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This study examined the role of achievement goal orientation and academic enthusiasm in 

predicting the academic retention of male high school students in Zabol during the 2025–

2026 academic year. The research employed a descriptive–correlational design, and the data 

were analyzed using multivariate linear regression. The statistical population consisted of all 

12th-grade male students in Zabol (N = 1,240), from whom 293 students were selected 

through a stratified random sampling method. Data were collected using the Achievement 

Goal Questionnaire–Revised (AGQ-R) developed by Elliot and McGregor (2001), the 

Academic Enthusiasm Questionnaire (Fredericks, Blumenfeld, & Paris, 2004), and the 

Academic Retention Scale (Martin & Marsh, 2008). After collection, the data were coded 

and analyzed using SPSS version 27. 

The results indicated that academic enthusiasm had a positive and significant relationship 

with academic retention (r = 0.456, p < .01). In addition, mastery orientation and performance 

orientation were positive predictors of academic retention, whereas mastery avoidance and 

performance avoidance negatively predicted it. Overall, academic enthusiasm—particularly 

the behavioral enthusiasm component—played the most significant role in explaining 

students’ academic retention. 
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Introduction 

Achieving personal goals in the course of education requires persistence and the ability to cope with the 

challenges that arise along this path. In order to make academic progress, students must first confront the 

issues before them and then, by applying problem-solving skills, seek appropriate solutions. Such a process 

requires an optimal level of academic motivation and enthusiasm. Within this framework, academic 

performance can be regarded as a reflection of the extent to which the educational system succeeds in 

achieving predetermined goals and responding to individual needs. In recent years, the concept of academic 

buoyancy has attracted attention as one of the emerging concepts in the field of resilience (Fong & Kim, 

2021). This construct refers to a student’s ability to deal effectively with academic obstacles and difficulties, 

in such a way that the individual can provide adaptive, positive, and efficient responses to these challenges 

(Hirovonen et al., 2020). 

In other words, academic buoyancy can be explained within the framework of positive psychology; when 

an individual engages in an activity with intrinsic motivation, not only does the person not become fatigued, 

but also experiences a kind of increase in energy and sense of competence, which plays an important role 

in sustaining academic effort (Bayramnejad et al., 2020). Studies conducted in Iran indicate that factors 

such as a positive self-concept and the development of metacognitive skills are among the important 

predictors of academic buoyancy. In addition, parents’ lifestyle, self-efficacy, and the individual’s 

perception of the self also play a determining role in this regard (Salehi, 2021). In this context, achievement 

goal theory is considered one of the most comprehensive theoretical frameworks for explaining academic 

motivation and learners’ performance, particularly in educational environments (Kaplan & Flom, 2010). 

This theory emphasizes the importance of students’ internal reasons and motivations in their choice, effort, 

and level of engagement in learning activities. According to this perspective, achievement goals are 

regarded as cognitive structures that guide different orientations toward learning. The importance of these 

goals lies in their prominent role in organizing self-referential perceptions and influencing variables such 

as anxiety and attributional styles (Karsheki et al., 2017). In general, achievement goals can meaningfully 

shape students’ cognition, behavior, and manner of dealing with educational tasks, and can direct their 

learning trajectory (Lovasani et al., 2011). Among the important motivational factors that affect academic 

buoyancy, achievement goal orientation and academic engagement can be mentioned. Research findings 

show that academic success cannot be attributed solely to a single factor; rather, this phenomenon is shaped 

under the influence of a set of contextual factors, one of the most important of which is academic 

engagement. Academic engagement, as a relatively stable mental state, leads to the individual’s deep 

involvement in activities that are considered meaningful to him or her. This concept, which has gained a 

special place in positive psychology, includes behavioral, cognitive, and motivational dimensions (Gholami 

& Asadzadeh, 2022). 

On the other hand, academic engagement refers to a student’s active cognitive and emotional involvement 

in educational activities, which is accompanied by interest, commitment, and high motivation (Fredricks et 

al., 2004). In particular, cognitive engagement reflects the individual’s ability to solve problems flexibly, 

willingness to undertake challenging tasks, constructive coping with failure, and use of metacognitive 

strategies. Consequently, the amount of energy expended by the learner in academic activities and its 

effectiveness highlight the importance of academic engagement as the main driving force of learning 

(Shafiei et al., 2020). In this regard, research findings indicate a positive and significant relationship 

between academic engagement and academic buoyancy (Fathi, 2018). Moreover, academic buoyancy can 

predict behaviors such as reduced absenteeism, regular completion of assignments, and pursuit of 

educational goals, all of which indicate a high level of enthusiasm for education (Green et al., 2012). 

