotions 

 
Recent studies have consistently shown discouragingly high attrition rates for teachers internationally 

(OECD, 2005; Schleicher, 2011) including the U.S. (30-50%; DeAngelis & Presley, 2011), U.K. (~40%; Kyriacou 
& Kunc, 2007), Canada (20-40%; Houlfort & Sauvé, 2010), and Australia (~30%; Australian Education Union, 
2006). Findings further show notably high burnout and occupational stress among practicing teachers (Klassen & 
Chiu, 2011; Stoeber & Rennert, 2008) as well as their associated consequences including low levels of intrinsic 
motivation and job satisfaction (Caprara, Barbaranelli, Steca, & Malone, 2006; Moe, Pazzaglia, & Ronconi, 2010). 
As such, significant educational research over the past two decades has examined motivation-related issues 
surrounding teacher maladjustment with respect to psychological factors (e.g., self-efficacy, personality traits; 
Jepson & Forrest, 2006; Wang, Hall, & Rahimi, 2015) as well as contextual classroom variables (e.g., student 
achievement, administrative support; Borg & Riding, 1991; Wayne & Youngs, 2003).  

Research on the emotions experienced by teachers concerning classroom instruction further shows them to 
be not only a critical component of their overall psychological well-being, but also an important predictor of quitting 
and job satisfaction (Hughes, 2001; Schimmack, 2008). However, despite the apparent practical importance of 
teachers’ emotions and well-being as important psychosocial predictors of turnover and workplace morale, these 
variables have received scarce research attention until recently. Thus, whereas educational researchers are 
increasingly calling for further study on the effects of teachers’ emotions and well-being on teaching and 
employment outcomes (e.g., Schutz & Zembylas, 2009; Schutz, 2014), published research in this area is notably 
limited as are elaborated theoretical frameworks to support these efforts. 

Concerning the specific emotions teachers experience in the classroom, Frenzel, Goetz, Stephens, and 
Jacob (2009) suggest that enjoyment, anger, and anxiety are most commonly experienced (Sutton, 2007; Sutton & 
Wheatley, 2003). Teachers who report higher levels of enjoyment in the classroom tend to report lower levels of 
burnout, occupational stress, as well as intentions to quit the profession (Jennings, 2011; Keller, Chang, Becker, 
Goetz, & Frenzel, 2014). Conversely, teachers who report higher levels of teaching-related anxiety and anger 
consistently report poorer levels of psychological well-being, stress, and burnout (Bullough, Bullough, & Mayes, 
2006; Chang, 2009; Hargreaves, 2004; Jennings, 2011; Keller et al., 2014; Sutton & Wheatley, 2003).  

With respect to the antecedents of teachers’ emotions, both student engagement and performance as well as 
teachers’ own motivational characteristics, such as the perceived accomplishment of one’s personal teaching goals, 
have been explored. For example, work by Sutton (2007) and Frenzel et al. (2009) suggests that teachers are most 
likely to experience anger when teaching goals are disrupted due to students’ problem behaviors. However, whereas 
studies have extensively explored the relationship between achievement goals and emotions in students (e.g., Pekrun, 
Elliot, & Maier, 2009; Pekrun, Cusack, Murayama, Elliot, & Thomas, 2014a; for reviews, see Huang, 2011; Senko, 
Hulleman, & Harackiewicz, 2011), there are surprisingly few studies exploring the relationship between goals and 
emotions in teachers. The current study addresses this gap by exploring the effects of an essential element of teacher 
motivation – teaching-related goal orientations – on their instructional behaviors and emotional experiences in the 
classroom. Furthermore, this study explores the relationship between the types of classroom goal structures provided 
to students by teachers in relation to both their teaching-related goal orientations and emotions. 

