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Abstract: Early social and emotional development is foundational for children’s health, education,
well-being, and later adjustment in society. It is also a cornerstone of positive psychology—the explo-
ration of human flourishing at an individual, community, and societal level. Habitual explanatory
styles (e.g., mindsets and optimistic thinking) have an impact on human well-being and development
and are often acquired during early childhood. These explanatory styles may be influenced by regular
interactions with significant adults outside of the family setting. However, few studies have focused
on the relationship between optimism, mindsets, and well-being of children in Early Childhood
Education and Care (ECEC) contexts. This scoping review systematically explores and maps out the
literature on optimism, growth mindsets, and positive psychology with young children in ECEC. It
identifies literature reporting qualitatively or quantitatively on theory or programs and interventions
including optimism, growth mindset, and positive psychology in young children, reporting or im-
plying a mechanism of change for the well-being of young children, and published between 1995
and 2021.

Keywords: optimism; growth mindset; explanatory styles; well-being; Early Childhood Education
and Care (ECEC)

1. Introduction

Early childhood social and emotional development is foundational for children’s
health, education, well-being, and adjustment in society, both now and into the future [1,2].
Helpless motivational patterns can emerge in early childhood [3,4] and habitual explanatory
styles (for example, fixed or growth mindsets [5], optimistic or pessimistic thinking [6])
acquired during early childhood may endure and result in individual differences in how
older children and adults respond to successes and challenges in life [6,7]. The causal
attributions that children use to explain early life events may have an impact on their
development, and a combination of parenting and early schooling may influence the
formation of these explanatory styles [4–8].

Raising happy, social, and resilient children is a goal for most societies, families,
and Early Childhood Education and Care (ECEC) organisations, and is a central tenet
of positive psychology. Positive psychology was introduced during the 1990s and has
gained increasing recognition, due to accumulating evidence of its power to positively
influence adults’ and adolescents’ habitual ways of thinking [4,6,9,10]. The early years are
foundational for the forming of these skills for positive development, a process described
by Lottman and colleagues [11] as forming skills “from the inside out”:

True social and emotional learning for children, parents, and teachers is not a
process of bringing something from the outside in, but rather bringing something
from the inside out. It is not just learning prescribed social skill sets, but more
importantly tapping into strength-based mindsets . . . The early childhood years
are the incubator (p. 29).
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These skills for life mastery, and for well-being in general, are themes in many ECEC
framework plans; however, outside of such curriculum frameworks, they are often alluded
to but rarely explicitly studied. Few evidence-based guidelines for teaching and nourishing
these skills in ECEC exist, and positive psychology programs and interventions appear to
have had limited reach into ECEC settings [12–14].

A preliminary search of the literature, conducted during the design stage of a program
(and its corresponding RCT) for social-emotional learning and life mastery in Norwegian
kindergartens, found few published accounts of programs or interventions focusing on
positive psychology and positive explanatory styles with young children in ECEC settings.
An additional search of the Cochrane, Campbell, and JBI databases of systematic reviews
found no current or ongoing reviews on the topic. Therefore, to support this project and
other future programs and interventions in this field, we designed and conducted the
systematic scoping review described in this article, with the objective of exploring and
mapping the breadth and depth of the literature on optimism, growth mindset, and positive
psychology with young children in ECEC contexts.

1.1. Well-Being in ECEC

The focus on social and emotional well-being in early childhood is well established
across Europe, the UK, and Australasia (and not uncommon in many other countries).
The positive social and emotional development of young children is at the centre of many
pedagogical approaches [14] and incorporated into the ECEC learning frameworks in many
countries [15–17]. Well-being for very young children, however, is rarely concretely de-
fined, often encompasses many different concepts and constructs, and is difficult to reliably
measure (see, for example, [7,8,10]). In addition, the mechanisms for promoting social
and emotional well-being in young children, and the well-being of the educators and staff
charged with ensuring the well-being of children, seem to be frequently overlooked [14].
The Organisation for Economic Co-operation and Development (OECD) emphasizes that
ECEC teachers and educators are one of the most influential factors in children’s devel-
opment and learning [18] and there is evidence that shows that positive psychology in
education is most effective when teachers learn and live the principles themselves, before
teaching and embedding them in their practice [14,19]. However, these areas still appear to
be understudied within the early childhood context.

Positive emotions, engagement, caring relationships, and accomplishment all generate
well-being, and are all characteristics of positive psychology [10]. Optimism and growth
mindsets, with their associated positive, motivating emotions, work to counteract hope-
lessness and helplessness and are therefore also facets of positive psychology. This study
was designed to specifically gather literature on optimism and growth mindsets in young
children in ECEC, but also includes positive psychology, to ensure that no literature on this
focus was missed.

1.2. Positive Psychology

Positive psychology is a branch of psychology that promotes flourishing within in-
dividuals, communities, and societies. It is a tool to support the healthy development
of children within families, employees within workplaces, and citizens within communi-
ties [20]. Despite little connection between positive psychology and ECEC in the field’s
early literature, possibly due to “political, cultural, and educational perceptions of ‘real’
education beginning only at school, and the years before being the realm of play only” [14]
(p. 2), children and educators in early childhood settings make up the communities where
positive psychology theories and initiatives can have an early impact. Studies with older
children have shown that positive psychology interventions and programs positively im-
pact on children’s cognitive performance, creativity, problem solving, and self-regulation,
reduce problem behaviours, and enhance children’s resilience [21]. Positive affect in infants
has been shown to predict adult life satisfaction and educational attainment [2,22] and
in one of the few implementations (to date) of positive psychology in the education of
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preschool children, significant increases in well-being, positive emotions, and pro-learning
behaviours were observed [12]. An objective of this scoping review is to explore and map
the existing literature suggesting an association between positive psychology programs
in ECEC settings and well-being outcomes, including, improved cognitive performance,
creativity, resilience, self-regulation, pro-social and pro-learning behaviour.

Seligman and colleagues [23] have defined positive psychology for education as
“education for both traditional skills and for happiness” (p. 293) that is focused on the
formation of resilience, positive emotions, engagement, and meaning in school children.
It requires that the principles of positive psychology are embedded and experienced by
students, staff, and school communities [14,23], and is “the application of well-being science
into an educational setting aimed at increasing the resilience and well-being of students,
staff, and the whole-school community” [24] (p. 402).

Positive emotions, the mastery of skills, and the formation of positive explanatory
styles are crucial for well-being in young children [7]. Positive emotions can generate the
courage to attempt challenging activities, and the mastery of those challenges can help
children to feel that they have some control over the learning and development outcomes in
their lives [4]. Positive feedback can dispel fear and encourage exploration, and can feed an
optimistic growth orientation towards learning and life [6]. Young children can learn how
to think about and interpret life events in functional, optimistic, and growth-oriented ways,
so as to feel empowered to make decisions and act upon everyday events in a masterful
manner [7]. Positive explanatory styles are, therefore, the essence of positive psychology
in education.

1.3. Explanatory Styles and Young Children’s Well-Being

How people think about and cope with successes and challenges in all areas of their
daily life is important. The psychology of attributional and explanatory styles has shown
that learning to think and communicate in constructive and positive ways results in ex-
planatory styles that support mastery and avoid helplessness [5,6,8]. This, in turn, has a
positive impact on social, emotional, academic, and other well-being outcomes. This is
important for children and their teachers, and can be strengthened through the knowledge
and practice of growth mindset and optimism.

1.3.1. Growth Mindset

Researchers in the field of explanatory styles have shown that the mindsets we adopt
can determine the course of our lives, starting at a very young age [5,8,25,26]. Motiva-
tion for taking on challenges and learning can be deeply impacted by these mindsets,
and understanding and adjusting mindsets can change how a person approaches and
understands life.