However, academic success is not limited solely to cognitive abilities; motivational variables also play a 

fundamental role in this regard. In this context, achievement goal orientation is regarded as one of the key 

constructs in contemporary motivational theories. Research has shown that the combination of goal 

orientation and academic engagement can be a powerful predictor of academic buoyancy (Walker et al., 

2024). Students who possess mastery-oriented goals and a high level of engagement demonstrate greater 

effort and perseverance when facing academic challenges. Nevertheless, in Iran, the examination of 

combined models of these variables, particularly among male students, remains limited (Akhavi-Samarin 

et al., 2021). From a theoretical perspective, achievement goals are rooted in social-cognitive theory (Hijazi, 

2020) and represent the individual’s effort to achieve success in competence-related situations (Arslan et 

al., 2017). These goals function as incentives that encourage students to perform and complete educational 
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activities (Shieh, 2018). They are also regarded as cognitive representations of the future and play an 

important role in individuals’ subjective interpretation of achievement situations (Dinger et al., 2013). 

Within this framework, the individual’s perceived competence is considered one of the main components, 

and achievement goals are shaped under the influence of social and environmental factors (Elliott, 1999; 

Eccles & Midgley, 1993). 

Achievement goal theory, first proposed by Dweck (1988) and Nichols (1984), is one of the fundamental 

frameworks for explaining learning behaviors (Pintrich, 2000). This theory examines situational 

orientations that explain individuals’ tendency to learn, acquire knowledge, and demonstrate competence 

in educational contexts (Ames, 1992). According to this perspective, achievement goals act as cognitive 

patterns and determine how an individual reacts, participates, and performs in different situations. 

Subsequently, the two-dimensional models presented by Elliott and Pintrich introduced four types of goal 

orientations: mastery-approach, performance-approach, mastery-avoidance, and performance-avoidance. 

Overall, achievement goal theory has been developed since the 1980s with the aim of explaining students’ 

academic behaviors based on the goals and values they pursue. Research findings indicate that the type of 

goals selected by students has a significant effect on their level of participation in educational activities 

(Muola, 2010). Therefore, this theory can be regarded as one of the key approaches to understanding 

academic motivation, since achievement goals, as self-regulatory mechanisms, guide the direction of an 

individual’s behavior in competence-related situations (Fathi & Rostgar, 2023). In a study conducted by 

Ahmadi et al. (2024), aimed at comparing the effect of assertiveness skills training and self-monitoring 

strategies on the academic engagement of students with learning disabilities, the results showed that both 

types of educational intervention, especially assertiveness skills training, played an effective role in 

enhancing academic engagement. Also, in the study by Jaafari and Abdi Zarin (2021), which examined the 

relationship among academic engagement, academic identity, and academic adjustment, it was found that 

academic adjustment can be predicted based on components such as academic engagement, academic 

identity, and academic buoyancy. In addition, findings from domestic studies show that academic 

engagement has a positive relationship with students’ participation and involvement in learning activities, 

and this can lead to strengthening persistence in the course of education (Ghadami, Zare, & Rahimi, 1398). 

In this regard, the classic study by Ames and Archer (1988) shows that goal orientations, particularly 

mastery goals, have a direct relationship with the level of participation and continuity of academic activities. 

In general, studies in the field of education in recent years have focused on identifying the key factors 

affecting students’ academic success or failure. In this context, academic engagement refers to the quality 

of the efforts that learners employ in purposeful educational activities, and these efforts play a direct role 

in achieving desirable outcomes (Momeni et al., 2017). This construct is considered a multidimensional 

concept that includes behavioral, cognitive, and emotional dimensions, each of which plays a specific role 

in the learning process (Fredricks et al., 2004). 

By guiding students’ learning path, academic engagement emphasizes strengthening the positive and 

purposeful aspects of the educational process rather than focusing solely on problems, and in this way, in 

addition to improving academic performance, it also helps enhance their psychological well-being (Moradi 

et al., 2024). This construct reflects the learner’s level of commitment to academic activities and has a direct 

effect on educational outcomes; students with high engagement show greater attention and concentration 

in learning. 