 
Achievement Goal Orientations in Teachers 

 
Theoretical Background 
 

Achievement goals are defined in seminal research by Ames (1992) as “the purpose of achievement 
behaviors” (p. 261). Although theoretical perspectives regarding achievement goals differ, there exists a general 
consensus in research with students concerning the importance of two types of achievement goals – mastery and 
performance goals – that can be achieved through approach vs. avoidance-related behaviors (e.g., a 2 x 2 framework; 
Elliot, 1999; Elliot & Murayama, 2008). Thus, whereas some individuals have a focus on learning by way of 
persistence (mastery-approach goals) or perfectionism (mastery-avoidance goals), others may prefer to focus on 
demonstrating competence through pursuing success (performance-approach goals) or preventing failure 
(performance-avoidance goals). Whereas the classification of students’ achievement goals has most recently 
expanded the differentiation between mastery and performance goals to include task-, self-, or other-focused goals 
(i.e., a 3 x 2 framework; Elliot, Murayama, & Pekrun, 2011), research on teacher motivation to date has applied the 
long-standing four-part approach (i.e., the 2 x 2 framework in which approach/avoidance is combined with 
performance/mastery resulting in four goal orientation types). 
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Following from work with students by Ames (1992) and Elliot (Elliot & Church, 1997), Butler (2007) 
argued that the school is not only a place for students to learn and achieve, but also an arena for teachers to 
demonstrate competence. Accordingly, Butler (2007) proposed a parallel framework for assessing teachers’ 
instructional goals consisting of four orientations (Butler & Shibaz, 2008). Teachers with mastery goals were 
hypothesized to focus on increasing their teaching competence, enjoying the teaching process rather than 
achievement. Conversely, ability-approach goals involve demonstrating teaching competence to others, with ability-
avoidance goals reflecting a focus on not appearing incompetent as compared to others. Finally, teachers with work-
avoidance goals are motivated to complete teaching tasks with minimal effort (for related goal frameworks, see 
Dickhäuser, Butler, & Toenjes, 2007 and Nitsche, Dickhäuser, Fasching, & Dresel, 2011). 

In a recent extension of Butler’s (2007) model, an additional teaching goals has been included, namely 
relational goals concerning classroom instruction. More specifically, the quality of the student-teacher interaction 
(e.g., teachers’ efforts to develop close relationships with students) was incorporated to address this often 
overlooked social component of instruction and teacher well-being (e.g., Butler, 2012). This inclusion of teachers’ 
efforts to develop supportive relationships with students as a goal construct also coincides with emerging 
achievement goal research on the role of social goals in students (e.g., Elliot, Gable, & Mapes, 2006; Ryan & Shim, 
2008). Further, social goals are directly consistent with recent efforts to examine the effects of interpersonal 
variables on instruction, such as autonomy support (e.g., Ciani, Ferguson, Bergin, & Hilpert, 2010; for review, see 
Ryan & Deci, 2009) and relatedness (e.g., Klassen, Perry, & Frenzel, 2012). 

 
Empirical Findings on Teaching Goal Orientations and Classroom Goal Structures 
 

Findings show teachers’ achievement goals to influence their classroom behaviors. For example, a study by 
Butler (2007) with Israeli elementary and secondary school teachers showed teachers with mastery orientations to be 
more willing to seek help when encountering difficulties, to perceive help-seeking as beneficial, and to prefer 
autonomous help-seeking that promotes competence. On the other hand, teachers endorsing ability-avoidance goals 
were less willing to seek help and tended to interpret help-seeking as threatening to their perceived competence. 
Finally, work avoidance predicted a more expedient style of help-seeking, with teachers preferring to have others do 
their work or regulate students’ behaviors for them (e.g., Butler & Shibaz, 2008). Recent research further shows 
teachers who endorse mastery goals to complete more professional development and be less likely to take sick leave, 
with an opposite pattern observed for teachers favoring work-avoidance goals (Nitsche, Dickhäuser, Fasching, & 
Dresel, 2013). 

Beyond the influence of teachers’ goals on their own behavior, teaching-related goals have also been found 
to predict classroom goal structures, defined by Midgley et al. (2000) as “the purposes for engaging in academic 
work that are emphasized in the classroom” (p. 16). Consistent with findings with Canadian pre-service teachers 
(Daniels, Frenzel, Stupnisky, Stewart, & Perry, 2013), a study by Retelsdorf, Butler, Streblow, and Schiefele (2010) 
showed Israeli teachers with mastery goals to use more instructional practices aimed at promoting mastery goals in 
students (e.g., recognizing individual progress). Recent work by Butler (2012) also found teachers who reported 
stronger social goals to report greater use of mastery-oriented classroom goal structures (e.g., rewarding effort and 
improvement), with teachers reporting more ability-approach goals reporting greater use of performance-oriented 
methods (e.g., rewarding the best work). Moreover, teachers who focused on social goals tended to believe social 
support to be an important component of teaching strategies (Butler, 2012). 

