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Abstract 

The achievement gap between disadvantaged students and their advantaged peers is a problem 

that has been a concern since the Brown vs. the Board of Education Supreme Court case in 1954. 

The problem continues to exist, and little progress has been made in closing the gap. Research 

shows a teacher’s mindset can significantly impact the achievement gap. This mixed-methods 

case study aims to examine teacher mindsets in at-risk, suburban elementary campuses to 

determine its impact on instruction. A purposeful selection sample of nine teachers from various 

levels, experience, and specialties in grades PK-5 took part in the study. The quantitative results 

collected from the growth mindset quizzes and correlation coefficient revealed (a) five teachers 

possessed a strong growth mindset; (b) four teachers possessed a growth mindset with some 

fixed ideas; (c) there was no correlation between a teachers’ years of service and their mindset 

score. The following themes emerged from the qualitative data through semistructured 

interviews and focus group discussions: (a) teachers’ mindsets aid in differentiation to meet 

students at varying levels, (b) a growth mindset provides flexibility in thinking and an openness 

to learning and making changes, (c) reflection is a regular practice of growth minded educators, 

(d) all participants desired to possess a growth mindset, and (e) educators battle the two mindsets 

(growth and fixed). Implications for schools wanting to focus on teacher mindsets and 

recommendations for future research are provided. 

Keywords: growth mindset; teacher mindset; instructional practices; incremental theory; 

achievement gap 
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Chapter 1: Introduction  

For years, people have debated intelligence. Some believe there is general intelligence 

defined by IQ, whereas others believe there are different ways to be intelligent (Fitzgerald & 

Laurian-Fitzgerald, 2016). McTighe and Willis (2019) indicated that the brain is always 

changing due to experiences and the environment. Psychosocial skills, or sometimes called 

noncognitive skills, make up 75% of a person’s achievement. A person’s IQ only makes up 25% 

of how they perform (Olszewski-Kubilius, 2013). The psychological factors can matter more 

than cognitive factors for successful accomplishments (Dweck et al., 2014).  

Sousa’s (2011) brain research shows that as people learn more, the knowledge they gain 

helps build the brain’s capacity to learn even more. This information demonstrates the concept of 

neuroplasticity, which is the brain’s way of rewiring itself throughout life. Neuroplasticity can 

work both ways. It creates new connections with effort and learning and weakens or eliminates 

connections that are not often used (Ricci, 2017). Recent findings in cognitive neuroscience 

support the idea that intelligence is not fixed but developed through productive interactions of 

people and their environment (Blackwell et al., 2007). 

Teaching is a challenging yet rewarding profession. Educators of elementary children 

face challenges, including salary issues, hardworking environments, and issues with co-workers, 

parents, and students as they work to minimize the achievement gap (Kim et al., 2020). The 

mindset a teacher possesses plays a significant role in their classroom expectations, instruction, 

and relationships with students, parents, and co-workers (Brooks & Goldstein, 2008). 

Effective educators understand they have a lifelong impact on students. Teachers 

possessing a growth mindset believe all students yearn to learn. If they discover students who do 
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not have this desire, they know they have the responsibility to adapt and change their practices to 

draw the student in (Brooks & Goldstein, 2008). 

For educators, possessing a growth mindset is critical to their work with students to 

positively affect outcomes (Ng, 2018). In educational settings, many have adopted the idea of a 

growth mindset (Khan Academy, 2016). Studies are increasing around teachers’ beliefs and the 

influence it has on their pedological decisions and behavior in the classroom (De Kraker-Paw et 

al., 2017). The view a teacher has of themselves plays a vital role in their development. Mastery 

and helplessness to learning links to the mindset a teacher possess about their growth (Seaton, 

2018). Teachers starting with differing mindsets will start out achieving at the same level, but 

over time, the one with a growth mindset will begin to outperform the one with a fixed mindset 

(Dweck, 2009). 

Discoveries on the brain have led to an understanding that indicates the reasons why 

people experience success over time (Dweck, 2008; Perkins-Gough, 2013). It is not how smart 

we are but instead, the motivation that determines growth. IQ, which is a hard cognitive skill, 

does not predict new learning or success. Motivated individuals put in the extra effort. This 

exertion is a soft cognitive skill that helps them experience success. This thought demonstrates 

that hard cognitive skills are not the only determining factor for favorable outcomes (Blue, 

2012). 

Motivation and effort are two prefaces of a growth mindset theory pioneered by Carol 

Dweck (Boyett, 2019). Dweck (2019) wanted people to learn from her research that everyone is 

capable of significant growth. She wanted individuals to understand that with sustained effort, 

great strategies, and feedback and coaching from other people, individuals can develop their 

abilities. Since the introduction of a growth mindset, explorations have emerged, showing that 
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the brain people are born with can grow and develop into adulthood (Abiola & Dhindsa, 2012; 

Maguire et al., 2006). 

Throughout the 21st century, an inquiry has occurred on the topic of a growth mindset, 

also known as incremental theory. Noncognitive skills seem to play an important role in 

outcomes. The information proves having a growth mindset is beneficial. Individuals possessing 

a growth mindset believe intelligence is malleable, and skills and talents can develop through 

hard work and perseverance (Patrick & Joshi, 2019). Those with a growth mindset are more 

likely to exert energy to overcome obstacles (Macnamara & Rupani, 2017).  

When facing setbacks, individuals with a growth mindset see the obstacles as necessary 

and part of the learning process (Ng, 2018). Those who think they can grow their skills through 

hard work, input from others, and strategies possess a growth mindset. People who have a 

growth mindset tend to perform better and accomplish more than those with a fixed mindset 

(Dweck, 2008). Individuals who believe in the malleability of their intelligence respond 

differently to setbacks and failures. They tend to bounce back readily, unlike those with a fixed 

mindset (Schroder et al., 2017). In addition to making a comeback after a setback, people 

possessing a growth mindset are more likely to take on challenges. 

Fixed mindsets, or entity theory, believe talents are innate (Dweck, 2016a). Those 

possessing a fixed mindset are more likely to avoid challenging situations and believe failure 

results because they have an ability that cannot be changed. These individuals fall into 

helplessness and lose their effort to try and learn (Macnamara & Rupani, 2017). People with 

fixed mindsets believe their intelligence is under scrutiny and they failed. Mindsets like this do 

not believe in growth and the power of "yet." Instead, they get stuck in the here and now. When 
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fixed mindsets fail, they will cheat instead of study, make excuses, find someone who performed 

worse than they did or run from difficulty (Dweck, 2014). 

During the early 2000s, Dweck’s (2019) foundation used information from previous 

research to begin developing "interventions" to address mindset development and the 

underachievement in the world. Programs utilized in-person instruction to teach growth-mindset 

(Dweck, 2019). The first interventions utilized metaphors and exercises to engage and help 

participants understand how the brain changes with learning. In these interventions, people 

developed an understanding of how intellectual abilities grow and develop. 

Many benefits exist for teachers possessing a growth mindset. Educators focused on 

growth work on continual development in classroom instruction, pedagogy knowledge, and seek 

ways to build their capacity through reading, observations, and training. These teachers seek 

feedback and apply constructive criticism. Instructors with a growth mindset take more risks, 

persevere through challenges, model this to their students, and encourage them to take risks 

(Ahmed & Rosen, 2019). 

This study focused on utilizing the following organizational, operational definition of 

growth mindset in teachers. Educators possessing a growth mindset believe they can grow their 

abilities to 

• take the initiative for their learning and embrace new challenges; 

• allow challenges and setbacks to fuel them toward the goal; 

• put forth the effort to reach mastery and goal attainment; 

• reflect on feedback and learn from it to better their practice; and  

• gain inspiration and learn from the success of others (Dweck, 2008). 
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Statement of the Problem 

The achievement gap between disadvantaged students and their advantaged peers is a 

problem that has been a concern since Brown vs. the Board of Education Supreme Court case in 

1954 (Kevelson, 2019). The problem continues to exist, and little progress has been made at 

closing the gap (David & Marchant, 2015). Research shows that the mindset of a teacher can 

help address the achievement gap. The goal of this study was to examine teacher mindsets in at-

risk, suburban elementary campuses to determine its impact on instruction. 