Given these discussions, the necessity of conducting the present study can be considered from several 

perspectives. From a theoretical standpoint, the simultaneous examination of two important motivational 

variables, namely achievement goal orientation and academic engagement, and their role in predicting 

academic buoyancy, can help fill existing gaps in the literature of educational psychology and contribute to 

the development of motivational theoretical frameworks (Duckworth et al., 2007; Salmela-Aro & 

Tynkkynen, 2012). The novelty of this study can be identified in several fundamental aspects: first, the 

simultaneous examination of achievement goal orientation and academic engagement as predictors of 

academic buoyancy; second, a special focus on the group of male students in order to analyze motivational 

differences more precisely; third, the use of advanced statistical methods to determine the relative 

contribution of each motivational variable in explaining academic buoyancy; and finally, the integration of 

findings from domestic and international research to provide a comprehensive picture of the factors 

affecting academic persistence. Under current conditions, academic achievement goals and orientations 

related to cognitive and personal growth are considered key topics in the field of learning and motivation, 
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and have drawn researchers’ attention to examining their relationship with academic engagement and 

academic buoyancy. Nevertheless, the manner in which these variables interact and the relative contribution 

of each in predicting academic buoyancy have not yet been fully clarified. In particular, the question arises 

as to which type of goal orientation has the greatest effect on academic persistence and whether academic 

engagement can play a mediating or moderating role in this relationship. 

Accordingly, conducting the present study with the aim of examining the role of achievement goal 

orientation and academic engagement in predicting academic buoyancy appears necessary. This study 

seeks, by providing a comprehensive analysis, to present a clear picture of the motivational factors affecting 

students’ academic continuity and success. 

 

Method  

Sample and Sampling Method 

The statistical population included all twelfth-grade male students in the city of Zabol, Sistan and 

Baluchestan Province, whose number, according to official statistics from the Department of Education, 

was reported to be 1,240. Using the Morgan and Krejcie sample size determination table, 293 individuals 

were selected as the research sample. 

Tools Used  

Academic Engagement Questionnaire: The Academic Engagement Questionnaire (Fredericks, 

Blumenfield, & Paris, 2004) consists of 15 items that assess three dimensions of behavioral, emotional, and 

cognitive engagement. Items 1 to 4 relate to the behavioral dimension, items 5 to 10 to the emotional 

dimension, and items 11 to 15 to the cognitive dimension. This instrument is scored on a five-point Likert 

scale ranging from “never” to “always,” and some items (2, 4, and 6) are reverse-scored. Initial studies 

reported the reliability of this scale as 0.86, and domestic research evidence also indicates that it has 

appropriate validity, including factorial, convergent, and concurrent validity. In the present study, the 

Cronbach’s alpha coefficient for this instrument was obtained as 0.87, indicating its desirable reliability. It 

should be noted that this instrument has desirable factorial, convergent, and concurrent validity in Iran 

(Panahi, Ardouni, & Kazemi, 2023). In the study by Fredericks et al. (2004), the reliability coefficient of 

this scale was reported to be 0.86. Moreover, in Iranian studies (Abbasi, Dargahi, Pirani, & Bonyadi, 2014), 

the face validity of this scale was evaluated as desirable. In the present study, the reliability of this scale 

was also estimated using Cronbach’s alpha coefficient as 0.87. 

Achievement Goal Orientation Questionnaire: To measure achievement goal orientation, the AGQ-R 

questionnaire designed by Elliott and McGregor (2001) was used. This instrument consists of 12 items and 

four subscales: mastery/approach, mastery/avoidance, performance/approach, and performance/avoidance. 

Responses are recorded on a five-point Likert scale ranging from “strongly disagree” to “strongly agree.” 

The reliability coefficients reported for this scale in initial studies ranged from 0.83 to 0.94, indicating its 

desirable internal consistency. The factor analysis conducted by the developers also confirmed the existence 

of four main factors, which explain a considerable portion of the total variance. In domestic studies, the 

validity and reliability of this instrument have also been confirmed, and the reported alpha coefficients 

ranged from 0.68 to 0.79. In the present study, Cronbach’s alpha coefficients for the four dimensions were 

calculated as 0.79, 0.83, 0.81, and 0.85, respectively. Elliott and McGregor (2001), using factor analysis 

with varimax rotation, identified four factors, namely: 1. mastery-approach goal, 2. mastery-avoidance goal, 