With respect to more in-depth examinations of the relationships between teachers’ achievement goals and 
classroom goal structures, Dresel, Fasching, Steuer, Nitsche, and Dickhäuser (2013) showed math teachers’ 
achievement goals to predict their students’ goal orientations, with classroom goal structures mediating this effect. 
More specifically, the effects of teachers’ achievement goals on those of their students (e.g., teachers’ performance-
avoidance goals on students’ performance-approach goals, teachers’ work-avoidance goals on students’ learning 
goals) were mediated by students’ perceived classroom goal structures (e.g., performance-approach, mastery 
structures, respectively). Retelsdorf and Gunther (2011) further found teachers’ achievement goals to influence 
classroom goal structures indirectly, with mastery goals predicting adaptive reference norms (i.e., comparing a 
student’s performance with earlier performance) that, in turn, predicted greater use of mastery-oriented classroom 
goal structures. In sum, teachers’ achievement goals predict both professional development and classroom behaviors, 
with the effects of teaching-related goals on emotional well-being remaining unexplored. 
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Teachers’ Achievement Emotions 
 

Theoretical Background 
 

Pekrun’s (2006) control-value theory of achievement emotions suggests a four-step causal model with 
one’s learning environment leading to cognitive appraisals involving subjective control and value that result in 
specific achievement emotions and learning behaviors (see Pekrun, 2006; Pekrun & Perry, 2014). Following from 
Pekrun’s theory on learner’s emotions, Frenzel (2014; Frenzel et al., 2009; see also Frenzel & Stephens, 2013; 
Frenzel, Pekrun, Goetz, Daniels, & Durksen, 2015) proposed an appraisal framework to similarly conceptualize 
teachers’ emotions. In this model, teachers’ perceptions of accomplishing their teaching goals elicit specific 
teaching-related emotions that impact their instructional behavior. If students’ behaviors are interpreted as contrary 
to the teachers’ instructional goals, anger and anxiety are expected. Conversely, when teachers appraise students’ 
behaviors as consistent with their teaching goals, enjoyment is expected. Frenzel’s (2014) model is thus directly 
consistent with related theoretical frameworks by Pekrun (2006) and Schutz (2014; see also Schutz, Cross, Hong, & 
Osbon, 2007) in suggesting that teachers’ emotions should impact classroom activities, albeit with a specific 
emphasis on teachers’ goals. However, this model differs from that of Butler (2007) concerning the 
operationalization of teaching goals, referring not to generalized goal types (e.g., mastery, work-avoidance, social 
goals) but rather to their perceived attainment (cf. goal conduciveness/congruence; Frenzel et al., 2015; Sutton, 
2007).  

 
Empirical Findings on Teachers’ Achievement Goals and Emotions 
 

Prior studies examining emotions in teachers have primarily explored the prevalence and influences of 
different types of emotional experiences, with a specific focus on the effects of teachers’ positive vs. negative 
emotions and frequency of specific emotions. For example, research by Frenzel (2014) suggests that enjoyment 
represents the most frequently experienced emotion, with teachers who reported greater enjoyment using more 
varied and creative teaching strategies, and demonstrating greater enthusiasm (e.g., Babad, 2007; Kunter et al., 
2008). Findings also show anger, and especially anxiety, to be less prevalent among teachers and correspond with 
lower teaching quality, less student support, and higher burnout (see also Chang, 2009, 2013; Keller et al., 2014). 

Despite the noted importance in empirical reviews and theories on the effects of teachers’ achievement 
goals on their emotions and behaviors in class, there is presently no published research on the effects of teachers’ 
goal orientations, and the goal structures they implement in class, on their teaching-related emotions. For example, 
recent goal-related research has shown teachers who experience classroom conditions congruent with specific 
instructional goals (i.e., goal conduciveness) to report greater teaching-related enjoyment and less anger (Becker, 
Keller, Goetz, Frenzel, & Taxer, 2015). However, the way in which different types of more global teaching goal 
orientations (Butler, 2007, 2012) and corresponding classroom goal structures (e.g., mastery vs. performance-
oriented instruction; Retelsdorf et al., 2010) impact emotional well-being in teachers has yet to be empirically 
examined. 

 
Study Overview  
 

As outlined above, given that previous research has not examined the influences of teachers’ goal 
orientations and classroom goal structures on teachers’ emotions, the current study attempted to address this 
research gap through a longitudinal examination of these variables affording comprehensive cross-lagged and 
mediational SEM analyses of theory-informed study hypotheses. As such, the present study aims to provide a clearer 
perspective on how motivational variables impact instruction and emotional well-being in teachers as well as to 
inform the development of existing theories on teacher motivation (goal orientations; Butler, 2007, 2012; emotions; 
Frenzel, 2014; Frenzel et al., 2009) and interventions for teachers in which emotionally adaptive motivational 
orientations are encouraged. 