Patrick and Joshi (2019) discuss the misunderstandings that exist in teachers’ grasp of a 

growth mindset. Other studies show that teachers possess a growth mindset but do not actualize 

it in the classroom for long-term benefits (Rissanen et al., 2019). A teacher’s mindset, beliefs and 

practices impact student development (Seaton, 2018). Educator’s thoughts and perceptions of 

their instructional abilities shape classroom practices and influence learning to bring about 

positive achievement outcomes (Hattie, 2012; Smith et al., 2018). 

Educators with a growth mindset will create classrooms focused on goal structures that 

are more conducive to learning (Trouilloud et al., 2006). Those with a fixed mindset focus on 

performance over process, creating a high-risk environment (Stipek et al., 2001). Therefore, the 

type of mindset a teacher possesses affects learning. 

Teacher mindsets impact the instructional decisions in the classroom (De Kraker-Paw et 

al., 2017). While mindsets remain relatively stable, educational interventions can cause them to 

alter. If brief interventions have made an impact, what would happen with consistent growth 

mindset instruction (Rissanen et al., 2019)? With this knowledge, teachers must be able to 

develop a growth mindset to impact pedological decisions and classroom instruction.  
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The research is lacking regarding teacher mindsets and what type of interventions and 

development needs to take place for teachers to pursue possessing and maintaining a growth 

mindset (Kraft, 2019). There is a connection between student learning and teacher beliefs, but 

the research is sparse regarding teacher mindsets, and the training they receive on the topic to 

bring about impactful change in the classroom (Seaton, 2018). More study needs to occur on 

teacher mindsets to improve instructional practices. Growing teachers’ mindsets will help build 

at-risk students to become lifelong learners and minimize the achievement gap. 

Purpose of the Study 

This mixed-methods action research case study examined teachers’ mindsets working in 

at-risk elementary campuses within a large, suburban school district to discover their impact on 

instruction. Mixed methods research gathers both quantitative and qualitative data and integrates 

the two for a more comprehensive evaluation (Leavy, 2017). Quantitative data collects numerical 

data and seeks to explain phenomena (Muijs, 2011). Qualitative research centers around the 

philosophical orientation, phenomenology, and focuses on the experiences of people from their 

perspectives (Roberts, 2010). The mixed methods research model fit the study because the 

quantitative study offered the opportunity to focus on the numerical data comparison between the 

teachers’ mindset score and years of teaching experience. The qualitative research examined 

teachers’ experiences and perspectives of a growth mindset. This study looked to gain 

understanding into teachers’ possession of a growth mindset, their knowledge on the topic, and 

their perspectives of the growth mindset. The study was action-based research because 

completion occurred in collaboration with insiders in the school community. Part of the research 

included a deliberate and systematic reflection process as participants participated in focus 

groups (Herr & Anderson, 2015). 
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The growth mindset study population consisted of teachers from three at-risk elementary 

school campuses in a large, suburban school district. The campuses are identified at-risk due to 

the high population of free and reduced lunch students and limited English learners. The three 

campuses that took part in this study have an economically disadvantaged population that is 62% 

or higher. Their student group identified as second language learners are 40% or higher (Cypress 

Fairbanks Independent School District [CFISD], 2019). 

A purposeful selection sample of nine teachers was chosen from various levels, 

experience, and specialties in grades PK-5 to take part in the study from the campuses. The 

selection of the specific nine teachers were identified due to their varying views, understandings, 

and buy-ins to implicit theories and their possible impact on teaching practices. 

Teachers participating revealed their mindset through an on-line mindset quiz adapted 

from Diehl’s (2008) assessment developed from Dweck’s (2007) work. Participants also took 

part in semistructured Zoom interviews. The interview questions centered on perspective, beliefs, 

and each participant mindset quiz results. Following Zoom one-on-one interviews, participants 

were broken into two groups to spend time together in a focused-group-discussions considering 

and discussing the final questions centered on mindsets and their most significant impact. The 

mindset quiz data, years of service, interview scripts, and focus group discussions, were 

transcribed, coded, compared, analyzed, and placed into common themes (Saldana & Omasta, 

2018). 

Research Questions 

Q1. What mindsets do teachers from large, suburban, at-risk elementary campuses 

possess, as indicated in a mindset quiz, and how do these scores correlate with years of 

experience? 



8 

 

Q2. How do teachers from large, suburban, at-risk elementary campuses perceive their 

mindsets affecting instruction? 

Q3. In what ways did the mindset quiz positively or negatively impact teachers from 

large, suburban, at-risk elementary campuses personal perceptions? 

Methodological Approach and Rational 

 After much consideration of the topic and keeping parallel a teacher’s mindset, beliefs, 

and impact on instruction, a mixed-methods case study met the needs of this study best. Mixed 

methods provided the opportunity to integrate both quantitative and qualitative data providing 

both deductive and inductive designs (Leavy, 2017). The quantitative approach to research 

focuses on objectivity, control, and precision (Leavy, 2017). According to Muijs (2011), 

researchers should use a quantitative approach when testing a hypothesis to see if there is a 

relationship between two things, such as teacher mindsets and years of experience. Qualitative 

research centers on analyzing life. It is research that is quality-based on human thoughts, 

interests, interactions, and observations (Saldana & Omasta, 2018). This study aimed to 

understand teacher mindsets and determine the impact it has on instruction in large, suburban, at-

risk elementary campuses. Mixed methods research provides diversity in methodology by 

providing integrated research questions. This research design offered the opportunity to see 

multiple perspectives and standpoints on what is important and valued (Leavy, 2017). 

Teachers working in the field of education seek to make things better locally, so action 

research was fitting as well. Saldana and Omasta (2018) indicate that in action research, the 

researcher, along with the participants work together to develop a specific plan to meet needs 

that exist in their work. The goal of this study was to understand how teachers can grow their 
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mindset to make a positive impact on students to minimize the achievement gap within three 

large, at-risk elementary campuses located in a suburban area. 

A case study investigates a person, group, community, or an event in great depth utilizing 

various sources. This type of study is not the research itself but the method of collecting data 

(McLeod, 2019). The research from this study was collected through mindset quizzes, 

interviews, and focus group discussions. These various sources provided an in-depth look into 

what it takes to build an educator’s mindset helping define it as a case study. As an administrator 

in the district, where the research took place, biases, or predetermined outcomes were avoided.  

Confidentiality safeguards were put in place and maintained to ensure all participants felt 

comfortable providing honest answers. The safeguards being utilized were reminders to all 

participants that information was kept confidential. Participants were also assigned a number to 

keep their identities private. Audio and the transcriptions of the recordings were maintained on a 

computer that was password protected. Purposeful sampling took place to provide varied 

viewpoints. Teachers participating in the study came from varying backgrounds of experience 

and exposure to mindset. Those taking part possessed different openness to the topic. 

The analysis of the data took on many forms. Although there are many things to consider, 

the data took on a form of integration (Leavy, 2017). The research from this study integrated the 

data as the quantitative and qualitative data were brought together and compared (Creswell, 

2015). 

Definition of Key Terms 

Achievement gap. This term defined by Kuhfield et al. (2018) and Ansell (2011) as the 

significant difference in academic achievement that exists between students coming from 

poverty-stricken environments compared to students who have experienced advantages and 
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exposure to music, the arts, and other opportunities in life. The achievement gap begins early and 

only gets more significant throughout the years (NAESP, 2013). 

Action research. Action Research is reflective and collaborative by nature. This type of 

study needs deliberate and systematic evidence. It is an idea that change occurs in the setting or 

to participants of a study (Herr & Anderson, 2015). 

At-risk. Students identified as at-risk are those who enter school further behind their 

peers (Bassey, 2016; Foster & Miller, 2007). Those considered at-risk may come from 

disadvantaged backgrounds, be second language learners, or have learning disabilities (Foster & 

Miller, 2007). According to Donmoyer and Kos (1993), these students are at higher risk of not 

completing high school or finishing without the necessary knowledge and skills to be successful. 

Economic disparity. Also referred to as economic inequality is the unequal distribution 

of wealth. It is a crucial issue for policymakers (Schaeffer, 2020). It is one of the critical 

problems impacting achievement and widening the gap (Reardon, 2014). 

Efforts to close the gap. Research shows that the gap exists between minority and 

underprivileged students and their higher socioeconomic peers (García & Weiss, 2017b). 

Beginning in 1965, the U.S. government began to act towards closing the gap by allotting funds 

to schools to address the issue. Efforts include the Elementary and Secondary Education Act 

(ESEA) of 1965, No Child Left Behind (2002), and Every Student Succeed Act (ESSA) 

established in 2015. 