3. performance-approach goal, and 4. performance-avoidance goal, which together explained 81.5 percent 

of the total variance. The results of factor analysis using the principal components method and varimax 

rotation indicated four factors that together explained 68.34 percent of the variance. In addition, the 

construct validity of this instrument has been confirmed through exploratory and confirmatory factor 

analysis. In Iran, Moshtaghi et al. (2012) reported alpha coefficients for the different subscales of this 

questionnaire ranging from 0.68 to 0.79, and based on factor analyses, the results indicated an appropriate 

fit of the model to the data. Furthermore, in the present study, the reliability of this scale based on 

Cronbach’s alpha coefficient for the research subdimensions of mastery/approach, mastery/avoidance, 

performance/approach, and performance/avoidance was calculated as 0.79, 0.83, 0.81, and 0.85, 

respectively. 
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Martin and Marsh Academic Buoyancy Questionnaire: In addition, to measure academic buoyancy, the 

scale designed by Martin and Marsh (2008) was used. This questionnaire consists of 6 items and is 

completed as a self-report instrument on a five-point Likert scale. Its score range varies between 5 and 20. 

In previous studies, the reliability of this instrument was reported as 0.80, and its validity was also 

confirmed through confirmatory factor analysis. In Iran, studies have also reported desirable reliability for 

this scale, approximately 0.87. In the present study, the Cronbach’s alpha coefficient of this questionnaire 

was obtained as 0.93, indicating a high level of reliability (Karimi Ghartemani, 2013). Also, in the studies 

of Malekian et al. (2022), Cronbach’s alpha for academic buoyancy was obtained as 0.85. Karimi 

Ghartemani (2013) obtained the reliability of this scale in Iran as 0.87. He also reported its criterion validity 

through criterion validity using its correlation with the academic engagement questionnaire of Bentrićh 

(2013) as 0.56. In this study, the reliability of this questionnaire was calculated based on Cronbach’s alpha 

coefficient as 0.93. 

Procedure 

The present study, in terms of its nature, falls within the category of quantitative studies and was conducted 

using a descriptive-correlational approach. Data analysis was also performed based on the multiple linear 

regression model. In terms of purpose, this research is considered applied. 

Sampling was carried out using the stratified random sampling method, and the selection of participants 

was based on inclusion and exclusion criteria. The data were collected in the 2025- 2026 academic year 

through questionnaire instruments. The inclusion criteria for the study included informed consent to 

participate in the research and the ability to respond completely to the questionnaires. The exclusion criteria 

included invalid responding, such as selecting one fixed option for all questions, or failure to answer more 

than 10 percent of the items in each questionnaire. Standardized instruments were used to measure the 

research variables. 

In the process of conducting the research, after obtaining official permission from the Department of 

Education of Zabol city through an introduction letter from the university, the necessary coordination was 

made with the principals of the selected schools, including Ali ibn Abi Talib, Mansour Complex, Shahid 

Hosseini, and Alborz. Then, the questionnaires were provided to students in the classroom environment 

while observing the ethical principles of research. Participation in the study was voluntary, and the 

confidentiality of information was fully observed, such that no identifying information was recorded. In 

addition, in order to save paper, part of the data was collected online with the consent of school principals 

and students. After data collection, the information was entered into and analyzed using SPSS version 27. 

At the descriptive statistics level, indices such as mean, standard deviation, minimum, maximum, and 

variance were calculated, and the normality of the data was examined using skewness and kurtosis indices. 

In the inferential statistics section, the Kolmogorov–Smirnov test was also used to examine the normality 

of the data distribution. 

 

 

Result 

In the present study, Pearson’s correlation coefficient was used to analyze the relationships among the 

variables, and multiple linear regression was employed to predict the criterion variable. 

The descriptive indices, including the mean, standard deviation, minimum, maximum, and variance of the 

variables of academic buoyancy, academic engagement, and achievement goal orientation, along with their 

components, are presented in Table 1. 
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Table 1. Results of the Descriptive Indices of the Research Variables. 