A growth mindset is a belief that intelligence, ability, and personality can grow through
effort, and that setbacks and failure are opportunities to try again, to learn, and to grow. A
growth mindset is marked by trying hard and repeatedly, loving challenges, and seeing
failure as a stepping stone to success. It is a determination to grow and change, and it
cultivates achievement and optimism. In comparison, a fixed mindset is a belief that
intelligence, ability, and personality are fixed at birth, and setbacks and failure are therefore
evidence of a lack of intelligence or ability. Someone with a fixed mindset believes it is
important to look successful without trying too hard. They feel helpless when something is
too challenging and prefer to attempt things that are easy and for which they are guaranteed
success. To someone with a fixed mindset, trying hard or repeatedly is seen as evidence of
low intelligence or ability. A fixed mindset cultivates helplessness and pessimism.

Research on mindsets has primarily focused on older children and on academic
outcomes—on how positive change in a young person’s mindset is positively related to
their academic achievement [27]. There has been less research on the relationship between
positive change in mindsets and change in social, less easily measured, outcomes, or on the
relationship between teacher’s mindsets and student achievement [27].
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Mindsets are not absolute and can be situational—people can feel more or less growth-
oriented in different areas, at different times, and in response to different challenges [5].
But, whether conscious or subconscious, a person’s predominant mindset is a basic belief
about life that strongly affects what is attempted and what is achieved. Mindsets play a
significant role in the motivation, self-regulation, achievement, and interpersonal processes
of children, and can be taught and learnt, especially through healthy day-to-day interactions
and modelling from adults [8]. However, our preliminary searches found limited literature
on growth mindsets in young children. Therefore, an objective of this scoping review is to
explore and map the existing literature suggesting an association between growth mindset
programs in ECEC settings and well-being outcomes, including, academic achievement,
pro-learning behaviour, motivation, and self-regulation.

1.3.2. Optimism

Optimism is a set of beliefs that leads people to approach the world in a positive way.
Early research in optimism emphasized optimism as trait or personality disposition that
was associated with reduced levels of depression, anxiety, and stress [28]. Dispositional
optimism argued that having the personality trait of optimism was associated with better
life outcomes and increased the chances that positive events would occur. During the 1990s,
Seligman and colleagues reframed optimism as an explanatory style that could be learned,
termed ‘learned optimism,’ and that was the opposite of learned helplessness [6].

Both models of optimism are still recognised (and debated) in the literature, but for
the purpose of framing this study, we align with optimism as an explanatory style. As such,
optimism is the skill of focusing on the positive without denying the realistic existence
of the negative [10]. Children develop and learn an optimistic explanatory style through
the example of adults, feedback and interaction with teachers and parents, the praise and
criticism they receive, and their experiences and memories of life-altering events. Learning
optimism is learning to replace a pessimistic explanatory style with a more optimistic one,
and has been shown to enable older children to see possibilities and experience mastery
even during challenges and adversity, and to approach academic problems in a hopeful,
positive, and openminded way [4,6–8,29].

According to Seligman [4,6], people with a pessimistic explanatory style tend to
consider negative events to be pervasive (applying to all areas of their life), permanent
(they will be this way forever), and personal (their own fault). They consider positive events
to be exceptional or unusual, short-lived, and attributed to luck and not to their own effort
or ability. On the other hand, people with an optimistic explanatory style consider negative
events to be exceptional or unusual, short-lived, and attributed more to bad luck than
their own effort or ability, whereas they consider positive events to be pervasive (affecting
all areas of their life), permanent, and personal (not just lucky). People are rarely always
pessimistic or always optimistic, but a generally more optimistic explanatory style is a
positive trait. Learning to interrupt pessimistic thought patterns with optimistic thought
patterns significantly reduces feelings of helplessness, and energizes the desire to learn and
grow [4,6].

The early school environment plays an important role in predisposing children to
adopt either an optimistic or a pessimistic explanatory style [8,29]. Teachers can moderate
children’s responses to success and challenge, and these response patterns are especially
important in forming mastery and developing positive and effective explanatory styles. By
challenging negative self-talk and modelling how to replace pessimistic thought patterns
with optimistic ones, teachers and children can become more optimistic, more persistent,
and less likely to later become helpless or depressed.

Well-being is more than the absence of ill health or disappointment, it is also about
experiencing positive emotions, being able to enjoy the moment, and feeling the satisfaction
of overcoming negative situations and challenges. It can be seen in children who are en-
gaged with the world around them, who retain curiosity to explore their environment, and
gain satisfaction when they accomplish a task or face a challenge, be it in a social, academic,
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creative, or any other learning arena. The skills of focusing on the positive without denying
the realistic existence of the negative can be taught and modelled by preschool teachers
and learned by young children, but evidence of the successful implementation of programs
with this objective is scant. Therefore, an objective of this scoping review is to explore
and map the existing literature suggesting an association between programs promoting
optimism in ECEC settings and well-being outcomes, including the mastery of challenges,
reduced helplessness, and increased persistence.

According to researchers in the field [4–8,29], once learned, positive explanatory styles,
such as optimism and growth mindsets, can make a permanent and significant difference
in children’s lives and level of well-being. But more research in this area is warranted, for
which this scoping review should provide a good foundation.

1.3.3. The Influence of Parental Explanatory Styles

Prior studies have explored the relationship between the explanatory styles of parents
and well-being outcomes in young children. Parental growth mindset has been shown to
improve communication with their very young children, which is later associated with
better communication skills for the child [30]. It also influences how they respond to suc-
cess and failure in everyday life, for themselves and their children, which in turn predicts
children’s mindsets and academic outcomes later in life [26]. Parental use of process praise
with their toddlers has been shown to predict children’s academic achievement in math and
reading up to seven years later, via their incremental motivational frameworks [31]. Process
praise has been found to positively impact children’s trait beliefs (belief in intelligence as
malleable versus fixed, i.e., growth mindset) more than their learning motivations (prefer-
ence for easy versus challenging tasks) [31,32]. A parental growth mindset intervention was
also shown to improve the early gesture and vocabulary development of very young chil-
dren [30]. Obeldobel and Kerns [33] found that when parents modelled gratitude, children’s
gratitude was higher, and that more supportive and warm parenting ensured more secure
attachment. The importance of mindset and optimism when parenting young children
with autism, chronic illness, or developmental delays has also been documented [34–37].

However, whether the explanatory styles of ECEC teachers have an impact on the
development of explanatory styles in the young children in their care, or have an impact
on other aspects of their well-being, seems to have only been suggested [38] and not
systematically explored.

1.4. Criticism towards the Theories of Positive Psychology, Growth Mindsets, and Optimism

As with other major ideas from psychology, especially from the 1980s and 1990s,
positive psychology, optimism (as an explanatory style), and mindset research have been
criticised in light of current, more rigorous standards of social science [39,40]. Critics
claim that foundational research in these fields has overstated and underdelivered, has
not been able to be replicated, has shown muted results in subsequent meta-analyses,
and has suffered from narrow cultural narratives [39–43]. Yakushko [44] goes so far as
to label positive psychology as an “iteration of scientific Pollyannaism” (p. 111). These
researchers have called for a new, more rigorous approach to research within the field,
emphasising the importance of studying the benefits and contribution of negative emotions,
eliminating the artificial dichotomisation of positive versus negative psychology, using
more precise language, agreeing on definitions of terms, and exploring the interaction of
structural factors (such as SES) with explanatory styles, engagement, and achievement.
Before beginning this scoping review, we were unsure whether any of these criticisms
would be present within ECEC research of these topics.

1.5. Rationale and Objectives of This Study

The fields of positive psychology and early childhood education have, to date, oper-
ated largely independently. There is limited evidence of cross-disciplinary “pollination” in
practice and research [14]. However, the opportunity exists to close this gap and support
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rigorous research on the development of positive explanatory styles in young children
and their educators, as possible mechanisms for improving child well-being in ECEC. This
systematic scoping review of the existing literature on this topic aims, therefore, to lay a
foundation for future work in this field. The research question is as follows:

• What is the extent of the existing literature on optimism, growth mindset, and positive
psychology for young children’s well-being in ECEC settings?