Fixed mindset or entity theory. A fixed mindset defined is a belief that talents and 

abilities are set or innate. The thought process of this mindset is that people are born with certain 

traits (Dweck, 2008). This mindset considers abilities stable or fixed, unable to change, develop, 
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or impact the academic success (Li & Bates, 2019). Fixed mindsets believe a person is 

intelligent, or they are not (Fraiser, 2018). 

Growth mindset or incremental theory. Dweck (2008) emphasized this as the belief 

that people hold that talents and abilities can grow and develop through hard work, good 

practices, and feedback. Individuals possessing a growth mindset focus on goals and acquiring 

new skills and knowledge (Fraiser, 2018). This mindset believes things will develop over time 

(Sparks, 2019). 

Implicit theories. Implicit theories refer to the belief people possess in the malleability 

of different things in each individual and their traits and talents (Iwai & de França Carvalho, 

2020). These beliefs impact and influence motivation surrounding emotions, esteem, regulation, 

conflict, prejudice, aggression, and empathy (Thoman et al., 2019). 

Malleability. This term refers to the belief that intelligence is flexible. Malleable items 

can be changed (Center, 2020). Malleability is the belief that intelligence can change with effort 

and hard work (De Kraker-Pauw et al., 2017). 

Mixed methods research. Integration of quantitative and qualitative data to provide 

well-rounded information regarding the research topic (Leavy, 2017). In this study, the data were 

merged and compared (Creswell, 2015). 

Neuroplasticity. This term refers to the brain’s ability to make connections and create 

new learning or lose learning when not used (Ricci, 2017). Neuroplasticity is the ability for 

synaptic dendrites to grow and change over time as learning occurs (Haseltine, 2018).  

Noncognitive skills. These skills include perseverance, self-confidence, coping with 

failure skills, ability to regulate emotions, ability to handle feedback and critique, and others 
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dealing with social, emotional items (Olszewski-Kubilius, 2013). Noncognitive skills are needed, 

especially for students who have yet to develop their talents and abilities (Ricci, 2017). 

Operating definition of growth mindset in teachers. Teachers with a growth mindset  

• take the initiative for their learning and embrace new challenges; 

• allow challenges and setbacks to fuel them toward the goal; 

• apply the effort to reach mastery and goal attainment; 

• reflect on feedback and learn from it to better their practice; and  

• gain inspiration and learn from the success of others (Dweck, 2006). 

Qualitative research. Research of this type considers people’s experiences and makes 

meaning of their processes (Leavy, 2017). Saldana and Omasta (2018) emphasize that qualitative 

research is quality-based and centers on human thoughts, ideas, observations, and interactions. 

Quantitative research. This type of research seeks to collect numerical data. It is suited 

for research seeking to determine the relationship between things (Muijs, 2011). Quantitative 

research is inductive and works to build evidence in favor of theories or hypotheses (Leavy, 

2017). 

Self-determination theory. This theory focuses on how people utilize their inner 

strength and determination to develop personalities (Ryan & Deci, 2017). This theory also 

supports the thought surrounding a person’s curiosity and desire to learn and grow (Orsini et al., 

2015). 

Summary and Preview of the Next Chapter 

The importance of noncognitive skills and mindsets continue to be at the forefront of 

educators and instruction. If the research shows possessing a growth mindset impacts the 

decisions educators make in the classroom that impact instruction, then it is essential to 
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understand teacher mindsets and the correlations between those and their years of experience 

(Kraker-Pauw et al., 2017). Understanding what it takes to build a teacher’s mindset can help 

educators impact student success. The information gained on this topic will aid in furthering the 

research on what it takes to build necessary mindsets to impact generations and work to 

minimize the achievement gap for at-risk learners. 

 In the next chapter, literature studies are reviewed on the topic of the growth mindset and 

the achievement gap. In the literature, specific thoughts emerged that were essential for this 

review. The information gained is paramount to building teachers’ mindsets to impact instruction 

in the at-risk classroom. The developing topics centered on the areas of the following: 

• benefits of a growth mindset 

• achievement gap  

• efforts to close the gap 

• economic disparity 

• at-risk students 

• impact of teacher beliefs 

• teacher understanding and training in the growth mindset  

• teacher’s possession of a growth mindset in the classroom.  

The literature provided vital information surrounding these areas to guide the research. It also 

found a case for further study on building a growth mindset in teachers to create a long-lasting 

impact on classroom instruction. 
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Chapter 2: Literature Review 

 The purpose of this study was to determine teacher mindsets and see the impact their 

mindsets have on classroom instruction in an at-risk school environment. Data collection for this 

study included results from teacher mindset quizzes, years of service, semistructured one-on-one 

virtual interviews, and information obtained in focus group discussions. In addition to these 

items, the following detailed review of the literature was considered from the disciplines of 

education, sociology, psychology, business, leisure studies, consumer science, and diversity 

studies. The examination of theories was reviewed in detail, implicit theories, precisely growth 

mindset, and self-determination theory. The literature provided vital information surrounding 

these areas to guide the research. 

Most of the research material was obtained through Abilene Christian University’s 

(ACU) online library services. Keyword searches included growth mindset, the impact of growth 

mindset, implicit theories of intelligence, self-determination theory, fixed and growth mindset, 

achievement gap, at-risk, below-level, struggling learners, academic achievement, and teacher 

beliefs. Helpful articles led to different keywords and the search for specific authors from within 

the studies. Specific authors, sought to gain information from were Carol Dweck, John Hattie, 

Richard Ryan, Edward Deci, and Jo Boaler. Other studies were investigated to determine authors 

to focus on the topic to research. In addition to these sources, authors’ material that is familiar 

from the field of education, included the National Association of Elementary Principals’ 

Organization, Annie Brock, Heathery Hundley, and Mary Ricci, were considered. In the 

beginning, topics and searches were broad. Through more in-depth reading and research, the 

search narrowed to more profound studies on specific aspects of a growth mindset, including 

teacher beliefs and impacts in the classroom. A broader understanding of the achievement gap, 
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efforts to close the gap, and at-risk students were developed. The studies built understanding and 

provided the knowledge to speak to the topics of implicit and self-determination theory. 

Theoretical Framework 

Implicit or mindset theories center on the beliefs an individual hold about their talents 

and abilities. Those possessing a fixed mindset (entity theory) believe abilities are innate, 

something someone is born with, and is stable and cannot change (Li & Bates, 2019). Others that 

have a growth mindset (incremental theory) believe in the malleability of the brain and they can 

grow and improve by learning from mistakes, accepting feedback, and applying effort 

(Gunderson et al., 2018). 

Implicit theory or mindset theory is the belief about the nature of abilities (Warren et al., 

2019). Kegan and Lahey (2016) emphasized the development of individuals and their minds. 

Research coming from the United States shows that maintaining an incremental theory of 

intelligence or growth mindset aids in success. Mindsets have a profound impact on a person’s 

behavior. This conduct impacts outcomes and is a motivating force (Passmore et al., 2017). 

Each of these ideas and theories centers around growth and change, which supports the 

focus on growing teachers. The idea of growing people is the focus of a growth mindset. These 

theories support the focus of this study and helped build an action plan to increase teacher 

growth mindset. 

Self-determination theory focuses on motivation (Turner, 2019). It seeks to understand 

what drives people to action and energizes them to specific behaviors and endeavors (Ryan & 

Deci, 2017). Motivation activates people to work toward a goal with sustained effort until they 

accomplish the desired result (Liu et al., 2016). Ryan and Deci (2017) indicated there are three 



16 

 

psychological needs that, when met, bring an optimal opportunity for motivation, well-being, and 

growth. The three psychological things needed are autonomy, competence, and relatedness. 

In a classroom, the self-determination theory focuses on the environment and teacher 

actions. A student’s success depends on how well the teacher meets the student’s psychological 

needs (Kaur & Noman, 2019; Ryan & Deci, 2017). Students are intrinsically motivated when 

they feel competent, experience autonomy, and can relate to those in their environment (Heyder 

et al., 2020). Students who experience autonomy in the classroom express they have a voice in 

their learning, which promotes intrinsic motivation to pursue academic growth. When learners 

feel competent in their intellect and abilities, they are driven to take on a challenge. Relatedness 

in the classroom provides a connection that creates an environment safe to take risks and 

promotes motivation in students (Kaur & Noman, 2019). Self-determination theory spotlights 

human motivation and personality. It is how people use inner resources to develop, which 

impacts their interactions with others (Ryan & Deci, 2017). 