 

Variables numbers mean Standard deviation minimum maximum variance 

Academic sustainability 293 29 /20  43 /4  9 30 71 /19  

Behavioral enthusiasm 293 56 /13  66 /2  8 20 08 /7  

emotional enthusiasm 293 21 /19  72 /3  10 30 86 /13  

Cognitive enthusiasm 293 38 /16  06 /4  6 25 49 /16  

Education enthusiasm 293 16 /49  91 /8  32 75 50 /79  

Dominance-tendency 293 17 /11  61 /2  6 15 82 /6  

Dominance-Avoidance 293 49 /6  48 /2  3 14 19 /6  

Performance-tendency 293 97 /10  64 /2  3 15 98 /6  

Performance-avoidance 293 09 /7  76 /2  3 15 63 /7  

 

Based on the results of Table 1, the mean and standard deviation of academic buoyancy were reported as 

20.29 and 4.34, respectively. In addition, for the variable of academic engagement, the mean was obtained 

as 49.16 and the standard deviation as 8.91. Regarding the components of achievement goal orientation, 

the results show that the mastery-approach dimension had a mean of 11.17 and a standard deviation of 2.61, 

the mastery-avoidance dimension had a mean of 6.49 and a standard deviation of 2.48, the performance-

approach dimension had a mean of 10.97 and a standard deviation of 2.64, and the performance-avoidance 

dimension had a mean of 7.09 and a standard deviation of 2.76. 

 

 
Table 2. Examination of the Normality of the Research Variables Based on Skewness, Kurtosis, and the 

Kolmogorov–Smirnov Test. 

 

Variables Skewness Kurtosis Z sig 

Academic sustainability 158/0  375/0 -  945/0  33 /0  

Behavioral enthusiasm 371/0  104/0  620/0  83 /0  

emotional enthusiasm 597/0  791/0  481/0  97 /0  

Cognitive enthusiasm 044/0 -  114/0 -  722/0  67 /0  

Education enthusiasm 704/0  487/0  934/0  34 /0  

Dominance-tendency 177/0 -  06 /1 -  02 /1  24 /0  

Dominance-Avoidance 470/0  316/0 -  14 /1  14 /0  

Performance-tendency 382/0 -  372/0 -  819/0  51 /0  

Performance-avoidance 489/0  200/0 -  707/0  69 /0  

 
 

To examine the normality of the data distribution, skewness and kurtosis indices as well as the 

Kolmogorov–Smirnov test were used, the results of which are presented in Table 2. The obtained values 

for skewness and kurtosis for all variables and their components fall within the range of ±2, indicating the 

normality of the data distribution. In addition, the results of the Kolmogorov–Smirnov test also indicate 

that the significance level for all variables is greater than 0.05 (P > 0.05); therefore, the assumption of 

normality of the score distribution is confirmed. 

Subsequently, in order to examine the relationship between achievement goal orientation and academic 

engagement with academic buoyancy, Pearson’s correlation coefficient was used, the results of which are 

reported in Table 3. 
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Table 3. Results of Pearson’s Correlation Coefficient Test Between Achievement Goal Orientation and 

Academic Engagement with Academic Buoyancy. 
 

Variables 1 2 3 4 5 6 7 8 9 

Behavioral 

enthusiasm 

1         

emotional  

enthusiasm 

 **638/0  1        

Cognitive 

enthusiasm 

 **481/0   **628/0  1       

Education  

enthusiasm 

 **784/0   **894/0   **861/0  1      

Dominance-

tendency 

 **575/0   **208/0   **254/0   **374/0  1     

Dominance-

Avoidance 

 **477/0 -   **297/0 -   **273/0 -   **391/0 -   **381/0 -  1    

Performance-

tendency 

 **410/0   **166/0   **204/0   **285/0   **475/0   **343/0 -  1   

Performance-

avoidance 

 **529/0 -   **193/0 -   **156/0 -   **310/0 -   **663/0 -   **390/0   **610/0 -  1  

Academic-

sustainability 

 **505/0   **302/0   **393/0   **456/0   **568/0   **430/0 -   **471/0   **552/0 -  1 

**01 /0 ،293 N= 

 

 
 

The results of Table 3 show that the correlation coefficients between the components of behavioral 

engagement, emotional engagement, and cognitive engagement with academic buoyancy are, respectively, 

(r = 0.505, r = 0.302, r = 0.393), and overall, the correlation coefficient between academic engagement and 

academic buoyancy is (r = 0.456). This indicates a positive and significant relationship (P < 0.01). In 

addition, the correlation coefficients for the mastery-approach and performance-approach dimensions are, 

respectively, (r = 0.568 and r = 0.471), indicating a positive and significant relationship, while the 

correlation coefficients for the mastery-avoidance and performance-avoidance dimensions are, 

respectively, (r = -0.430 and r = -0.552), indicating a negative and significant relationship (P < 0.01). 