2. Methods

This is a scoping review, conducted in accordance with the JBI methodology for
scoping reviews [45] and the Preferred Reporting Items for Systematic Reviews and Meta-
analyses with extension for scoping reviews guidelines (PRISMA-ScR) [46]. A scoping
review is a “preliminary assessment of potential size and scope of available research
literature [that] aims to identify the nature and extent of research evidence” [47] (p. 95). It is
a systematic method for mapping the body of existing literature in terms of type, features,
and volume, and for identifying existing gaps in the research, without the requirement for
assessing the quality of individual studies for the risk of bias [47,48].

The protocol was registered on the Open Science Framework Registry in Septem-
ber 2021 [49]. The criteria for initial selection of items and formation of the search strings
included that the item discussed the relationship between child well-being and growth
mindset, optimism, or other positive psychology attributes, within ECEC contexts, and that
had been published since 1995 (as theories of positive psychology, learned optimism, and
growth mindset emerged in the literature during the mid-1990s). Inclusion was not limited
by the language of publication; however, the search strings were constructed in English.

2.1. Systematic Review Design and Search Process

So as to identify and map all published material discussing the relationship between
child well-being in ECEC and growth mindsets, optimism, and other positive explanatory
styles, a multi-step search strategy was employed. An initial limited search of ORIA was
undertaken to identify relevant articles on the topic. Keywords contained in the titles
and abstracts of those relevant articles, and the index terms used to describe the articles,
were used to develop a full search strategy for ERIC, PsycINFO, Academic Search Premier,
Scopus, and ProQuest dissertations databases (see Appendix A for digital search strings).
The database searches were conducted on 22 September 2021. As the database searches
did not consistently return results from some previously identified journals and registries
of systematic reviews, The Journal of Positive Psychology, The International Journal of Applied
Positive Psychology, The European Journal of Applied Positive Psychology, The Journal of Positive
School Psychology, and the Cochrane, Campbell, and JBI registries of systematic reviews,
were manually searched for items (see Appendix A for manual search strings). Finally,
backward and forward reviews of the reference lists of included studies were checked for
items that had not been identified in the formal searches (but no additional items were
identified in this final step). The PRISMA-ScR [46] flow diagram, displayed in Figure 1,
outlines the identification, screening, and selection of the items in this scoping review.
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2.2. Study Screening and Eligibility

Following the systematic search, all identified citations (n = 1313) were collated and
uploaded into EndNote 20.1 [50] and duplicates were removed. The resulting database
(n = 1011) was uploaded into JBI System for the Unified Management, Assessment, and
Review of Information [51] and titles and abstracts were screened independently by both
authors against the inclusion criteria for the review. These inclusion criteria were:

• Publication since 1995
• ECEC context
• Outcomes for children up to 7 years old
• At least one child well-being outcome
• Discusses either growth mindsets, optimism, or positive psychology

Items that passed title and abstract screening (n = 68) were retrieved and the full text
versions were assessed in detail against the inclusion criteria, once again independently
by both authors. Reasons for exclusion of full text sources of evidence were recorded.
Disagreements between the reviewers during screening were resolved through discussion
until agreement was reached. This multi-stage screening was completed over a period of
two months, and resulted in 25 included items (see Figure 1).

2.3. Data Extraction

Data were extracted from the included items using a data extraction template devel-
oped by the reviewers (see Appendix B). This was modified slightly from the data extraction
template proposed in the protocol [49] so as to best fit the emerging needs of the study.
When possible, in vivo coding was used, extracting exact wording, keywords, main ideas,
and stated or implied mechanisms for later frequency counting and thematic analysis.
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2.4. Data Analysis

The 25 items in our final sample represented a variety of empirical studies and theo-
retical papers, published in a broad range of media. We therefore applied the approaches
for data analysis and presentation of findings for scoping/mapping reviews described in
recently published guides [45,52], and summarized the findings with narrative and tabular
syntheses, as well as with visual representations including graphs, maps, and diagrams.

Due to the low number of included studies, data tabulation and analysis were con-
ducted manually in Excel. Where appropriate, we used counting to aggregate the data,
producing frequency graphs for the general description of included studies by year of
publication, country of study, publication source, and type of study. Main ideas and key-
words (extracted from the titles, abstracts, and conclusions of the included items) were
counted and tabulated by frequency, and the explicit and implied mechanisms of change
were thematically grouped and graphically synthesized.

3. Results
3.1. Characteristics of Included Studies

The twenty-five studies in the final review sample were published across thirteen
academic journals, four books (or book chapters), two professional magazines, and one
conference proceeding. Of the 25 items, 18 were published in academic journals, with
The Australasian Journal of Early Childhood, The Early Childhood Education Journal, Frontiers
in Psychology, The Journal of Positive Psychology, and The International Journal of Applied
Positive Psychology each publishing two of the included items. Empirical studies (covering
quantitative, qualitative, mixed method, systematic reviews, and meta summaries) made
up 52% of the sample, while theoretical papers made up the remaining 48%. The date range
for inclusion spanned 1995–2021, however, only one item was published before 2007, and
68% were published since 2015. The studies originated from a range of countries, with the
USA as the most represented originating country (seven items), followed by Australia (four
items). The characteristics of the included items are graphically represented in Figure 2.
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The search of the literature focused specifically on identifying items that reported an
observed or theoretical relationship between growth mindset, optimism, other positive
psychology elements, and child well-being in ECEC settings. There was an overlap of
concepts, but the included items were able to be classified broadly according to their main
focus and type of paper, as illustrated in Figure 3. Almost half of the items were evenly
split across the main focus of growth mindset and optimism, with the remaining items
focusing on other aspects of positive psychology, including character strengths, happiness,
positive social interaction, emotional education, flow, gratitude, and compassion.
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3.2. Reported Positive Psychology and Child Well-Being Attributes

During data extraction of the included items, the keywords used to describe the
attributes of positive psychology programs and the attributes of child well-being as an
outcome were identified and tabulated. There was a degree of repetition both within and
across these classifications. As displayed in Table 1, the terms that most repeated in the
description of elements of positive psychology programs with young children in ECEC
settings were as follows: character strengths, growth mindset, optimism, goal orientation,
and prosocial behaviour. As displayed in Table 2, the terms that most repeated in the
description of child well-being outcomes were as follows: adaptability, happiness, learning,
prosocial behaviour, resilience, school readiness, social competency, taking on challenges,
academic achievement, flourishing, and mental health. The terms that were used to de-
scribe both a positive psychology program and a child well-being outcome were as follows:
character strengths, happiness, prosocial behaviour, resilience, positive emotions, commu-
nication skills, coping, creativity, empathy, gratitude, kindness, mastery, and self-regulation.
Although much previous research on mindsets has focused on academic achievement as
the primary outcome (Zhang et al., 2017), in the items included in this review, there were
no instances of this being the only outcome or focus. Academic achievement (including
school readiness and learning) was one of the outcomes along with social and emotional
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well-being outcomes in 14 (56%) of the included items, while the remaining 11 items solely
emphasised social and emotional well-being and development.

Table 1. Repetition of keyword/main idea from positive psychology in included items.

Number of Included Items Focusing on This Element of Positive Psychology Programs in ECEC

More than 4 3 2 1

character strengths goal orientation coping attention
growth mindset prosocial behaviour gratitude communication skills

optimism mastery compassion
positive affect creativity

critical thinking
emotional capital

emotional intelligence
empathy

explanatory style
forgiveness

grit
happiness

hope
intrinsic motivation

kindness
love

mindfulness
positive adaptation
positive emotions

positive interactions
positive thinking

positivity
resilience

self-efficacy
self-regulation

social skills

Table 2. Repetition of element describing child well-being as an outcome in included items.