 
Hypothesis 1: Teaching goal orientations predict classroom goal structures and emotions. Teachers’ 

achievement goal orientations were expected to predict their classroom goal structures and emotions. More 
specifically, teachers reporting more adaptive goal orientations (i.e., mastery goals, social goals) were expected to 
report greater use of mastery-oriented teaching methods, fewer performance-oriented teaching methods, and more 
teaching-related enjoyment. Conversely, teachers endorsing maladaptive goal orientations (i.e., ability goals, work-
avoidance goals) were expected to report more performance-oriented teaching techniques, fewer mastery-oriented 
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techniques, and experience stronger negative emotions (i.e., anxiety, anger). These hypotheses are consistent with 
prior studies evaluating teachers’ goal orientations as antecedents of instruction, help-seeking, and student 
motivation (Butler & Shibaz, 2008; Retelsdorf et al. 2010). The proposed ordering of goals predicting emotions is 
also consistent with research with students (e.g., Pekrun et al., 2009, 2014a) and on teaching goal conduciveness 
(Becker et al., 2015; Frenzel, 2014; Frenzel & Stephens, 2013; Frenzel et al., 2009, 2015). 

 
Hypothesis 2: Teaching-related emotions predict classroom goal structures. Teachers’ reported 

emotions in the classroom were expected to predict their subsequent instructional behaviors (classroom goal 
structures), with greater teaching-related enjoyment predicting more mastery-oriented and fewer performance-
oriented techniques, and greater anger and anxiety predicting more performance-oriented and fewer mastery-
oriented techniques. This hypothesis is consistent with the appraisal theory by Frenzel (2014) in which teaching-
related emotions are hypothesized to predict instructional methods, and research showing teachers’ emotions to 
predict teaching behaviors (e.g., Babad, 2007; Kunter et al., 2008). 

 
Method 

 
Participants and Procedures 
 

Practicing teachers (N = 495) from the Canadian provinces of Ontario and Quebec were recruited through 
teacher unions and school principals to complete a web-based questionnaire. The sample was composed of teachers 
from primary schools (52.0%, n = 245), secondary schools (41.8%, n = 197), and junior colleges (e.g., grades 12/13; 
6.2%, n = 29). The mean age of teachers was 41.43 years (SD = 9.73), 85.9% were female, and most held a 
bachelor’s degree (72.9%) or a master’s degree (24.2%). The mean years of experience in the teaching profession 
was 13.00 (SD = 8.72). Teachers completed the questionnaire first in the winter semester and again in the fall 
semester six months later.  

 
Study Measures 
 

Teaching goal orientations. Butler’s (2007, 2012) self-report scales assessing five types of instructional 
goals were used in the present study. The first four scales consisted of reduced two-item English versions of 
measures from Butler (2007) and assessed teachers’ perceived instructional success in terms of mastery goals (rt1/t2 
= .56/.63; e.g., “I learned something new about teaching or about myself as a teacher”), ability-approach goals (r t1/t2 
= .54/.56; e.g., “My classes did better than those of other teachers on an exam”), ability-avoidance goals (r t1/t2 
= .51/.40; e.g., “No one asked a question that I could not answer”), and work-avoidance goals (rt1/t2 = .48/.60; e.g., 
“The material was easy and I did not have to prepare lessons”). Additionally, teachers’ social goals were assessed 
using a recent four-item scale from Butler (2012; α t1/t2 = .82/.84; e.g., “I would feel most successful as a teacher if I 
saw that I was developing closer and better relationships with students in my classes”). All items were rated on a 5-
point Likert scale (1 = do not agree at all and 5 = agree completely).  

 
Classroom goal structures. Midgley et al.’s (2000) questionnaire assessing teachers’ mastery-oriented vs. 

performance-oriented classroom practices was used to assess teachers’ perceived instructional behavior. The first 
four-item scale evaluated teachers’ mastery-oriented goal structures (αt1/t2 = .64/.65; e.g., “I make a special effort to 
recognize students' individual progress, even if they are below grade level”), and the second five-item scale 
measured teachers’ performance-oriented goal structures (αt1/t2 = .70/.71; e.g., “I display the work of the highest 
achieving students as an example”). Each measure employed a 5-point Likert scale (1 = strongly disagree to 5 = 
strongly agree). 