To examine the prediction of academic buoyancy by achievement goal orientation and academic 

engagement, multiple linear regression was used, the results of which are presented in Table 4. As shown 

in Table 4, the Durbin–Watson statistic for the variables of achievement goal orientation and academic 

engagement in relation to academic buoyancy is 2.175. Given that this value falls within the range of 1.5 

to 2.5, it can be stated that the regression assumption regarding the independence of residuals has also been 

met. Moreover, considering that the tolerance statistics obtained for the predictor variables of academic 

engagement, mastery-approach dimension, mastery-avoidance dimension, performance-approach 

dimension, and performance-avoidance dimension in relation to the criterion variable of students’ academic 

buoyancy were 0.783, 0.519, 0.750, 0.606, and 0.441, respectively, all of which are greater than 0.10, and 

that the variance inflation factor (VIF) values obtained for the predictor variables of academic engagement, 

mastery-approach dimension, mastery-avoidance dimension, performance-approach dimension, and 

performance-avoidance dimension in relation to the criterion variable of students’ academic buoyancy were 

1.277, 1.928, 1.334, 1.650, and 2.268, respectively, all of which are less than 10, this indicates the absence 

of multicollinearity among the predictor variables in predicting students’ academic buoyancy. 
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Table 4. Summary of the Regression Model for Predicting Academic Buoyancy Based on Academic 

Engagement and Achievement Goal Orientation. 

 

Predictor variable 

Criterion variable: Academic sustainability 
Durbin-Watson statistic 

:175/2  

R 
R2  

Adjusted 
F 

Non-

standard 

coefficient 

Standard 

coefficient t sig Tolerance VIF 

B Beta 

Education  

enthusiasm 

680/0  453/0  333/49  

107/0  215/0  394/4  001/0  783/0  277/1  

Dominance-tendency 424/0  250/0  152/4  001/0  519/0  928/1  

Dominance-

Avoidance 
236/0 -  132/0 -  646/2 -  009/0  750/0  334/1  

Performance-

tendency 
221/0  131/0  368/2  01 /0  606/0  650/1  

Performance-

avoidance 
302/0 -  188/0 -  883/2 -  004/0  441/0  268/2  

 

 

The results of Table 4 show that the variables of academic engagement and achievement goal orientation 

were able to simultaneously predict students’ academic buoyancy with a coefficient of determination (R²) 

of 0.453. Therefore, it can be concluded that the variables of academic engagement and achievement goal 

orientation can simultaneously predict 45 percent of the variance changes in students’ academic buoyancy. 

The standardized regression coefficient (Beta) of the academic engagement variable for students’ academic 

buoyancy was 0.215, with values of (t = 4.394, P < 0.01); the standardized regression coefficient (Beta) of 

the mastery-approach dimension for students’ academic buoyancy was 0.250, with values of (t = 4.152, P 

< 0.01); the standardized regression coefficient (Beta) of the mastery-avoidance dimension for students’ 

academic buoyancy was -0.132, with values of (t = -2.646, P < 0.01); the standardized regression coefficient 

(Beta) of the performance-approach dimension for students’ academic buoyancy was 0.131, with values of 

(t = 2.368, P < 0.01); and the standardized regression coefficient (Beta) of the performance-avoidance 

dimension for students’ academic buoyancy was -0.188, with values of (t = -2.883, P < 0.01), which, 

according to the obtained t statistic, are significant at the alpha level of 0.01. Therefore, it is concluded that 

academic engagement, the mastery-approach dimension, and the performance-approach dimension have a 

positive and significant ability to predict students’ academic buoyancy. In addition, the mastery-avoidance 

dimension and the performance-avoidance dimension had a negative and significant ability to predict 

students’ academic buoyancy. 

To examine the role of the components of academic engagement in predicting students’ academic 

buoyancy, multiple linear regression was used, the results of which are presented in Table 5. As shown in 

Table 5, the Durbin–Watson statistic for the components of academic engagement in relation to students’ 

academic buoyancy was 1.856. Given that this value falls within the range of 1.5 to 2.5, it can be stated that 

the regression assumption regarding the independence of residuals has also been met. Moreover, 

considering that the tolerance statistics obtained for the predictor variables of behavioral engagement, 

emotional engagement, and cognitive engagement in relation to the criterion variable of students’ academic 

buoyancy were 0.582, 0.459, and 0.595, respectively, all of which are greater than 0.10, and that the 

variance inflation factor (VIF) values obtained for the predictor variables of behavioral engagement, 

emotional engagement, and cognitive engagement in relation to the criterion variable of students’ academic 

buoyancy were 1.718, 2.180, and 1.680, respectively, all of which are less than 10, this indicates the absence 

of multicollinearity among the predictor variables in relation to teachers’ academic optimism. 
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Table 5. Summary of the Regression Model for Predicting Academic Buoyancy Based on the Components of 

Students’ Academic Engagement. 