Number of Included Items Focusing on This Element of Child Well-Being as an Outcome

More than 4 3 2 1

adaptability academic achievement healthy life absence of helplessness
happiness flourishing positive emotions adjustment
learning mental health positive view of self agency

prosocial behaviour positive interactions attachment
resilience emotional regulation autonomy

school readiness awareness
social competency belief in change

taking on challenges character strengths
communication skills

coping
creativity
curiosity
efficacy

emotional competency
emotional maturity

empathy
flow

gratitude
intentional behaviour
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Table 2. Cont.

Number of Included Items Focusing on This Element of Child Well-Being as an Outcome

More than 4 3 2 1

kindness
less bullying

mastery
motivation

peer acceptance
perseverance

positive feelings
positive life trajectory
positive relationships

positive transitions
problem solving

psychological health
self confidence

self esteem
self-regulation

social imagination
social intelligence

strength
thriving

3.3. Suggested Mechanisms of Change

The proposed mechanism of change in each included item was not always explicitly
stated. However, in all items, a mechanism linking one or more characteristics of positive
psychology with one or more child well-being outcomes was either stated, implied, or
could be inferred. The distribution of these mechanisms is illustrated in Figure 4.
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In most cases, the mechanism of change suggested that positive change in children’s
growth mindset, optimism, or other positive psychology characteristics was (or could be
expected to be) associated with positive change in children’s well-being. In many instances
this change was supported or promoted by teachers, through teaching or modelling, but in
very few cases was it suggested that positive change in teachers’ own characteristics would
be associated with positive change in children’s well-being. For example, the five items
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that focused on growth mindset posited that programs, activities, and actions (teacher-led)
promoting positive change in children’s growth mindset were associated with positive
change in children’s academic achievement and disposition to learning [25], ability to
address challenges, achieve academic success, and develop social and emotional well-
being [53–55], and self-regulation and adjustment to the demands of kindergarten and
school [56]. However, despite literature indicating that positive change in parents’ growth
mindset directly impacts children’s growth mindset and well-being outcomes [26,30], no
similar mechanism linking positive change in teachers’ growth mindset with positive child
outcomes was suggested.

Similarly, the six items that focused on optimism posited that programs, activities,
and actions (such as teacher-led playful activities and novel creative tasks) promoting
positive change in children’s optimism were associated with positive change in children’s
academic and social mastery [7,29] and their ability to cope with negative emotions such as
anger [57], as well as empowering preschool children for success later in life [58]. However,
despite literature supporting the importance of parents’ optimism for children’s well-being,
especially when health or developmental challenges occur [34–37], no mechanism linking
teachers’ own optimism with positive child outcomes was suggested.

Most of the items that focused on other elements of positive psychology programs
also suggested mechanisms for change that emphasised positive programs, activities, and
actions (often teacher-led) for promoting children’s well-being. However, four items did
suggest an association between the positive characteristics of teachers (specifically their
emotional capital, character strength spotting, and compassion) and positive outcomes in
children’s well-being. These articles emphasized the critical relationship between educator
and child well-being [14], the role that teacher mindfulness and strength sight has in
the development of children’s positive characteristics [11], and how teachers’ personal
positive characteristics enhance the social-emotional learning and character development of
children in their care [59]. Vuorinen and colleagues [38] summarise this type of mechanism,
stating that

the way adults respond to emotions expressed by each other is a living demon-
stration for children of how to build caring interactions with other people . . .
With positive adult role models to follow, children as young as one year of age
learn pro-social behaviour . . . Compassionate adults working with children not
only model caring behaviour, but they are able to create better functioning organ-
isations in which all members feel included. In such organisations, psychological
safety is improved, positive emotions such as gratitude are evoked, [and] anxiety
is reduced (p. 164).

Full details of the characteristics of the 25 included items [7,8,11,12,14,25,29,38,60–69]
are provided in Appendix C.

4. Discussion

In this study we systematically reviewed the literature on growth mindset, optimism,
and positive psychology in ECEC settings, and their relationship with child well-being.
From an initial pool of 1011 unique items, our final sample of 25 included items were
published between 1995 and 2021, and across a range of countries and publication media.
The discussion of the findings will cover the implications for programs supporting growth
mindset, optimism, and other positive explanatory styles in ECEC settings, as well as the
limitations and future research implications from this study.

4.1. Limited Evidence, Broad Theory

Since the emergence of the theories of growth mindset and learned optimism in the
1990s, the relationship between these explanatory styles and child outcomes has been
widely studied. These studies have primarily focused on school-age children, and often on
academic outcomes [27]. However, there is agreement among the pioneers in the field [4–6]
and contemporary researchers and practitioners [8,21,29] that the development of positive
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explanatory styles at a very young age will have a positive impact on child well-being.
However, as both previous research and the findings from this study show, there exists a
broad range of concepts and constructs associated with child well-being as an outcome in
ECEC settings. Future work should therefore clearly present the type of child well-being
that is being explored as an outcome, the ways in which it is measured, and whether that
measurement is subjective or objective. With the establishment of this theoretical base,
it is now necessary to shift the focus onto the building of a body of empirical evidence
exploring the effectiveness of interventions and programs in this field.

Theory indicates that programs in ECEC that build young children’s growth mindsets
will also improve their disposition towards learning [25], their ability to face challenges [55],
their later academic success [53], and their social and emotional well-being [8]. Theory also
indicates that teaching young children to think optimistically will promote educational
and social mastery [7,29], improve their ability to cope with negative emotions [57], and
set them up for success in school [58]. However, the empirical evidence supporting these
theories is limited, and despite the difficulties inherent in such research (how to measure
these phenomena, how to conduct such research with very young children, and the cost
of longitudinal research, to name but a few), the existing broad theory needs systematic
empirical evidence to support its implementation. The findings from this study emphasize
both the scarcity of existing research and the opportunity for ongoing research into the
relationship between the early development of positive explanatory styles in children
within ECEC settings, and future outcomes in child well-being.

4.2. The Influence of ECEC Teacher’s Explanatory Styles

Whereas some literature exists supporting a relationship between parental optimism,
growth mindsets, and child well-being outcomes, the findings from this study have con-
firmed the point made by Zhang and colleagues [27]: that there is limited literature explor-
ing the relationship between teachers’ explanatory styles and child outcomes. Among the
included items in this study, there was, in fact, no item that discussed a possible relationship
between ECEC teachers’ own optimism and growth mindset, and child development and
well-being. But, as the positive explanatory styles of the parents of young children have
been shown to be associated with improved communication skills, early gesturing, and vo-
cabulary development [30], increased motivation for learning [31], and improved academic
outcomes in school [26], it is possible that the personal explanatory styles of ECEC teachers
will also be associated with positive outcomes in children. There is, therefore, a gap in the
current knowledge base, where such a relationship can be theoretically and empirically
studied and reported.

4.3. Limitations and Future Research

In alignment with published best practices for systematic scoping reviews [45,46], the
question for this review was narrowly defined and clearly stated, and then broadly explored
across multiple databases. We can therefore be confident that within the definition of our
research question and timing and scope of the study, we have systematically identified the
most relevant literature on this topic. However, there are limitations to our study design.

Specifically, there may be search terms, similar in meaning to those employed, that
may result in the identification of similar and potentially relevant items, and there may
exist additional relevant databases that were not searched. Although the distribution of the
publication dates of the included items would suggest that it is unlikely that an earlier start
date for inclusion would result in additional included items, the dynamic nature of research
in this field would suggest that it is very probable that more relevant research has been
published since the cut-off date for inclusion in this study (September 2021). More recent
work in the field could also shed light on the impact of COVID-19 on well-being, mindsets,
and optimism in ECEC in current times (see, for example, [70–72]). The transparent and
full publication of the research design and search strategies employed in this study allows
for the replication of this current study and the testing of these limitations. It will be
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both important and interesting to replicate this study in five years’ time, and explore how
knowledge in the field has advanced.