 
Teaching-related emotions. The Teacher Emotions Scales (TES) by Frenzel et al. (2015) utilized 4-item 

measures to assess teachers’ feelings of enjoyment (αt1/t2 = .77/.81; e.g., “I generally have so much fun teaching that 
I gladly prepare and teach my lessons”), anxiety (αt1/t2 = .76/.82; e.g., “I generally feel tense and nervous while 
teaching”), and anger (αt1/t2 = .76/.78; e.g., “I often have reasons to be angry while I teach”). Each measure 
employed a 4-point Likert scale (1 = strongly disagree to 4 = strongly agree). 
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Results 
 

Preliminary Analyses 
 

The results of preliminary descriptive and correlational analyses for the study variables are outlined in 
Tables 1 and 2. Exploratory factor analyses identified an unexpected four-factor solution across the five goal 
orientations, with ability-approach and ability-avoidance items collapsing into a single factor. Similarly, 
multicollinearity was observed between ability-approach and ability-avoidance goals as indicated by a strong latent 
correlation (Time 1/2 latent rs(461/397) = .66/.61, p < .001; Nitsche et al., 2011, 2013, rs = .76/.73). Accordingly, 
items assessing ability-approach and ability-avoidance goals were loaded onto a single latent variable (ability goals; 
α t1/t2 = .81/.78). 

 
Cross-lagged Analyses 
 

Three sets of cross-lagged structural equation models were conducted using MPlus 7.0 (Muthén & Muthén, 
1998-2015; for more on SEM analytical methods see also Byrne, 2013; Geiser, 2012) to examine Time 1/2 relations 
for teachers’ goals, classroom goal structures, and emotions. The first model evaluated teachers’ achievement goals 
and classroom goal structures, the second evaluated achievement goals and emotions, and the third evaluated 
teachers’ emotions and classroom goal structures. Autoregressive paths between the same latent variables from Time 
1 to 2 indicated construct stability, and error terms for the same manifest variable were correlated across time points 
to control for potential response bias. Given the substantive nature of the autoregressive paths, significant cross 
paths of interest suggest effects on change the other variable over time are considered robust. 

Work avoidance goals at Time 1 negatively predicted mastery-oriented classroom goal structures at Time 2 
(β = -.14, p = .040), with social goals at Time 1 positively predicting mastery goal structures at Time 2 (β = .11, p 
= .038; CFI = .947, TLI = .939, RMSEA = .031, SRMR = .050; Figure 1a), and higher mastery goals at Time 1 
predicting lower anxiety at Time 2 (β = -.11, p = .018; CFI = .945, TLI = .937, RMSEA = .032, SRMR = .048; 
Figure 1b). Additionally, performance-oriented classroom goal structures at Time 1 positively predicted both 
enjoyment and anger at Time 2 (β = .11, p = .029, and β = .14, p = .015, respectively; CFI = .935, TLI = .926, 
RMSEA = .034, SRMR = .051; Figure 1c). Taken together, the significant cross-paths observed suggest a specific 
direction of relationships with teachers’ achievement goals predicting classroom goal structures (supporting 
Hypothesis 1) and goal structures predicting emotions (contrary to Hypothesis 2). 

 
Comprehensive Mediational Models  
 

To evaluate the fit of a more comprehensive conceptual model following from the directional relationships 
observed in the cross-lagged analyses, mediational structural equation models incorporating these directional effects 
were assessed. The first model evaluated directional relationships between the variables at Time 1, with the second 
model assessing these relationships at Time 2. As such, the first model examined teachers’ goal orientations, 
classroom goal structures, and emotions in reference to one cohort of students in the spring, and the second model 
assessed these relationships concerning a different cohort of students in the fall.  

 
Time 1 model: Spring student cohort. The proposed model fit the data well at Time 1 (see Figure 2; CFI 

= .925, TLI = .913, RMSEA = .040, SRMR = .046), with ability goals positively predicting performance-oriented 
classroom goal structures (β = .26, p = .001) and social goals positively predicting both mastery-oriented classroom 
goal structures (β = .39, p < .001) and enjoyment (β = .12, p = .056). Higher work avoidance goals further predicted 
more anxiety (β = .26, p = .001), more anger (β = .36, p < .001), and lower enjoyment (β = -.39, p < .001). 
Concerning indirect effects, teachers who reported stronger social goals were more likely to use mastery-oriented 
classroom goal structures that, in turn, predicted greater enjoyment (β = .14, p = .056). 

 
Time 2 model: Fall student cohort. The hypothesized model fit the data well at Time 2 (see Figure 3; CFI 

= .931, TLI = .921, RMSEA = .040, SRMR = .048) with ability goals again positively predicting performance-
oriented classroom goal structures (β = .36, p < .001), work-avoidance goals predicting poorer emotions (anxiety: β 
= .19, p = .026; anger: β = .38, p < .001; enjoyment: β = -.25, p = .002), and social goals positively predicting 
mastery-oriented classroom goals structures (β = .49, p < .001) that, in turn, predicted greater enjoyment (β = .20, p 
= .016). However, the Time 2 model revealed additional direct effects of teachers’ achievement goals, with mastery 
goals positively predicting enjoyment (β = .16, p = .014), and work-avoidance goals negatively predicting mastery-
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oriented classroom goal structures (β = -.18, p = .022). Additional indirect effects further showed the effect of ability 
goals on performance-oriented instruction to predict both greater anxiety (β = .17, p = .030) as well as anger (β = .25, 
p = .001) in the fall semester. 