 

Predictor variable 

Criterion variable: Academic sustainability 
Durbin-Watson statistic :  

856/1  

R 
R2  

Adjusted 
F 

Non-

standard 

coefficient 

Standard 

coefficient t sig Tolerance VIF 

B Beta 

Behavioral 

enthusiasm 

546/0  291/0  017/41  

816/0  489/0  579/7  001/0  582/0  718/1  

emotional  

enthusiasm 
214/0  180/0  469/2  01 /0  459/0  180/2  

Cognitive 

enthusiasm 
295/0  270/0  226/4  001/0  595/0  680/1  

 

 

The results of Table 5 show that the components of academic engagement were able to simultaneously 

predict students’ academic buoyancy with a coefficient of determination (R²) of 0.291. Therefore, it can be 

concluded that the components of academic engagement can simultaneously predict 29 percent of the 

variance changes in students’ academic buoyancy. The standardized regression coefficient (Beta) of the 

behavioral engagement component for students’ academic buoyancy was 0.489, with values of (t = 7.579, 

P < 0.01); the standardized regression coefficient (Beta) of the emotional engagement component for 

students’ academic buoyancy was 0.180, with values of (t = 2.469, P < 0.01); and the standardized 

regression coefficient (Beta) of the cognitive engagement component for students’ academic buoyancy was 

0.270, with values of (t = 4.226, P < 0.01), which, according to the obtained t statistic, are significant at the 

alpha level of 0.01. Therefore, it is concluded that the components of behavioral, emotional, and cognitive 

engagement have a positive and significant ability to predict students’ academic buoyancy, with the 

behavioral engagement component having the greatest predictive power for students’ academic buoyancy. 

 

 

Discussion & Conclusion 

The present study was conducted with the aim of examining the role of achievement goal orientation and 

academic engagement in predicting academic buoyancy among twelfth-grade male students. The first 

finding of the study showed that there is a positive and significant relationship between academic 

engagement and academic buoyancy. In addition, the mastery-approach and performance-approach 

dimensions had positive and significant relationships with academic buoyancy, whereas the mastery-

avoidance and performance-avoidance dimensions showed negative and significant relationships with 

academic buoyancy. This finding was consistent and aligned with the results of Burns, Martin, and Tully 

(2018), whose research findings showed that when students set and pursue PB goals—that is, striving to 

surpass their previous best performance—this is associated with increased academic participation, effort, 

and positive learning behaviors. This type of goal setting has more positive effects on students’ motivation 

and engagement, particularly when instructional support from teachers is present. In the same vein, it was 

also consistent with the study of Fathi (2018), whose psychological model showed that self-compassion 

and academic engagement not only directly contribute to increased academic buoyancy, but also indirectly 

affect buoyancy through parental expectations. 

Students with high academic engagement, in fact, invest cognitively, behaviorally, and emotionally in the 

learning process. This investment includes the use of deeper learning strategies (cognitive dimension), 

spending more time studying and completing assignments (behavioral dimension), and experiencing 

positive emotions such as enjoyment and interest (emotional dimension). Buoyancy is, in fact, the 

behavioral outcome of this threefold engagement; that is, engaged students accept academic obstacles and 

failures as temporary challenges and, instead of giving up, continue their efforts and remain steadfast on 

the path toward their long-term goals (Usher et al., 2021). On the other hand, a student who progresses with 

a mastery goal regards failure as constructive feedback, not as a sign of inability; likewise, a performance-

approach goal causes the student to mobilize his or her resources and demonstrate the behavioral buoyancy 
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necessary to achieve that competitive goal (Liem & Tan, 2024). However, the mastery-avoidance and 

performance-avoidance dimensions weaken students’ buoyancy, because a student who is motivated by 

fear of failure or appearing weak often avoids difficult tasks. This behavior—escaping effort and 

minimizing the risk of failure—is directly opposed to the definition of buoyancy, which is the continuation 

of effort, and weakens it. In addition, the performance-avoidance goal reduces the resources necessary for 

deep engagement and sustained effort and leads to decreased buoyancy (Lei et al., 2023). Therefore, it can 

be explained that academic buoyancy in students is not only a function of their level of internal involvement 

and engagement, but also critically depends on the type of goal setting they adopt. Approach goals, 

especially mastery-approach, and increased engagement play a supportive role in stability and continuity 

of effort, whereas avoidance-based orientations are considered a serious barrier to buoyancy in the academic 

path. 