Implicit theory and self-determination theory guided the research in this study. The 

literature provided a solid understanding of implicit theories and the power a person’s belief has 

on their behavior (Patrick & Joshi, 2019). It showed that an individual’s beliefs motivate them to 

action (Boyett, 2019). If someone believes they can learn something new or accomplish a goal 

with effort, an intrinsic determination will kick in and propel them on in their endeavors. It is this 

type of motivation that supports effort and tenacity when things get complicated (Heyder et al., 

2020). 

The knowledge of these two theories challenged thinking. It also caused a need for 

reflection as to what kind of mindsets teachers possess in the classrooms of an elementary, at-

risk school environment. It provided insight into the intrinsic motivation teachers possess to 
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grow and better their instruction and practices. The insights gained created a more profound 

impact on the learning of at-risk students. These thoughts on implicit theory and self-

determination theory supported the direction of the research and aided in this study’s conceptual 

framework. 

Conceptual Framework  

After discovering theories to support the topic of research, the work began to investigate 

the conceptual framework. Through reading and study, specific thoughts emerged from the 

literature. These thoughts were essential to consider for this review. They were paramount to 

understanding a teacher’s mindset, its impact in the classrooms of an at-risk elementary school, 

and the educator’s efforts toward closing the achievement gap. The areas of focus were the 

benefits of a growth mindset, the achievement gap, efforts to close the gap, economic disparity, 

at-risk students, the impact of teacher beliefs, teacher’s understanding and training in growth 

mindset, and their possession of a growth mindset in the classroom. 

Benefits of a Growth Mindset 

Mindsets heavily influence the way people view the world. A person’s belief about the 

nature of their intelligence (fixed or growth) has been shown to have a tremendous impact on the 

outcomes of either success or failure (Smith et al., 2018). People possessing a growth mindset 

look forward to learning, not achievement. Failure for those with a growth mindset is an 

opportunity for learning that aids them as they try again (Brock & Hundley, 2016). 

Dweck (2014) discussed how students received a grade of "not yet" and how this idea 

allowed individuals to see they were on a learning curve. It provided the ability for learners to 

comprehend their path into the future. Those that understand they can grow their intelligence 

take risks and want to learn things instead of fixating on what other people think (Sparks, 2019). 
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These ideas displayed that a growth mindset sees the effort as beneficial instead of something 

that does not produce results. Individuals possessing a growth mindset exhibit higher self-esteem 

and improved performance (Clark & Sousa, 2018). Constructive feedback, even if negative 

(Dweck, 2006), is something growth mindset-focused people utilize to improve (Saunders, 

2013). 

Viewing effort in this manner is a powerful predictor of an individual’s ability to self-

regulate. Self-regulation is a critical skill in life and predicts better academic achievement, 

professional success, healthy interpersonal relationships, fulfillment, and health (Mrazek et al., 

2018). A study focused on neurological similarities and differences between grit and growth 

mindset showed that those who have a growth mindset could utilize it to help regulate and 

monitor for errors (Myers et al., 2016). A growth mindset is beneficial for self-regulation. Many 

people do not realize 75% of achievement comes from psychosocial skills, also known as 

noncognitive skills like perseverance, grit, resilience, emotional regulation, self-confidence, 

coping skills when facing failure, and the ability to accept critique and constructive feedback. A 

person’s innate intelligence, IQ makes up only 25% of their level of achievement (Olszewski-

Kubilius, 2013). Noncognitive skills or soft skills play a part in a person’s success. Growth 

mindset is considered the number one soft skill in 2020 (NeuroLeadership Institute, 2020). 

Scientists have discovered the growth of psychosocial skills depends on deep connections 

across three categories: 

• skills and competencies 

• attitudes, beliefs, and mindsets 

• character and values. 
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Each of these areas are interrelated and can be organized as cognitive, social, and emotional. The 

cognitive portion of learning allows individuals to set goals, attend to those goals, and persist 

until the goal is attained. Social skills aid in relationship-building through collaboration, utilizing 

conflict resolution techniques and navigating social interactions and situations by reading social 

cues. The emotional competencies help in recognizing and managing emotions and identifying 

others’ emotions (Aspen Institute National Commission on Social-Emotional and Academic 

Development, 2019). 

 Learning and growth require the integration of all of these three skill sets. People are not 

born with these aptitudes. The development of these can occur over time with interactions and 

interventions. These abilities can be taught and are beneficial for overall success (Aspen Institute 

National Commission on Social-Emotional and Academic Development, 2019).  

 Possessing a growth mindset acknowledges that one knows that abilities can be 

developed (Dweck, 2014). Individuals possessing this type of mindset believe in the malleability 

of intelligence. They know they can grow and change through risks and failures. It is through 

blunders that they gain motivation to keep going and continue learning (Rhew et al., 2018). 

Those with a growth mindset acknowledge the need to change, risk getting out of their comfort 

zone, and face new challenges. It is their mindset that helps them persevere (NeuroLeadership 

Institute, 2020). 

Individuals possessing a growth mindset self-regulate their learning and cope with 

academic tasks (Ng, 2018). This self-regulation allows individuals to direct attention, control 

moods, and behaviors to line up with goals (Mrazek et al., 2018). A growth mindset is a brain on 

fire, engaged, and working to figure things out. When mistakes occur, they learn from them and 
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make corrections (Dweck, 2014). These individuals possess the self-discipline needed to 

accomplish hard tasks, coupled with the belief that they can meet their goals (Witter, 2013).  

A student’s belief in intelligence plays a tremendous role in their academic success. It 

impacts how they experience school. Students with a fixed mindset worry about school and have 

a fear of failure. For these students, a school is a threatening place. On the other hand, students 

possessing a growth mindset are excited about school and look forward to the challenge as they 

embrace mastery. A school is a motivating place to growth mindset individuals (Romero, 2015). 

People thrive in a growth-minded environment and display a deeper engagement in work. 

Hewlett Packard (HP) launched a growth mindset program with its employees in 2015. Through 

this work, 88% of employees indicated they felt a sense of belonging at work compared to 67% 

in the control group. Eighty-four percent of HP’s workers said they would recommend it as a 

place for employment compared to 64% of the control group. In addition to these results, their 

employee engagement scores jumped 22% in a year (NeuroLeadership Institute, 2020). 

In one study, women and minorities facing issues of diversity took part in learning about 

mindset manipulation. Following the intervention, participants completed an evaluation of their 

learning. Results from the research showed more positive outcomes when facing diversity 

challenges. Researchers noted this was because individuals possessed the belief that people could 

grow and change (Rattan & Dweck, 2018). 

Students participating with mindset manipulation as an intervention before assessments 

showed those in the growth mindset group experienced better success postfailure than those in 

the fixed mindset group (Li & Bates, 2019). Smith et al. (2018) conducted research where they 

manipulated feedback from teachers to students to reflect a fixed or growth mindset and how it 

impacted students’ beliefs on IQ. 
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An online growth mindset intervention impacted 9th graders positively and showed 

strong predictors of high school graduation. The intervention reduced self-reported fixed 

mindsets showing consistently throughout all student subgroups (Quay, 2019). The process 

utilized on these students showed that a low-cost intervention that does not take much time made 

significant gains in academics in a group of students who are evaluated rigorously (Yeager et al., 

2019). 

Transitioning to college can be difficult for students. Many incoming first-year students 

worry about their academic success, as well as if they will belong (Hennessey, 2016). To face 

these concerns head-on, Yeager et al. (2016) sought to see if online exercises would help prepare 

students for their college campus entrance. The intervention included older students sharing their 

challenges, both socially and academically. Then incoming students reflected on what they heard 

and how challenges are typical as someone transitions into something new. The results of the 

study showed improvement in retention, academics, and social assimilation for first-year 

minority and first-generation college students. It also showed a reduction in the achievement gap 

between students of color and first-generation (Hennessey, 2016). 

Through intensive interventions, manipulating mindsets can alter cognitive effects and 

the behaviors of participants (Mrazek et al., 2018). Utilizing a growth mindset can aid in 

changing a person’s thoughts. This is one way to promote critical growth in academics and life 

(Quay, 2019). Much research exists on the benefits of possessing a growth mindset for positive 

results. 