 
Supplemental Mediation Analyses 
 

As teachers’ personal goals were found to predict classroom goal structures that, in turn, predicted teachers’ 
emotions, supplemental bootstrapping mediational analyses were conducted (at Time 1 vs. 2, draws set to 5000, 
confidence intervals set to .95; see Preacher & Hayes, 2008). Time 1 data showed mastery-oriented classroom goal 
structures to have a marginally significant mediated effect on enjoyment by way of social goals (β = .06, p = .085), 
with this mediation achieving statistical significance at Time 2 (β = .10, p = .037).  Time 2 analyses further showed 
the detrimental effects of ability goals on anger to be mediated by performance-oriented teaching methods (anger: β 
= .09, p = .033). Performance-oriented teaching also has a marginally significant mediated effect on anxiety by way 
of teachers’ ability goals (β = .06, p = .083). 

 
Discussion 

 
Hypothesis 1: Effects of Teaching Goal Orientations on Goal Structures and Emotions 
 

The study findings partially support our first study hypothesis in that teachers’ instructional goals were 
found to significantly impact their subsequent teaching behaviors and emotions. First, these findings highlight the 
potential benefits of teachers’ social goals on not only their use of mastery-oriented teaching techniques but also 
teaching-related enjoyment. This finding thus expands upon findings by Butler (2007, 2012) and Frenzel (2014; 
Frenzel et al., 2009) in showing teachers who endorse social goals to not only report more enjoyment, but that these 
emotional benefits may be due to greater use of mastery classroom goal structures. Second, our results underscore 
the negative consequences of work-avoidance goals in terms of both instructional behaviors (e.g., less mastery-
oriented instruction) and teaching-related emotions (less enjoyment, greater anxiety and anger). Whereas prior 
studies have similarly found work avoidance to predict maladaptive instructional practices (e.g., less mastery-
oriented teaching; Dresel et al., 2013; Retelsdorf & Gunther, 2011), these findings further show this goal orientation 
to impact teachers’ emotional experiences (lower enjoyment, greater anxiety and anger). 

Third, our findings supported Hypothesis 1 in showing teachers who endorsed mastery goals to experience 
greater teaching-related enjoyment, with teachers endorsing ability goals instead reporting greater use of 
performance-focused teaching practices that can lead to negative affect. These results are in line with previous 
research highlighting the benefits of mastery goals in teachers and the detrimental nature of ability-focused teaching 
(e.g., Daniels et al., 2013; Dresel et al., 2013; Nitsche et al., 2013; Retelsdorf et al., 2010). Moreover, these findings 
are in line with Butler’s (2007, 2012) model in suggesting whereas ability- and mastery-oriented goals may be most 
impactful among students, the strongest effects for goal orientations for teachers involve those not typically assessed 
in students, namely social goals. 

 
Hypothesis 2: Teachers’ Emotions and Classroom Goal Structures 
 

Hypothesis 2 proposed that teachers’ emotions would predict their use of classroom goals structures, with 
more positive emotions leading to more mastery-oriented and less performance-oriented teaching, and negative 
emotions predicting the opposite. However, an opposite pattern of results was observed: Teachers’ classroom goal 
structures predicted their subsequent teaching-related emotions, over and above the predictive effects of baseline 
emotions, rather than vice versa. More specifically, greater use of mastery-oriented classroom goal structures 
predicted more enjoyment with performance-oriented goal structures predicting greater anxiety and anger. Moreover, 
these findings provided empirical support for classroom goal structures, rather teachers’ emotions, as a critical 
mediator of the effects of teachers’ goals orientations.  

Supplemental mediational analyses additionally showed teachers’ achievement goals to indirectly influence 
their emotions through their use of classroom goal structures. Whereas teachers’ social goals were found to directly 
and positively predict higher levels of teaching-related enjoyment, mastery classroom goal structures were found to 
partially mediate this relationship. Similarly, performance classroom goal structures were found to mediate the 
detrimental effects of teachers’ ability goals on their negative emotions of anxiety and anger. The direct as well as 
indirect effects of teachers’ achievement goals on their teaching-related emotions thus highlight the possible 
mediating role of classroom goal structures, with lack of mediation observed for some variables (e.g., mastery goals) 
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also underscoring the potential influence of unexplored mediators (e.g., reference norms, Retelsdorf & Gunther, 
2011; control and value appraisals, coping potential, Frenzel, 2014; Frenzel et al., 2009). 