In addition, and as discussed earlier, there is broad theoretical support for the positive
relationship between programs promoting growth mindset, optimism, and other positive
explanatory styles in ECEC settings, but to date, less empirical evidence for the effectiveness
or best design approaches for such programs. Future research, empirically testing the
theory reviewed in this study, with novel, systematic, and rigorous methods, is therefore
needed. It should also be noted that none of the included items in this study referred to
criticisms about the underlying theories, or possible cultural nuances, and as over 40% of
the identified literature came from the USA or Australia, there may be cultural limitations
in this field. Future research should address these considerations.

Finally, it is the opinion of the authors of this review, supported, we believe, by the
reported findings, that future research into the importance of positive explanatory styles
in ECEC teachers and educators is warranted. It is possible that the explanatory styles of
teachers and educators are important for the well-being of the children that spend many
hours per week in ECEC settings, just as the explanatory styles of parents of young children
have been shown to be. This has, to date, been suggested but understudied. As a potential
facilitator and moderator of positive outcomes in young children, the study of, and support
for, positive explanatory styles in teachers of young children is therefore an important area
of future research in child well-being.

5. Conclusions

Well-being in the early years lays the foundation for children’s health, academic
achievement, and social adjustment in society, both now and into the future. Habitual
explanatory styles (such as growth mindsets and optimism thinking) impact the well-being
of children, are often acquired during early childhood, and may endure and have an impact
throughout the child’s life. These explanatory styles have been shown to be influenced
by parents, but may also be influenced by regular interactions with other significant
adults outside of the family setting, such as in ECEC centres. This scoping review has
systematically explored and mapped the literature (published between 1995 and 2021) on
optimism, growth mindsets, and positive psychology in young children in ECEC settings,
and found that few studies have focused on the relationship between optimism, mindsets,
and the well-being of children in ECEC. In the literature that does exist, there is support
for the theory of positive associations between optimism, growth mindset, and child well-
being in ECEC, but limited empirical evidence. The possible relationship between teacher
explanatory styles and child outcomes has, to date, been largely overlooked. This scoping
review therefore provides a starting point for future research to address these knowledge
gaps, and for the advancement towards a better understanding of the mechanisms of
well-being for young children in ECEC settings.
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Appendix A

Search Strings

ERIC & Academic Search Premier

AB (“optimis*” OR “mindset*” OR “positive psychology” OR “explanatory style*”)
AND AB child AND TX (“early child*” OR “preschool*” OR “pre-school*” OR “kinder-
garten*” OR “childcare*”)

Limiter—Date Published 19950101—current

PsycINFO & PROQUEST Dissertations and Theses

Optimism or mindset or “positive psychology” or “explanatory style” [abstract]
AND
child [abstract]
AND
“early child” or preschool or pre-school or kindergarten or childcare [all fields]
Limiter—Publication year 1995—current

SCOPUS

optimism or mindset or {positive psychology} or {explanatory style} [abstract]
AND
child [abstract]
AND
{early child} or preschool or pre-school or kindergarten or childcare [all fields]
Limiter—Publication year 1995—current

The Journal of Positive Psychology, The International Journal of Applied Positive Psychology,
& Journal of Positive School Psychology

“early child” OR preschool OR pre-school OR kindergarten OR childcare

The European Journal of Applied Positive Psychology

child AND (mindset OR optimism)

The Cochrane database of systematic reviews

KEYWORD: optimism OR mindset OR “positive psychology” OR “explanatory style”
AND
KEYWORD: “early child” OR preschool OR pre-school OR kindergarten OR childcare

Campbell Systematic Reviews & JBI Evidence Implementation

(optimism OR mindset OR “positive psychology” OR “explanatory style”) AND
(“early child” OR preschool OR pre-school OR kindergarten OR childcare)
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Appendix B
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Appendix C

Included Items

Authors (Year) Type of Study,
Publication Country Phenomena of Interest Positive Psychology

Keywords
Child Well-Being

Outcome Keywords

Al-Mohtadi,
Aldarab’h, &

Gasaymeh (2015)
[60]

Quantitative, Journal
Article Jordan

Programs aimed at
increasing optimism in

young children, are
positively associated with
learning, mastery, positive

self-concept, happiness,
and health.

optimism
learning, mastery,

happiness, empathy,
psychological health

Alzina & Paniello
(2017)
[61]

Theory, Journal
Article Spain

Training teachers in
emotional education
(positive psychology,

emotional intelligence,
emotional competencies,

optimism, drawing
attention to positive aspects
of human functioning) so
they can train children in

the same, is associated with
improvements in social

well-being, personal
well-being, and a culture of

well-being in children.

emotional
intelligence,
optimism,

mindfulness,
character strengths

social competency,
emotional competency,

flourishing

Armstrong, Missall,
Shaffer, & Hojnoski

(2009)
[62]

Theory, Book chapter Not stated

Early educator and parent
support that promotes

positive adaptation, social
and individual skills for

adapting, interacting, and
learning, is associated with
happiness, well-being, and
better positive adaptation

to new scenarios in
children. ECEC is

particularly important for
positive adaptation skills

for school readiness.

positive adaptation,
social skills, positive

interactions,
character strengths

happiness, adaptability,
school readiness

Baker, Green, &
Falecki (2017) [14]

Theory, Journal
Article

Multiple
countries

How positive psychology
(emotional capital)

contributes to resilience and
well-being in educators,

and play, curiosity, learning,
happiness, flow, and

healthy relationships in
children. ECEC

professional well-being
(organisational) benefits all.

emotional capital
resilience, learning,

flourishing, flow,
curiosity

Boylan, Barblett, &
Knaus (2018) [25]

Mixed method,
Journal Article Australia

Teachers’ perspectives on
how growth mindset

(resilience, critical thinking,
creativity, 21st century

skills, intrinsic motivational
orientations) in children in

ECEC are important for
children’s autonomy,
learning, and positive

lifelong learning habits.

growth mindset,
resilience, creativity,

critical thinking,
intrinsic motivation

autonomy, learning,
agency, taking on

challenges

Cefai, Arlove, Duca,
Galea, Muscat, &

Cavioni (2018)
[53]

Quantitative, Journal
Article Malta

Activities developed by
teachers in ECEC

classrooms to teach and
promote growth mindset,

strengths,
self-determination, and

communication skills, and
their association with
increased resilience,

academic success, learning
engagement, prosocial

behaviour, and social and
emotional well-being.

growth mindset,
character strengths,

communication skills

resilience, academic
achievement, learning,

prosocial behaviour
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Authors (Year) Type of Study,
Publication Country Phenomena of Interest Positive Psychology

Keywords
Child Well-Being

Outcome Keywords

Compagnoni, Karlen,
& Maag (2019)

[56]

Quantitative, Journal
Article Switzerland

An examination of the
structure of children’s
mindset orientation in

ECEC, and how it is related
to behavioural

self-regulation, successful
adaptation, and

pre-academic achievement.

growth mindset, goal
orientation

self-regulation,
adaptability, academic

achievement

Diesendruck &
Lindenbaum (2009)

[63]
Quantitative, Journal

Article Israel

How children’s individual
stable trait theories of
positive attributes are

related to prosocial
behaviour, social

interactions, adaptability,
and the absence of

helplessness

optimism

prosocial behaviour,
positive interactions,

absence of helplessness,
adaptability

Enriquez, Clark, &
Calce (2017)

[54]

Theory,
Journal Article Not stated

How growth mindset
language employed by

teachers within a dynamic
learning framework, is

related to learning,
worldview, broad

perspectives, belief in the
possibility of positive

change, social imagination,
and taking on challenges in

kindergarten children.

growth mindset

learning, taking on
challenges, belief in

possible change, social
imagination

Frydenberg, Deans, &
Liang (2020)