A growth mindset is beneficial for an individual’s success. People who maintain this type 

of mindset prove to be more successful over time. Their success is earned by their ability to 

receive and respond appropriately to feedback, as well as utilize it to propel them towards 
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growth. Those possessing a growth mindset see struggles as opportunities to become their best, 

instead of viewing the difficulties as destructive to them and their success. Mindsets can be 

changed and manipulated through interventions. Interventions that have been researched have 

proven favorable and cost-effective. 

The Achievement Gap 

Students in the United States underperform academically and placed 17th out of 34 

countries in reading literacy. This information on students’ underperformance and the 

achievement gap between at-risk students and their more exposed peers is concerning (Schmid, 

2018). The achievement gap is defined as the difference in average scores of students from 

different racial backgrounds or those coming from homes of varying income levels (Kevelson, 

2019). This gap in student achievement levels has been a concern since 1954 when the Supreme 

Court determined that segregated schools were unequal and unconstitutional in Brown vs. the 

Board of Education Supreme Court case (Kevelson, 2019). 

There is a divide between students of color and economically disadvantaged compared to 

others from more advantaged backgrounds because of the gap in achievement. It is the topic of 

many discussions, studies, and controversies. In the 1980s, the United States saw a drop between 

the gap between blacks and whites. However, since that time, little to no progress has been made. 

Minority students continue to underachieve, causing concern (David & Marchant, 2015). 

The achievement gap in the United States remains as significant today as it did when the 

Coleman (1966) Report was written. As a result of that report, the nation launched tremendous 

efforts to address the gap (Hanushek et al., 2019). The country spends billions of dollars each 

year, making every effort to diminish the divide. It is the goal of the United States to level the 

playing field and make available to all students every opportunity to grow and academically 
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succeed (David & Marchant, 2015). It is estimated that at the rate, the United States is going 

toward closing the gap, it will take two and a half centuries to see results (Dickinson, 2016). 

Students in the United States underperform compared to other countries. The 

achievement gap exists between the underprivileged and minority students compared to their 

privileged counterparts. The United States spends a large amount of money each year to close the 

gap. Despite these efforts, progress has not been made. All the efforts being made will take a 

monumental amount of time to make any headway toward the goal of closure. 

Efforts to Close the Gap  

The Elementary and Secondary Education Act (ESEA) was enacted in 1965. ESEA 

committed to providing equal and quality opportunities to all students (Brenchley, 2015). 

Established by Lyndon B. Johnson, this act was foundational in bringing attention to the nation 

the need for education to address the poverty disparity (Paul, 2016). President Johnson believed 

in equal educational opportunity for all and emphasized that it should be the nation’s number one 

goal (U.S. Department of Education, 2020). 

Through ESEA, the federal government provided new grants for school districts serving 

poor students but still empowered states local control of education (Brenchley, 2015). Grants 

provided were attached with the expectation of high standards and accountability. Funding 

received could be utilized for professional development, instructional materials, resources to 

promote education, and build parental involvement (Paul, 2016). ESEA remained in play for 37 

years and continued to increase resources devoted to education as other presidents amended the 

act (Brenchley, 2015). It was the hope that through efforts put in place by ESEA that the U.S. 

would see results in achievement for the underprivileged, but the results were not seen (Paul, 

2016). 
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In 2002, No Child Left Behind (NCLB) was signed into action by President George W. 

Bush. NCLB was a reauthorization of the ESEA. It amplified the federal role in holding schools 

accountable for achievement outcomes (Klein, 2015). This act sought to expose gaps among 

minorities and disadvantaged students (U.S. Department of Education, 2020). 

In NCLB, standardized tests showed how schools were performing. Tests were measured 

against the achievement bar set by Title 1. The goal of Title 1 funding focuses on closing the gap 

in all subject areas of students from low-income households. Schools had to publish a yearly 

report card detailing achievement. NCLB held schools accountable through harsh measures. If 

they failed to meet adequate yearly progress, corrective actions would be implemented (Paul, 

2016). NCLB also required teachers paid with Title 1 funds to be highly qualified (Paul, 2016). 

If states chose not to comply with the requirements, they would not receive federal Title 1 

funding (Klein, 2015). 

NCLB put steps in place to expose gaps and started a critical national discussion. This act 

was necessary for protecting students’ civil rights (Brenchley, 2015). It also ensured quality 

education for all students, but its implementation lacked, which brought much disapproval of the 

law (U.S. Department of Education, 2020). After six years, teachers, parents, school leaders, and 

elected officials realized that NCLB was holding schools back from progress (Brenchley, 2015). 

In response to the criticism of the flawed system, a reauthorization of NCLB was set in 

2007. Congress did not make any changes to the act, and it remained unchanged until 2012. In 

2012 the Obama administration began to allow states more flexibility if they demonstrated 

specific focus areas. States had to exhibit their adoption or plans for college and career readiness 

standards and assessments, accountability systems focused on low-performing schools, and the 

implementation of evaluations and supports for teachers and principals (Brenchley, 2015). 
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On December 10, 2015, President Barack Obama signed into motion the Every Student 

Succeeds Act (ESSA), which replaced the controversial NCLB act (Ujifusa et al., 2019). ESSA 

reauthorized the 50-year-old ESEA, which demonstrated the commitment the nation had to equal 

and quality education for all students (U.S. Department of Education, 2020). ESSA provided 

states with more flexibility in their approach to school improvement (Woods, 2017). States now 

had the authority to oversee school improvement, teacher evaluations, and funding transparency 

(Ujifusa et al., 2019). 

ESSA allowed states to make their decisions but had specific requirements they must 

adhere to in the law. States still had to submit a peer-reviewed accountability plan with at least 

four indicators. Every plan had to have long- and short-term goals addressing proficiency on 

tests, English-language growth, and graduation rates. Goals had to address those groups 

indicated as furthest behind. They also had to indicate that they would close the academic gap 

and grow the graduation rate. Low-performing schools and subgroups had to be identified, and 

intervention provided. Standardized testing also remained in the law for students in grades 3-8. 

Districts could utilize nationally recognized tests for high schools after receiving their state’s 

permission (Klein, 2016). ESSA transferred much power back to the states and communities. It 

put education back in the hands of teachers, parents, and school authorities. Enacting local 

control did not release schools from the rigor and responsibility but provided a broader range of 

distribution. This dissemination now included the influence of every adult that impacts a child’s 

world (Aspen Institute National Commission on Social-Emotional and Academic Development, 

2019). 

Four years after the signing of ESSA, and school districts are still in the process of the 

law’s implementation. Members from the National Education Association (NEA) indicated that 
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four years is a long time for students and parents to wait for equality and quality (Long, 2019). 

ESSA is up for reauthorization in 2020-21, and Congress is supposed to reexamine the bill 

(Williams, 2019). The act was designed to fix the wrongs brought about from NCLB, but the 

results have not been observed (Understanding ESSA, 2019). 

Despite efforts throughout the years, underprivileged students continue to struggle to 

make progress. Success in the U.S. educational policy measures is limited, and the achievement 

gap remains. García and Weiss (2017b) indicated that ESSA provided opportunities to educate 

the whole child, which points to some good results. The support for the efforts of the whole child 

approach that policymakers can do in advocating for students is to seek integration of learning 

and development. They can also reframe school expectations. The Aspen Institute National 

Commission on Social Emotional and Academic Development (2019) recommends 

policymakers reframe expectations into six broad categories. These categories include:  

• create a clear vision that broadens what student success looks like to encompass and 

emphasize the whole child; 

• establish learning spaces that are safe and supportive for all; 

• ensure instruction encompasses social-emotional learning and is embedded in all 

academics and best practices school-wide; 

• increase the capacity of adults to understand child development; 

• allocate and align resource within the community that support the whole child; and  

• form clear and deeper connections to research and discover different and new ways for 

how research is completed. 
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Policymakers can also provide resources to schools as they collaborate with fellow 

policymakers, educators, parents, and researchers (Aspen Institute National Commission on 

Social-Emotional and Academic Development, 2019). 

Policymakers must address a more significant issue of economic disparity in our nation to 

close the gaps in opportunity and achievement (Aspen Institute National Commission on Social-

Emotional and Academic Development, 2019). Economic disparity is an issue that begins at 

home and the most significant cause of the achievement gap. Teachers that possess a growth 

mindset face challenges head-on, including educating and building the whole child who is 

identified as at-risk. This mindset can help address the gap because growth minded educators 

will not give up, even when teaching the most challenging learners. 