As such, these findings suggest that the types of classroom goal structures teachers employ may be more 
immediately impacted by teachers’ personal teaching goal orientations than by their emotional experiences while 
teaching. In other words, our results suggest that teachers’ emotions in class may be more strongly impacted by 
other in-class variables, such as the types of teaching methods used, than by their more general personal teaching 
goal orientations. Additionally, these results suggest that as opposed to teachers’ emotions contributing to specific 
teaching methods, it is more likely that the types of instructional techniques teachers select will lead to specific 
emotions. For example, instead of teachers reporting that they engage in mastery-oriented teaching methods because 
of also reporting greater enjoyment of teaching, our results suggest that teachers might instead report more mastery-
oriented instruction simply because of that type of instruction being enjoyable. 

However, these findings should be interpreted with caution given the possibility that the stronger 
relationship observed between teachers’ goals and instructional methods, as compared to between their goals and 
emotions, may be due in part to measurement issues. More specifically, it is possible that stronger effects of teachers’ 
emotions on their teaching methods, and of teachers’ goals orientations on their emotions (as hypothesized by 
Frenzel, 2014), would have been observed were our emotion measures more specific to teaching goals (e.g., anger 
resulting from failing to reach one’s teaching objectives). The relationship between teachers’ goal-related cognitions 
and emotions might also have been stronger were a goals measure specific to achieving a given instructional 
objective administered (e.g., goal conduciveness; Becker et al., 2015; Frenzel, 2014), as opposed to the more general 
belief-oriented measure of classroom goal structures. Regardless, the present findings clearly indicate that teachers’ 
emotions can be predicted by both their personal teaching goals and methods, with mediational results suggesting 
that teachers’ personal goals, and the goal-oriented teaching strategies that follow, may contribute to a classroom 
climate that can impact their teaching-related emotions.  

 
Study Limitations and Implications 
 

With respect to study limitations, whereas our findings suggest that the effects of teachers’ goals on their 
teaching methods and emotions were largely consistent from one student cohort to the next, it is possible that 
relations between study measures within each phase were inflated due to common method variance. More 
specifically, as the present study employed retrospective questionnaires assessing trait-like perceptions across 
multiple goal-related measures (vs. state measures; Goetz et al., 2015), future research employing more objective, 
real-time indicators less confounded by response bias is warranted to elucidate the causal relations between teachers’ 
goals, teaching, and emotional experiences. Additionally, the present findings are limited in that only two study 
phases were administered, affording a single time lag for detecting causal relations (cf. five phases in cross-lagged 
analyses of students’ emotions; Pekrun, Hall, Perry, & Goetz, 2014b), with each study phase conducted in separate 
academic years further precluding analyses of change and causality within a given student cohort (e.g., fall to 
winter). 

Nevertheless, the results of this study are encouraging in not only affirming the importance of teachers’ 
goals with respect to their teaching and emotional experiences in class, but also informing future research in this 
domain. First, our results are consistent with work by Butler (2007, 2012) in demonstrating the varied benefits of 
social goals, with teachers’ efforts to connect with students interpersonally having even greater instructional and 
emotional benefits than the typically adaptive mastery-approach orientation (e.g., approaching teaching as a learning 
experience). Second, our results expand on work by Butler (2007, 2012) and Frenzel (2014) in suggesting that 
classroom goal structures may mediate both the positive and detrimental effects of teachers’ goals on their emotions, 
with the exception of work-avoidance goals that had primarily direct detrimental effects on teachers’ emotions. 
Third, our findings are robust in nature, having been observed via both longitudinal cross-lagged analyses of 
directional relations over time (controlling for baseline levels) as well as comprehensive mediational models 
replicated over multiple student cohorts.  

Finally, this study highlights the importance of teachers’ goal-oriented instructional strategies for their own 
emotional well-being, contributing an important perspective to existing research on classroom goal structures that 
has to date focused mainly on their effects on student emotions and learning (see Rolland, 2012 for review). As such, 
our findings are of relevance to the development of orientation or intervention programs for teachers in suggesting 
that efforts to encourage connectedness with students (social goals) and discouraging a focus on demonstrating 
competence or hiding incompetence (performance/ability goals) should translate into better teaching and emotional 
well-being in teachers. Similarly, these findings suggest that just as teacher training encouraging mastery-oriented 
teaching methods (e.g., learning, intraindividual improvement) should help to improve teachers’ emotions, programs 
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that explicitly discourage performance-oriented teaching (e.g., rankings, interindividual competition) should also be 
beneficial for reducing anxiety and anger levels in teachers. 