The second finding of the study also indicated that academic engagement and the mastery-approach and 

performance-approach dimensions of goal orientation had a positive and significant ability to predict 

students’ academic buoyancy, while the mastery-avoidance and performance-avoidance dimensions of goal 

orientation had a negative and significant ability to predict students’ academic buoyancy. These findings 

were consistent and aligned with the results of Green et al. (2012) and Walker et al. (2024). 

Academic engagement is the engine of intrinsic motivation that drives the student toward active emotional 

and behavioral involvement. This deep involvement causes the student to view failure as a natural part of 

the learning process and to overcome obstacles more quickly (Upadyaya & Salmela-Aro, 2023). On the 

other hand, approach goals—mastery-approach and performance-approach—provide the student with a 

mental framework that defines effort in terms of personal growth, not merely external outcomes. Approach 

goals are directly related to interest in learning, and this interest is essential for long-term buoyancy (Senko 

& Tropiano, 2021). Recent research emphasizes that students who focus on mastery-approach goals, 

compared with those whose goal is merely to avoid failure, are more motivationally flexible and are better 

able to overcome challenges and maintain their buoyancy (Putwain & Remedios, 2024). Therefore, goal 

orientation determines the purpose of effort, and engagement determines the amount of energy expended 

along that path. The combination of constructive, approach-based goal setting and high energy, namely 

engagement, leads to the highest level of buoyancy. 

The third finding of the study also showed that the components of behavioral, emotional, and cognitive 

engagement had a positive and significant ability to predict students’ academic buoyancy, with the 

behavioral engagement component having the greatest predictive power for students’ academic buoyancy. 

These findings were consistent and aligned with the results of Rabiei (2015) and Bojnordi and Pourimran 

(2018). 

Together, these three dimensions of academic engagement create a positive cycle for persistence; interest 

(emotional) leads to deeper thinking (cognitive), and ultimately, both lead to greater physical effort 

(behavioral), which is the essence of buoyancy (Reeve & Shin, 2020). The above finding showed that 

although all three dimensions of academic engagement are vital for buoyancy, behavioral engagement acts 

as the strongest predictor. This is probably due to its objective nature, sustainability, and direct relationship 

with the practical criteria of academic buoyancy. Therefore, educational interventions aimed at increasing 

buoyancy should place special emphasis on strengthening students’ active and tangible participation in the 

learning process. 

The present study included only male students, and its results may not be generalizable to female students 

or mixed samples. Previous studies have shown that gender differences in goal orientation and academic 

engagement can affect academic buoyancy. The data of this study were collected based on self-report 

questionnaires. This method may be affected by social desirability response bias and may limit the accuracy 

of the results. The research design was cross-sectional; therefore, causal relationships among goal 

orientation, academic engagement, and academic buoyancy cannot be definitively established, and only 

correlational and predictive relationships were examined. The research sample was limited to specific 

schools or a particular educational district, and the results may not be generalizable to other regions or 

educational environments with different characteristics. Future studies can include female students and 

mixed samples from different schools and regions in order to examine the effects of gender and educational 

environment on motivational relationships and academic buoyancy. Future studies can also use longitudinal 

designs and follow students over time to examine the causal relationships among goal orientation, academic 
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engagement, and academic buoyancy more precisely. Combining self-report questionnaires with teacher 

and parent observations and academic performance reports can increase the accuracy and validity of the 

results and reduce social desirability response bias. Future research can incorporate mediating and 

moderating variables such as learning style, self-efficacy, family support, or educational environment into 

the model in order to provide a better understanding of motivational processes and academic buoyancy. 

Based on the findings of this study, it is suggested that educational and counseling programs be designed 

to help strengthen students’ goal orientation and academic engagement, and that their effects on academic 

buoyancy be evaluated. Overall, the present study showed that achievement goal orientation and academic 

engagement play a key role in predicting students’ academic buoyancy. Students who pursue learning and 

mastery goals and are actively engaged in their academic activities show greater resistance to academic 

difficulties and are more likely to continue their educational path. These findings indicate that enhancing 

academic motivation and engagement not only contributes to improved academic performance, but also 

supports students’ long-term persistence and success, and can be considered a central focus in educational 

planning and policymaking in schools. 
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