The United States has gone to great lengths to close the achievement gap. Beginning with 

Lyndon B. Johnson in 1965 and continuing to the present, every president since has implemented 

some educational reform to impact student learning. Each effort has provided funding and 

guidelines for schools to use and implement. Regardless of these efforts, the achievement gap 

remains and does not indicate that it is getting smaller. 

Economic Disparity 

Income inequality has increased tremendously throughout the past century (Hanushek et 

al., 2015). According to the 2012 Census, 20% of children, over 16 million, were living in 

poverty. This number was a steep increase from 1970 when the rate was 15% (Duncan & 

Murnan, 2014). David and Marchant (2015) indicated that in their study on achievement gaps in 

the U.S., the poverty gap had increased for every subgroup they studied (white, black, and 

Hispanic). 
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A student’s family background impacts the child’s development, including physical, 

social, and academic factors. Children raised in poverty have a higher risk of trauma and health 

problems that can impact brain development (Hanushek et al., 2015). The declining incomes of 

low-income families affect maternal stress, mental health, and parenting. Each of these is critical 

for children living in those homes. They influence what kids need to lead fulfilling lives and 

make their way out of poverty (Duncan & Murnan, 2014). The United States has a large and 

growing disadvantaged population. These underprivileged families are only able to meet the 

needs of their homes, inconsistently and sporadically (Hanushek et al., 2017). 

This information brings concern for national competitiveness. Countries with higher 

academic rates have better economies and experience more growth (Hanushek et al., 2015). 

America relies on families to grow and nurture their children. The school then comes alongside 

the family to partner with them and level the playing field to help overcome the income-

achievement gap (Duncan & Murnane, 2014). 

Schools must recognize that students arrive at school from varying backgrounds. Those 

from backgrounds of poverty do not have access to housing, income, and healthy development. 

When they attend school, these items can be compounded because they attend schools with 

fewer resources, disruptions, lower expectations for learning, and environments that do not 

create engaging learning experiences (Aspen Institute National Commission on Social-Emotional 

and Academic Development, 2019). 

The increase of those living in poverty would not be as big of a concern if the education 

system could level the playing field for disadvantaged students. If schools could address the gap, 

it would help students reach past their home situation. This ability would aid in lowering the 

income inequality rates for the future (García & Weiss, 2017a). Duncan and Murnan (2014) 
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questioned if income inequality has caused schools to lose their effectiveness in addressing this 

issue because of the socio-economic impact it has had on families, neighborhoods, and schools. 

The economic disparity directly impacts student achievement (Hanushek et al., 2015). 

Low educational achievement impacts prospects for economic gains and leads to generational 

poverty for the future. The relationship between economic disparity and educational inequality 

goes against the American dream. When this happens, society fails as a whole (García & Weiss, 

2017a). 

A student’s social class is one of the main predictors of academic success. The gaps by 

social class begin early and do not close throughout future years (García & Weiss, 2017a). 

Children that have someone read to them one time a day before kindergarten enters school with a 

vocabulary of 290,000 more words than children who were not read to daily (Ohio State 

University, 2019). Students who hear more words are better prepared for starting school. Those 

entering with more exposure to vocabulary will, in all probability, pick up reading skills quicker 

(Grabmeier, 2019). 

Parents from higher economic backgrounds spend approximately 1,300 more hours with 

their children than lower-income families. During these hours, fathers and mothers expose their 

kids to things outside the home, such as museums and art galleries. This time of exposure to 

other types of learning builds background knowledge that will help students when reading more 

complex texts throughout their school (Duncan & Marnan, 2014). 

Children from higher economic status homes can afford to buy books, technology 

devices, afford more extensive child care, and expose their students to the arts, summer camps, 

and private schools (Duncan & Marnan, 2014). These experiences create an advantage for these 

students over the underprivileged who do not have a chance to participate. This information may 
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explain gaps in prior knowledge, which is necessary for academic success (Duncan & Marnan, 

2014). 

The socio-economic background of a child impacts them for their entire life. Children 

being raised in lower-class homes do not have the opportunities or exposure to materials, good 

health care, and nutrition, activities, and experiences. This lack of privileges and needs affects 

their academic success. Schools struggle to level the playing field to meet their learning needs. 

The population of low-income families is increasing in the United States. This increase in 

disparity impacts the competitiveness of the country because educated people build stronger 

economies than those that are uneducated. 

At-Risk Students 

The Glossary of Education Reform (2013) distinguished at-risk students as learners or 

groups of learners that have a higher probability of failing or dropping out of school before 

completion. Educators apply this term when circumstances get in the way of a student’s ability to 

attend and complete school. Conditions that could get in the way include homelessness, teen 

pregnancy, domestic violence, incarceration, learning disabilities, behavior problems, retention, 

or other factors. Each of these adversely affects students and keeps them from educational 

attainment (Glossary of Education, 2013). Poverty and inequality are the roots of social issues 

that include poor health and lower life-expectancy (García & Weiss, 2017b). 

In education, student’s socio-economic backgrounds are the most significant predictor of 

their academic success (García & Weiss, 2017b). At-risk students possess a sense of helplessness 

that is hard to move past. When looking at the disadvantaged population, it is important to show 

sensitivity to external constraints and hardships that may pose issues for participants. These 
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factors may keep individuals from moving past a certain level. However, these conditions could 

also be a motivation for some (Chao et al., 2017). 

Research exists, showing at-risk students enter school further behind their more 

advantaged peers. The achievement gap begins early and continues throughout a student’s 

educational years and beyond (García & Weiss, 2017b). The income-achievement gap is big and 

significant, statistically beginning in kindergarten (Reardon, 2013). Students from less 

advantaged areas, those diagnosed with reading deficiencies, and second language learners can 

receive interventions that may help. Even though they catch up to their more advantaged peers, 

students continue to struggle with reading long-term (Foster & Miller, 2007). 

At-risk students may lack a sense of belonging. This insufficiency can divide their 

cognitive focus while at school as they wonder if they fit in and try to learn the academic 

material that is being presented (Stroman, 2018). There can also be a lack of trust when receiving 

feedback from their instructors. This mistrust can occur because students might worry that the 

thoughts of the critique are biased against them. If students have that view, they will not respond 

well to the feedback or instruction (Mindset Scholars Network, 2018). 

Relationships are critical between teachers and students, especially for students that are 

at-risk of producing poor academic results (Wacker & Olson, 2019). There is a link between 

secure student-to-teacher connections and a more positive learning culture, which creates deeper 

engagement in the learning. This bond leads to higher academic outcomes and builds students 

who are better socially and emotionally developed. Students that have evolved in this way are 

willing to take on challenges (Aspen Institute National Commission on Social-Emotional and 

Academic Development, 2019). 
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It is essential to help students succeed by boosting their social-emotional intelligence, 

building their endurance, and changing their attitudes about school and learning. This shift 

begins by educators creating places of belonging (Stroman, 2018). A sense of belonging comes 

through relationships. These are crucial for at-risk students to bring about academic success. 

Connectedness also comes through critical feedback that teachers provide. Growth 

minded educators drive out bias and build trust with students (Ray et al., 2019). These educators’ 

express critique to at-risk students and can minimize their worry for bias by letting them know 

they have high expectations for everyone. Then they must assure the student they are providing 

specific feedback to them because they see their potential. Students must know the teacher 

believes they can meet the requirements (Mindset Scholars Network, 2019). This knowledge 

helps build trust and a change in the thinking of struggling learners. It creates a mindset that is 

vital for at-risk students. Students filled with hope view challenges with an "I can" attitude, 

which is a good predictor for academic success (Witter, 2013). 

A teacher possessing a growth mindset and sharing that message might be at odds with 

some at-risk students. This difference in perception may happen because disadvantaged students 

experience a sense of helplessness and lack an understanding of self (Chao et al., 2017). Growth 

mindset focused teachers are known to be flexible, maintain high expectations, be 

communicative, ask questions, provide feedback, build great relationships, value mistakes while 

fostering independence, and providing equitable treatment to every student (Clark & Sousa, 

2018). Educators like this look past disadvantage and work to develop the whole child. 