[8]
Theory, Book Multiple

countries

How teachers’ knowledge
of a combination of positive

psychology attributes
(gratitude, grit, mindsets,
meaning, positive affect,

mastery, self-efficacy,
coping) will help their

interactions with children
and result in improved
physical health, social
competence, emotional

maturity, communication
skills, flourishing, and
resilience in children.

gratitude, grit,
growth mindset,
positive affect,

mastery, self-efficacy,
coping

healthy life, social
competency, emotional

maturity, communication
skills, flourishing,

resilience

Haslip, Allen-Handy,
& Donaldson (2019)

[59]

Qualitative, Journal
Article USA

How ECEC educators
practice the character

strengths of love, kindness,
forgiveness, and caring

behaviour, and how they
observe those traits in

children, and the
relationship this has with

children’s success in school,
social life, and prosocial

competency.

character strengths,
love, kindness,

forgiveness
school readiness, social
competency, attachment

Hawkes (1995)
[64]

Theory, Conference
Paper USA

How teachers’ knowledge
of, and modelling of,

internal locus of control
(belief that effort is a major

determinant of success,
ability to develop, grow,

and work independently)
positively impacts on

children’s self-concept,
affective aspects of

personality, and positive
feeling of self.

locus of control positive view of self, self
esteem

Hopps-Wallis,
Fenton, & Dockett

(2016)
[65]

Qualitative, Journal
Article Australia

How strength-based
practices and especially

strengths identification by
teachers (as communicated

from ECEC teachers to
primary teachers),

contribute to positive
transitions and school
readiness in children.

character strengths positive transitions,
school readiness
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Authors (Year) Type of Study,
Publication Country Phenomena of Interest Positive Psychology

Keywords
Child Well-Being

Outcome Keywords

Koralek & Colker
(2019)
[29]

Theory, Book USA

How teachers can teach
optimism to young

children, and how that will
improve children’s healthy

lives, school success,
resilience, gratitude,

happiness, and kindness.

optimism

healthy lives, school
readiness, resilience,
gratitude, happiness,

kindness

Lottman, Zawaly, &
Niemiec (2017)

[11]
Theory, Book Chapter USA

How teachers can develop
skills in themselves to
naturally identify and
promote the unique

constellation of emergent
character strengths in the

young child. How that can
lead to improvements in

prosocial behaviour, social
intelligence, positive

identity development, and
creativity.

character strengths,
growth mindset

prosocial behaviour,
social intelligence,

positive view of self,
creativity

Oorloff, Rooney,
Baughman, Kane,

McDevitt, & Bryant
(2021)
[57]

Quantitative, Journal
Article Australia

How teachers can teach
optimism to children (with

the “I Spy Feelings
Optimism program”), and
how this is associated with
improvements in emotion

regulation, coping, and
mental health in children.

optimism
emotional regulation,

coping, character
strengths, mental health

Owens & Waters
(2020)
[66]

Meta summary,
Journal Article Not stated

How early interventions
with positive psychology

have a positive association
with strength, positive life

trajectory, positive
emotions, and social

competence.

character strengths,
hope, gratitude

taking on challenges,
strength, positive life

trajectory, positive
emotions, social

competency

Pawlina & Stanford
(2011)
[55]

Theory, Professional
Magazine USA

How teachers’ words
promoting a growth

mindset are associated with
children’s resiliency and

effective problem solving.

growth mindset resilience, problem
solving

Sagor (2008)
[58]

Theory, Professional
Magazine USA

How optimism that is
nurtured by teachers is
associated with positive
feelings about the future,

perseverance, and efficacy.

optimism
positive feelings about
future, perseverance,

efficacy

Shin, Vaughn, Akers,
Kim, Stevens,

Krzysik, et al. (2011)
[67]

Quantitative, Journal
Article USA

That children who express
and experience positive

affect and happiness more
frequently, will also

experience more peer
acceptance, better social

interaction, better
adjustment, and more
emotional regulation.

positive affect,
happiness

peer acceptance, positive
interactions emotional
regulation, adjustment,

social competency

Shoshani & Slone
(2017)
[12]

Quantitative, Journal
Article Israel

How a positive education
program in preschool,
focusing on positive
emotions, regulation,

empathy, positive thinking,
engagement, social

relationships, and goal
identification, is positively
associated with learning
behaviour, mental health,
adaptive functioning, and

subjective well-being.

positive emotions,
self-regulation,

empathy, positive
thinking, prosocial

behaviour, goal
orientation

learning, positive
emotions, mental health,
adaptability, happiness
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Authors (Year) Type of Study,
Publication Country Phenomena of Interest Positive Psychology

Keywords
Child Well-Being

Outcome Keywords

Vuorinen, Pessi, &
Uusitalo (2021)

[38]

Theory, Journal
Article Finland

How compassion in ECEC
teachers results in better

functioning organisations,
psychological safety in the

workplace, positive
emotions in the

organisation, less stress and
anxiety, and improved

attachment and
commitment to the work,

which in turn is associated
with better prosocial

behaviour, closer
relationships, less bullying,
more self-confidence, and
better school adaption in

children

compassion

prosocial behaviour,
positive relationships,

less bullying,
self-confidence, school

readiness

Waters & Loton
(2019)
[68]

Systematic review,
Journal Article Not stated

How children’s strengths,
emotional management,
gratitude, attention and
awareness, mindfulness,

relationships, coping,
resilience, and

self-regulation are
positively associated with

their mental health,
academic performance,

motivation

character strengths,
emotional

management,
attention, prosocial
behaviour, coping,

goal orientation

mental health, academic
achievement, motivation

Waters, Dussert, &
Loton (2021)

[69]
Qualitative, Journal

Article Australia

Children’s concepts of their
own well-being. How

addressing the deficit focus
and lack of child voice in

ECEC about their own
well-being can improve

their well-being.

prosocial behaviour resilience, thriving

Zafiropoulou &
Thanou (2007)

[7]

Qualitative, Journal
Article Greece

How children’s optimism,
explanatory styles, mastery,

positivity, and lack of
helplessness, is positively

associated with awareness,
ability to identify thought,

positive emotions,
behaviour management,

intentional behaviour
towards challenges, and

adaptability

optimism,
explanatory style,
mastery, positivity

awareness, positive
emotions, learning,
prosocial behaviour,
taking on challenges
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16. New Zealand Ministry of Education. Te Whāriki: Early Childhood Curriculum. Available online: https://tewhariki.tki.org.nz/
en/early-childhood-curriculum/ (accessed on 1 October 2021).

17. Norwegian Ministry of Education. Framework Plan for Kindergartens. Available online: https://www.udir.no/laring-og-trivsel/
rammeplan/ (accessed on 1 October 2021).

18. OECD. Starting Strong 2017: Key OECD Indicators on Early Childhood Education and Care; OECD Publishing: Paris, France, 2017.
19. Norrish, J.; Williams, P.; O’Connor, M.; Robinson, J. An applied framework for positive education. Int. J. Wellbeing 2013, 3, 147–161.
20. Seligman, M.; Csikszentmihalyi, M. Positive psychology: An introduction. Am. Psychol. 2000, 55, 5–14. [CrossRef]
21. Stifter, C.; Augustine, M.; Dollar, J. The role of positive emotions in child development: A developmental treatment of the broaden

and build theory. J. Posit. Psychol. 2020, 15, 89–94. [CrossRef]
22. Coffey, J.; Warren, M.; Gottfried, A. Does infant happiness forecast adult life satisfaction? Examining subjective well-being in the

first quarter century of life. J. Happiness Stud. 2015, 16, 1401–1421. [CrossRef]
23. Seligman, M.; Ernst, R.; Gillham, K.; Linkins, M. Positive Education: Positive psychology and classroom interventions. Oxf. Rev.