In sum, our study findings showed teachers’ achievement goals to not only directly but also indirectly 
influence their emotions through the types of classroom goal structures they establish in the classroom. Following 
from longitudinal cross-lagged analyses controlling for baseline levels, and a composite mediational model 
replicated across cohorts, the present results provide empirical evidence of the importance of teachers’ goals and 
continued research on teacher motivation as informed by frameworks proposed by Butler (2007, 2012) and Frenzel 
(2014). These findings also provide a useful heuristic for understanding the effects of teachers’ personal teaching 
goals on both the classroom environment and their own emotional experiences, underscoring the importance of 
professional development efforts to promote adaptive goal orientations in teachers so as to improve both personal 
and academic development for teachers and students alike.  
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Table 1 

Psychometric Properties of Study Variables 

Variable n M SD r α Items Actual range 

 T1 T2 T1 T2 T1 T2 T1 T2 T1 T2  T1 T2 

Goals        

   Mastery goals 474 401 4.60 4.60 0.59 0.62 .56 .63  2 1.5-5 1-5 

   Ability approach goals 464 399 2.97 2.90 1.16 1.16 .54 .56  2 1-5 1-5 

   Ability avoidance goals 469 402 2.36 2.31 1.07 1.00 .51 .40  2 1-5 1-5 

   Work avoidance goals 466 397 1.70 1.76 0.87 0.96 .48 .60  2 1-5 1-5 

   Social goals 471 400 3.88 3.79 0.82 0.84   .82 .84 4 1-5 1.25-5 

CGS        

   Mastery CGS 468 397 3.90 3.88 0.67 0.70   .64 .65 4 1.75-5 1.25-5 

   Performance CGS 466 392 2.07 2.06 0.73 0.73   .70 .71 5 1-4.8 1-5 

TES        

   Enjoyment 453 381 3.49 3.51 0.49 0.50   .77 .81 4 1.5-4 1.5-4 

   Anxiety 453 382 1.70 1.64 0.65 0.67   .76 .82 4 1-3.75 1-4 

   Anger 451 381 1.43 1.44 0.51 0.55   .76 .78 4 1-3.25 1-4 

Note. T1 = Time 1; T2 = Time 2; TES = Teacher Emotions Scales; CGS = classroom goal structures 
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Table 2 

Zero-order Correlations among Continuous Study Variables 

 1 2 3 4 5 6 7 8 9 10 

1. Mastery goals — .17** .09 -.04 .17** .17** .02 .19** -.10* -.08 

2. Ability approach goals .15** — .61** .34** .20** .01 .33** -.06 .07 .07 

3. Ability avoidance goals .06 .66** — .40** .09 -.02 .27** -.06 .10 .10* 

4. Work avoidance goals .04 .34** .34** — .06 -.12* .21** -.23** .19** .31** 

5. Social goals .19** .07 .08 .04 — .38** .11* .12* -.07 -.06 

6. CGS: Mastery  .19** -.02 -.01 -.03 .33** — .12* .23** -.10 -.10 

7. CGS: Performance .02 .20** .26** .18** .12* .19** — -.08 .16** .21** 

8. TES: Enjoyment  .11* -.06 -.08 -.25** .13** .17** -.03 — -.49** -.47** 

9. TES: Anxiety -.01 .10* .12* .20** -.03 -.07 .08 -.44** — .51** 

10. TES: Anger -.07 .11* .18** .28** -.09 -.13** .13** -.50** .49** — 

Note. TES = Teacher Emotions Scales; CGS = classroom goal structures. Values above diagonal represent Time 1 correlation 

coefficients and values below diagonal represent Time 2 correlation coefficients. 

*p < .05. **p < .01. 
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 (a) (b) (c) 

Figure 1. Results of cross-lagged analyses for (a) achievement goals and classroom goals structures, (b) achievement goals and 

teachers’ emotions, and (c) classroom goal structures and teachers’ emotions (only paths significant at p < .05 are displayed). 
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Figure 2. Teachers’ achievement goals, classroom goal structures, and emotions at Time 1 (spring student cohort). Only paths 

significant at p < .05 are presented. 
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Figure 3. Teachers’ achievement goals, classroom goal structures, and emotions at Time 2 (fall student cohort). Only paths significant 

at p < .05 are presented. 
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