Teachers play the most significant role in a student’s academic achievement at school 

(Mizrav, 2019). Assigning effective teachers to at-risk students can impact the racial income gap 

and aid in closing the gap in five years, according to Hanushek (2014, p. 17). Emotional support 
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from a teacher affects learning outcomes positively through classroom climate or teacher-student 

rapport. This factor influences a student’s motivation (Nurmi & Kiuru, 2015). 

At-risk students start behind in their school career. Children from less advantaged 

backgrounds may experience many setbacks. These obstacles can discourage them from trying or 

taking risks. At-risk students may lack a sense of belonging at school. This deprivation may 

come because they believe their teachers are biased against them. Teachers have an immense 

impact on student success. The feedback a teacher gives an at-risk student can build trust as they 

express their high expectations and the potential they see in the child. Teachers possessing a 

growth mindset look past where a student comes from and sees what they can be. 

Impact of Teacher Beliefs 

The achievement gap and at-risk student performance have caused teachers to be in the 

spotlight. To aid in reducing the gap, researchers are studying certification and preparation 

programs, effective practices, and teacher characteristics and beliefs (Schmid, 2018). Teacher 

beliefs combine thoughts, ideas, perceptions, and values. Those beliefs also consider the 

footprint they leave on student learning (Vartuli, 2005). Up until the 1970s research centered on 

teachers focused on their observable behaviors and the products displayed from student learning. 

It has since been recognized that the beliefs a teacher possess regarding teaching and learning, 

themselves, and their students set the tone for how they approach their work (Erkmen, 2012). 

Research has shown that a teacher’s social-emotional competencies impact their 

classroom. The beliefs a teacher possess in the three psychosocial areas of cognition, social, and 

emotional matter regarding instruction. The teachers’ attitude to their work will either increase or 

decrease the quality of learning experiences they provide for their students each day (Aspen 

Institute National Commission on Social-Emotional and Academic Development, 2019). 
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Developing a teacher’s social-emotional competencies offers many benefits. Increases in 

these skill sets add to the well-being of educators and decrease stress and burnout. It can also aid 

in minimizing the turn-over rate of teachers. Educators with solid social-emotional skills also 

indicated greater job satisfaction because students were more engaged, which brought about 

more academic gains (Aspen Institute National Commission on Social-Emotional and Academic 

Development, 2019). 

A teacher’s social-emotional well-being is vital as educators play a critical role in 

students’ social-emotional development. They help create a sense of belonging for students 

through the belief they have in their students (Mindset Scholars Network, 2019). If students feel 

connected and have a positive sense of self, their academic achievement is impacted. This 

connectedness brings about a better chance of completing school. Teachers need to build a sense 

of beneficence so that students know they believe in them and want the best for them (Wacker & 

Olson, 2019). 

One study by Hedrick et al. (2004) showed that teachers did not utilize strategies they 

believed would aid in student success. Other research conducted by Poole-Christian (2009) 

revealed that teacher practices contrasted with their beliefs. Both studies indicated it could be 

due to circumstances outside the educator’s control, such a state, and federal mandates. Studies 

have shown that teacher beliefs impact their instructional practices and student learning (Smith et 

al., 2018). This understanding provided insight that teacher views need to be considered in the 

instructional setting. 

Just as the educational system shapes student mindsets they are a part of, the structure 

also impacts teacher mindsets. It is easy to blame teachers for their beliefs. However, it is 

imperative to understand that school systems have social norms and policies that may make it 
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hard for teachers to break free and put their true beliefs into practice. If teachers are given the 

right supports and the opportunity to reflect on their beliefs, the bridge can be gapped, and 

mindsets can change (Wacker & Olson, 2019). 

Research by Rubin et al. (2019) specified that teacher beliefs about the nature of 

intelligence could impact students in unseen ways. The thoughts educators possess about 

intelligence aided in shaping the views students had about their abilities for learning. Students 

that viewed their instructors as specialists or geniuses put their teachers in a place of power and 

influence over student mindsets (Blair et al., 2016). 

A teacher’s belief on if intelligence is fixed or malleable influences their students. The 

educator’s perspective can have a profound impact on the achievement gap (Wacker & Olson, 

2019). Research in secondary school indicates the beliefs a teacher possesses shapes student 

beliefs about learning (Wacker & Olson, 2019). Students can have different attitudes about 

learning in varying classrooms. These differences trace back to teacher beliefs, instructional 

practices, and the environments they create (Allensworth et al., 2018). 

A study by Canning et al. (2019) discovered the achievement gap for minority students 

was two times as large for those in classes instructed by fixed mindset professors compared to 

those in classes led by a growth-minded facilitator. This study was the first university-wide study 

that focused on faculty beliefs about IQ. The study revealed that classes taught by professors 

who possessed a growth mindset had better academic success, especially in minority students. 

Students in the classes of growth-minded instructors also indicated they had a more positive 

learning experience. This experience led to deeper student engagement and a motivation to do 

well in the class (Canning et al., 2019). This research acknowledges the importance that 

educators must understand the growth mindset and employ its use in their classrooms. Teachers 
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set the classroom culture and have the power to shape a student’s motivation, engagement, and 

success. A teacher with a growth mindset can create a culture that blossoms with student 

interaction and development (Hennessey, 2019). 

Individual teachers can bring about high-level achievement, even in low-performing 

schools. Research on teacher beliefs by Schmid (2018) showed the teachers experiencing 

academic gains with their students in low performing schools displayed certain beliefs and 

characteristics. Each teacher believed all students could and would learn. In addition to the 

students learning, the teachers believed the learning reflected on the instructor. This belief drove 

the teachers to not give up on their students but pursue their academic growth with tenacity. The 

participants also acknowledge the importance of professional growth. Each one took part in on-

going learning opportunities. Teachers in the study declared that instruction must be appropriate 

in order to lead to student success. 

Jager and Denessen (2015) indicated teachers’ beliefs, attention, and interactions with 

students differ between low and high achieving students. They emphasized the thought that 

teachers must remain aware of their attributions toward individual students. All interactions of 

this sort determine student-behavior, which impacts achievement. Instructional practices do not 

just happen. Instead, they are based on and impacted by the beliefs of teachers. Teachers must be 

aware of their viewpoints (Jager & Denessen, 2015). Research by Hur et al. (2015) expressed the 

need for more professional development for teachers focusing on beliefs and attitudes toward 

children to build more awareness. 

Students are incredibly attuned to their teacher’s viewpoint of failure. Haimovitz and 

Dweck (2017) expressed that students know if a teacher avoids it or sees it as a way to grow and 

learn. Teacher beliefs and students’ innate math abilities were addressed in a study by Heyder et 
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al. (2020). Through their research, it was discovered that teachers who possess a fixed mindset 

might react to low grades in a way that suggests incompetence or the inability to redeem the 

grade. These beliefs may also affect the way students see their success in the future. This mindset 

and the teacher’s response take away from all areas of a student’s intrinsic motivation. It leaves 

the student feeling incompetent, lacking autonomy, and relatedness within the classroom. 

Teachers influence students in more ways than academics and content. The beliefs 

educators possess, play a significant role in instruction (Hur et al., 2015). Hattie’s (2012) 

research indicated the importance of teacher beliefs and how they have the most profound impact 

on student achievement. However, the research was lacking in how teachers take the 

noncognitive skills they have and implement them into daily practices (Patrick & Joshi, 2019). 

The literature was also inadequate in its focus on teachers’ mindsets (Patrick & Joshi, 2019). 

A teachers’ beliefs and mindset impact their actions. The actions a teacher makes in the 

classroom either inspire or sabotage a message of growth, unity, persistence, and praise 

(Hennessey, 2019). The messages a teacher sends and the classroom experience they provide 

shape the psychological side of schooling for students which impacts motivation. All of this 

affects academic outcomes. Interactions between educators and their students are multifaceted. 

More research needs to occur on the mindsets of teachers to determine the type of classroom 

culture they create and the influence it has on student academics. 

Some school systems are working to deploy the research on teacher beliefs into their 

classrooms to instill positive thoughts about learning with their students. In these environments, 

teachers utilize positive verbiage with young students like "kiss your brain" and encourage older 

students to look for progress, not just errors. Teachers take part in crews to build camaraderie 

and spend time in monthly professional developments to reflect and analyze walk-through 
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feedback. Feedback is provided in an email and purposefully looks for positive trends as well as 

areas for improvement. The goal is to reflect the growth mindset messages to teachers that they 

want to see them sharing with students (Wacker & Olson, 2019). 