Educ. 2009, 35, 293–311. [CrossRef]
24. Green, L. Positive Education: An Australian perspective. In The Handbook of Positive Psychology in Schools, 2nd ed.; Furlong, M.J.,

Gilman, R., Huebner, E.S., Eds.; Routledge/Taylor & Francis: New York, NY, USA, 2014; pp. 401–415.
25. Boylan, F.; Barblett, L.; Knaus, M. Early childhood teachers’ perspectives of growth mindset: Developing agency in children.

Australas. J. Early Child. 2018, 43, 16–24. [CrossRef]
26. Haimovitz, K.; Dweck, C. The Origins of Children’s Growth and Fixed Mindsets: New Research and a New Proposal. Child Dev.

2017, 88, 1849–1859. [CrossRef]
27. Zhang, J.; Kuusisto, E.; Tirri, K. How teachers’ and students’ mindsets in learning have been studied: Research findings on

mindset and academic achievement. Psychology 2017, 8, 1363–1377. [CrossRef]
28. Scheier, M.; Carver, C. Dispositional optimism and physical well-being: The influence of generalized outcome expectancies on

health. J. Personal. 1987, 55, 169–210. [CrossRef]
29. Koralek, D.; Colker, L. Making Lemonade: Teaching Young Children to Think Optimistically; Redleaf Press: Saint Paul, MN, USA, 2019.
30. Rowe, M.; Leech, K. A parent intervention with a growth mindset approach improves children’s early gesture and vocabulary

development. Dev. Sci. 2019, 22, e12792. [CrossRef]
31. Gunderson, E.; Sorhagen, N.; Gripshover, S.; Dweck, C.; Goldin-Meadow, S.; Levine, S. Parent praise to toddlers predicts fourth

grade academic achievement via children’s incremental mindsets. Dev. Psychol. 2018, 54, 397–409. [CrossRef]
32. Gunderson, E.; Gripshover, S.; Romero, C.; Dweck, C.; Goldin-Meadow, S.; Levine, S. Parent praise to 1- to 3-year-olds predicts

children’s motivational framework 5 years later. Child Dev. 2013, 84, 1526–1541. [CrossRef]
33. Obeldobel, C.; Kerns, K. A literature review of gratitude, parent-child relationships, and well-being in children. Dev. Rev. 2021,

61, 100948. [CrossRef]
34. Paczkowski, E.; Baker, B. Parenting children with developmental delays: The role of positive beliefs? J. Ment. Health Res. Intellect.

Disabil. 2008, 1, 156. [CrossRef] [PubMed]
35. Ellingsen, R.; Baker, B.; Blacher, J.; Crnic, K. Resilient parenting of preschool children at developmental risk. J. Intellect. Disabil.

Res. 2014, 58, 664–678. [CrossRef] [PubMed]
36. Slattery, E.; McMahon, J.; Gallagher, S. Optimism and benefit finding in parents of children with developmental disabilities: The

role of positive reappraisal and social support. Res. Dev. Disabil. 2017, 65, 12–22. [CrossRef] [PubMed]
37. Timmons, L.; Ekas, N. Giving thanks: Findings from a gratitude intervention with mothers of children with autism spectrum

disorder. Res. Autism Spectr. Disord. 2018, 49, 13–24. [CrossRef]
38. Vuorinen, K.; Pessi, A.; Uusitalo, L. Nourishing compassion in Finnish kindergarten head teachers: How character strength

training influences teachers’ other-oriented behavior. Early Child. Educ. J. 2021, 49, 163–176. [CrossRef]
39. Denworth, L. Debate Arises over Teaching “Growth Mindsets” to Motivate Students. Scie. Am. Online. 2019. Available online:

https://www.scientificamerican.com/article/debate-arises-over-teaching-growth-mindsets-to-motivate-students/ (accessed on
1 November 2022).

40. Wong, P. Positive psychology 2.0: Towards a balanced interactive model of the good life. Can. Psychol. 2011, 52, 69–81. [CrossRef]
41. King, R.; Trinidad, J. Growth mindset predicts achievement only among rich students: Examining the interplay between mindset

and socioeconomic status. Soc. Psychol. Educ. 2021, 24, 635–652. [CrossRef]
42. Sisk, V.; Burgoyne, A.; Sun, J.; Butler, J.; Macnamara, B. To what extent and under which circumstances are growth mind-sets

important to academic achievement? Two meta-analyses. Psychol. Sci. 2018, 29, 549–571. [CrossRef]

http://doi.org/10.3389/fpsyg.2017.01866
http://doi.org/10.1080/17439760.2018.1424925
https://curriculumonline.ie/Early-Childhood/
https://tewhariki.tki.org.nz/en/early-childhood-curriculum/
https://tewhariki.tki.org.nz/en/early-childhood-curriculum/
https://www.udir.no/laring-og-trivsel/rammeplan/
https://www.udir.no/laring-og-trivsel/rammeplan/
http://doi.org/10.1037/0003-066X.55.1.5
http://doi.org/10.1080/17439760.2019.1695877
http://doi.org/10.1007/s10902-014-9556-x
http://doi.org/10.1080/03054980902934563
http://doi.org/10.23965/AJEC.43.3.02
http://doi.org/10.1111/cdev.12955
http://doi.org/10.4236/psych.2017.89089
http://doi.org/10.1111/j.1467-6494.1987.tb00434.x
http://doi.org/10.1111/desc.12792
http://doi.org/10.1037/dev0000444
http://doi.org/10.1111/cdev.12064
http://doi.org/10.1016/j.dr.2021.100948
http://doi.org/10.1080/19315860801988392
http://www.ncbi.nlm.nih.gov/pubmed/20107620
http://doi.org/10.1111/jir.12063
http://www.ncbi.nlm.nih.gov/pubmed/23834102
http://doi.org/10.1016/j.ridd.2017.04.006
http://www.ncbi.nlm.nih.gov/pubmed/28432893
http://doi.org/10.1016/j.rasd.2018.01.008
http://doi.org/10.1007/s10643-020-01058-0
https://www.scientificamerican.com/article/debate-arises-over-teaching-growth-mindsets-to-motivate-students/
http://doi.org/10.1037/a0022511
http://doi.org/10.1007/s11218-021-09616-z
http://doi.org/10.1177/0956797617739704


Educ. Sci. 2023, 13, 29 22 of 23

43. Wormeli, R. Grit and Growth Mindset: Deficit Thinking? Available online: https://www.amle.org/grit-and-growth-mindset-
deficit-thinking (accessed on 1 November 2022).

44. Yakushko, O. Scientific Pollyannaism of Authentic Happiness, Learned Optimism, Flow and the Empirically Correct Positivity
Ratios. In Scientific Pollyannaism; Palgrave Macmillan: London, UK, 2019.

45. Aromataris, E.; Munn, Z. (Eds.) JBI Manual for Evidence Synthesis; JBI Global: Adelaide, Australia, 2020.
46. Tricco, A.; Lillie, E.; Zarin, W.; O’Brien, K.; Colquhoun, H.; Levac, D.; Moher, D.; Peters, M.; Horsley, T.; Weeks, L.; et al. PRISMA

extension for scoping reviews (PRISMA-ScR): Checklist and explanation. Ann. Intern. Med. 2018, 169, 467–473. [CrossRef]
47. Grant, M.; Booth, A. A typology of reviews: An analysis of 14 review types and associated methodologies. Health Inf. Libr. J. 2009,

26, 91–108. [CrossRef] [PubMed]
48. Peters, M.; Godfrey, C.; Khalil, H.; McInerney, P.; Parker, D.; Soares, C. Guidance for conducting systematic scoping reviews. Int. J.

Evid.-Based Healthc. 2015, 13, 141–146. [CrossRef] [PubMed]
49. Campbell, J.; Løkken, I. Positive Psychology, Optimism, and Growth Mindset in Young Children in ECEC Settings: A Scoping

Review Protocol. 2021. Available online: https://doi.org/10.17605/OSF.IO/C8PV2 (accessed on 1 October 2021).
50. Clarivate Analytics. EndNote 20.1 (Bld 17060). Available online: https://endnote.com (accessed on 1 November 2022).
51. JBI Global. JBIsumari. Available online: https://sumari.jbi.global (accessed on 1 November 2022).
52. Booth, A.; Sutton, A.; Papaioannou, D. Systematic Approaches to a Successful Literature Review, 2nd ed.; Sage Publications Ltd.:

Thousand Oaks, CA, USA, 2016.
53. Cefai, C.; Arlove, A.; Duca, M.; Galea, N.; Muscat, M.; Cavioni, V. RESCUR surfing the waves: An evaluation of a resilience

programme in the early years. Pastor. Care Educ. 2018, 36, 189–204. [CrossRef]
54. Enriquez, G.; Clark, S.; Calce, J. Using children’s literature for dynamic learning frames and growth mindsets. Read. Teach. 2017,

70, 711–719. [CrossRef]
55. Pawlina, S.; Stanford, C. Preschoolers grow their brains: Shifting mindsets for greater resiliency and better problem solving.

Young Child. 2011, 66, 30–35.
56. Compagnoni, M.; Karlen, Y.; Maag, K. Play it safe or play to learn: Mindsets and behavioral self-regulation in kindergarten.

Metacognit. Learn. 2019, 14, 291–314. [CrossRef]
57. Oorloff, S.; Rooney, R.; Baughman, N.; Kane, R.; McDevitt, M.; Bryant, A. The Impact of the Aussie optimism program on the

emotional coping of 5- to 6-year-old children. Front. Psychol. 2021, 12, 570518. [CrossRef]
58. Sagor, R. Cultivating optimism in the classroom. Educ. Lead. 2008, 65, 26–31.
59. Haslip, M.; Allen-Handy, A.; Donaldson, L. How do children and teachers demonstrate love, kindness and forgiveness? Findings

from an early childhood strength-spotting intervention. Early Child. Educ. J. 2019, 47, 531–547. [CrossRef]
60. Al-Mohtadi, R.; Aldarab’h, I.; Gasaymeh, A. Effectiveness of training sessions on a measure of optimism and pessimism concepts

among the kindergarten children in the district of Al-Shobak in Jordan. World J. Educ. 2015, 5, 81–86. [CrossRef]
61. Alzina, R.; Paniello, S. Positive psychology, emotional education and the happy classrooms program. Pap. Psicol. 2017, 38, 58–65.
62. Armstrong, K.; Missall, K.; Shaffer, E.; Hojnoski, R. Promoting positive adaptation during the early childhood years. In Handbook

of Positive Psychology in Schools; Gilman, R., Huebner, E., Furlong, M., Eds.; Routledge: New York, NY, USA, 2009; pp. 339–351.
63. Diesendruck, G.; Lindenbaum, T. Self-protective optimism: Children’s biased beliefs about the stability of traits. Soc. Dev. 2009,

18, 946–961. [CrossRef]
64. Hawkes, B. Locus of control in early childhood education: Where did we come from? Where are we now? Where might we go

from here? Paper Presented at the Annual Conference of the Mid-South Educational Research Association, Biloxi, MS, USA,
8–10 November 1995.

65. Hopps-Wallis, K.; Fenton, A.; Dockett, S. Focusing on strengths as children start school: What does it mean in practice? Australas.
J. Early Child. 2016, 41, 103–111. [CrossRef]

66. Owens, R.; Waters, L. What does positive psychology tell us about early intervention and prevention with children and
adolescents? A review of positive psychological interventions with young people. J. Posit. Psychol. 2020, 15, 588–597. [CrossRef]

67. Shin, N.; Vaughn, B.; Akers, V.; Kim, M.; Stevens, S.; Krzysik, L.; Coppola, G.; Bost, K.; McBride, B.; Korth, B. Are happy children
socially successful? Testing a central premise of positive psychology in a sample of preschool children. J. Posit. Psychol. 2011,
6, 355–367. [CrossRef]

68. Waters, L.; Dussert, D.; Loton, D. How do young children understand and action their own well-being? Positive psychology,
student voice, and well-being literacy in early childhood. Int. J. Appl. Posi. Psychol. 2021, 9, 91–117. [CrossRef]

69. Waters, L.; Loton, D. SEARCH: A meta-framework and review of the field of positive education. Int. J. Appl. Posit. Psychol. 2019,
4, 1–46. [CrossRef]

70. Egan, P.; Moloney, M.; Hoyne, C.; Beatty, C. Missing early education and care during the pandemic: The socio-emotional impact
of the COVID-19 crisis on young children. Early Child. Educ. J. 2021, 49, 925–934. [CrossRef]

71. Lam, W.; King, R.; Yeung, S.; Zhoc, C. Mind-sets in early childhood: The relations among growth mindset, engagement and
well-being among first grade students. Early Educ. Dev. 2022, 1–16, ahead-of-print. [CrossRef]

https://www.amle.org/grit-and-growth-mindset-deficit-thinking
https://www.amle.org/grit-and-growth-mindset-deficit-thinking
http://doi.org/10.7326/M18-0850
http://doi.org/10.1111/j.1471-1842.2009.00848.x
http://www.ncbi.nlm.nih.gov/pubmed/19490148
http://doi.org/10.1097/XEB.0000000000000050
http://www.ncbi.nlm.nih.gov/pubmed/26134548
https://doi.org/10.17605/OSF.IO/C8PV2
https://endnote.com
https://sumari.jbi.global
http://doi.org/10.1080/02643944.2018.1479224
http://doi.org/10.1002/trtr.1583
http://doi.org/10.1007/s11409-019-09190-y
http://doi.org/10.3389/fpsyg.2021.570518
http://doi.org/10.1007/s10643-019-00951-7
http://doi.org/10.5430/wje.v5n4p81
http://doi.org/10.1111/j.1467-9507.2008.00494.x
http://doi.org/10.1177/183693911604100214
http://doi.org/10.1080/17439760.2020.1789706
http://doi.org/10.1080/17439760.2011.584549
http://doi.org/10.1007/s41042-021-00056-w
http://doi.org/10.1007/s41042-019-00017-4
http://doi.org/10.1007/s10643-021-01193-2
http://doi.org/10.1080/10409289.2022.2126656


Educ. Sci. 2023, 13, 29 23 of 23

72. Wustmann, S.; Sticca, F.; Gasser-Haas, O.; Simoni, H. Long-term promotive and protective effects of early childcare quality on the
social-emotional development in children. Front. Psychol. 2022, 13, 854756. [CrossRef]

Disclaimer/Publisher’s Note: The statements, opinions and data contained in all publications are solely those of the individual
author(s) and contributor(s) and not of MDPI and/or the editor(s). MDPI and/or the editor(s) disclaim responsibility for any injury to
people or property resulting from any ideas, methods, instructions or products referred to in the content.

http://doi.org/10.3389/fpsyg.2022.854756

	Introduction 
	Well-Being in ECEC 
	Positive Psychology 
	Explanatory Styles and Young Children’s Well-Being 
	Growth Mindset 
	Optimism 
	The Influence of Parental Explanatory Styles 

	Criticism towards the Theories of Positive Psychology, Growth Mindsets, and Optimism 
	Rationale and Objectives of This Study 

	Methods 
	Systematic Review Design and Search Process 
	Study Screening and Eligibility 
	Data Extraction 
	Data Analysis 

	Results 
	Characteristics of Included Studies 
	Reported Positive Psychology and Child Well-Being Attributes 
	Suggested Mechanisms of Change 

	Discussion 
	Limited Evidence, Broad Theory 
	The Influence of ECEC Teacher’s Explanatory Styles 
	Limitations and Future Research 

	Conclusions 
	Appendix A
	Appendix B
	Appendix C
	References