Teachers’ beliefs and practices came to the forefront within the San Francisco Unified 

School District as they worked to overcome set mindsets in math. Many teachers possessed the 

thought that some students are born with math abilities, while others are not (Wacker & Olson, 

2019). Researchers who studied the school district emphasized teacher professional development 

focuses on studying practices, watching videos, and seeing work samples. This professional 

development fell short because teachers were not encouraged to change their approach to 

learning. When teachers in the study participated in online and in-person sessions about complex 

instruction and how the brain learns, there were significant gains in best practices in instruction 

and student test scores (Anderson et al., 2018). The study revealed that mathematics teachers 

must change their mindset regarding their relationship with math. A teacher in the study 

emphasized that the mindset is the most powerful thing, not just for the students but also for the 

educator (Wacker & Olson, 2019). 

A teacher’s beliefs impact the decisions made in the classroom. What teachers think 

determines how they interact and relate to the students in their charge. The beliefs of a teacher 

create a classroom culture. The environments educators develop can build or defeat a student’s 

intrinsic motivation. The thought processes of teachers are also seen on display through their 

planning and instruction. If teacher beliefs play such a pivotal role in the classroom, the type of 

mindset a teacher maintains is critical. 
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Teacher’s Understanding and Training of a Growth Mindset 

In a study conducted by the Education Week Research Center (2016), 77% of teachers 

were extremely familiar or familiar with a growth mindset. Only 4% of teachers surveyed 

indicated they were not familiar with the topic at all. Forty percent (40%) of the educators 

surveyed indicated their desire for more training on the subject. Sixty-seven percent (67%) of the 

respondents said they were not adequately trained in their preservice education for this matter. 

Another 52% expressed that the in-service training they had experienced did not prepare them to 

embrace a growth mindset and implement it in the classroom. Fifty-three percent (53%) 

delineated growth mindset as vital to their classroom instruction for student achievement. 

Teachers taking part in the survey ranked growth mindset over motivation, teacher quality, and 

campus culture (Blad, 2016). 

Information obtained from the Education Week Research Center Survey (2016) indicated 

that teachers are aware of the growth mindset and its importance. However, the survey also 

shows that teachers lack training. There was not much literature to support if teachers have a 

clear understanding of implicit theories. There was also minimal information on what training 

opportunities exist for teachers on the topics of growth and fixed mindsets. 

Enthusiasm and support are increasing for the growth mindset. This fervor excites 

researchers who made the concept known, but they have concerns. Concerns include teacher 

training that must occur so that growth mindset can actualize in their classrooms (Blad, 2016). 

Experts worry that teachers will misinterpret and undermine the growth mindset’s effectiveness 

without proper training (Education Week Research Center, 2016). 

Dweck (2016b) indicated her concern for false mindsets in an interview with Gross-Loh. 

Dweck expressed a false mindset is when one does not possess a growth mindset but says they 
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do. It can also occur when a person does not truly understand what a growth mindset is or 

misunderstands the core idea of the topic. Dweck worried teachers state an understanding of 

growth mindset but are simplifying it to only the effort students put forth. What teachers should 

be teaching and applying in their instruction is the focus on learning something new, trying hard, 

taking risks, and learning from mistakes. Dweck (2016b) continued to express that when 

educators possess a false mindset, they distill the work, losing the impact it can have on student 

achievement. 

Due to these concerns for lack of understanding and training on implicit theories for 

teachers, researchers are conflicted. They wonder how to proceed with asking teachers to seek 

more training without losing their enthusiasm. Without sufficient research, growth mindset could 

become another buzzword in education (Blad, 2016). The Project for Education Research That 

Scales (PERTS), a research center within the psychology department of Stanford University, set 

out to help with the conflict by creating a diagnostic tool. This tool allows teachers the 

opportunity to take part in free online training. Teachers learn through the courses how to 

determine if their classroom practices reinforce implicit theories and implant the growth mindset 

in the classroom (2020). 

Teachers must have knowledge and understanding regarding implicit theories. A teacher 

needs to be aware of the mindset they hold as they may be teaching in alignment with their 

beliefs (Jonsson et al., 2012). Implicit theories impact a teacher’s interpretation of social 

information in the classroom. It also affects their pedagogical choices. The mindsets educators 

hold, shape the culture of their classroom. Students can also pick up on the mindset affecting 

achievement and impacting student behavior (Rissanen et al., 2018). 
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The literature revealed a small number of training opportunities for teachers. It also 

showed the enthusiasm and support for a growth mindset in the classroom are producing a 

driving need for more. This need is pushing for the development of more opportunities for 

training. The Culturally Inclusive Growth Mindset Program and the Center for Transformative 

Teaching and Learning are currently in place to train teachers on utilizing growth mindset 

instruction in the classroom The Culturally Inclusive Growth Mindset Program works to shape 

teacher beliefs and teaches strategies for working with diverse students with an emphasis on 

engaging them in their learning. In this week-long training, teachers are taught strategies to 

promote learning and engagement for all learners but especially minority and low-income 

students. Teachers also receive in-depth instruction on brain development and on how crucial 

cultural inclusion is for student success (Wacker & Olson, 2019). 

Educators are excited about growth mindset and the way it can affect educational 

outcomes. They want to utilize it in their classrooms but lack the training. This deficit in training 

concerns researchers because they believe it will cause false mindsets and dilute the power of the 

growth mindset. It is their goal to find ways to encourage training, without killing the enthusiasm 

of teachers. It is imperative that this occurs, so a growth mindset does not become another 

buzzword in school communities. There are a small number of training opportunities now, and 

they are on the rise. This increase of learning opportunities is due to the concerns, researchers 

have that the lack of understanding by teachers will water down the effectiveness of the growth 

mindset. In addition to this, teacher voices are being heard concerning their desire for training. 

Teacher’s Possession of a Growth Mindset in the Classroom 

Teachers possessing a growth mindset are more likely to create classrooms focused on 

learning and mastery goal structures (Smith et al., 2018). Mastery goals emphasize the process of 
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learning, understanding, and problem-solving over performance (Skaalvik & Skaalvik, 2013). 

Growth mindset educators can help close the achievement gap, not hide it (Dweck, 2006). When 

teachers believe in their students’ abilities to grow and couple it with robust pedagogy and 

curriculum, it can aid in closing the gap. 

Modeling a growth mindset to students may help them learn a way of thinking that 

inspires them to see their potential for success (Brock & Hundley, 2016). A teacher’s mindset 

crafts their expectations for their students. It also helps develop awareness and understanding of 

their students’ thought processes, and that helps to instill a love of learning (Herbert-Smith, 

2018). 

A study by De Kraker-Pauw et al. (2017) focused on teacher mindsets and their belief in 

the malleability of intelligence. It considered how teachers with growth and fixed mindsets 

provide feedback after appraisals. The research showed in one study that teachers with a growth 

mindset appreciated increased scores more so than those with a fixed mindset. In a second study 

centered on feedback, the research showed that teachers with a growth mindset provided less 

critiques than fixed mindset educators. They concluded that teachers might need to be made 

explicitly aware of their mindsets, commentary styles, and student mindsets. Teachers aware of 

their mindsets about the malleability of the brain and how training on how to provide growth-

oriented feedback could have a tremendous impact on student learning (De Kraker-Pauw et al., 

2017). 

Evidence was lacking regarding the espoused mindset a teacher possesses and the impact 

it has on students. Matthes and Stoeger’s (2018) research showed if the adults in students’ lives 

maintain an incremental theory or growth mindset, they will encourage persistence, effort, and 

strategic learning. The children in their lives would then also hold this same mindset regarding 
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their academic abilities. Unfortunately, students could not tell the type of mindset the adults in 

their lives possessed. Instead, their mindsets were influenced by how the adults surrounding 

them viewed failure. Kids surrounded by adults that viewed failure as an opportunity to learn 

often developed a growth mindset (British Psychology Society, 2016). 

Haimovitz and Dweck (2017) noted that motivational theories and other behaviors might 

play a more significant role in shaping student mindsets. Nevertheless, Haimovitz and Dweck 

(2016) also warned people to be aware of a "false mindset." This mindset is one that claims to 

believe in the malleability of abilities but does not truly possess it. It can also be a false mindset 

when someone does not truly understand the meaning of a growth mindset and a fixed mindset. 

 Most educators possessed a growth mindset. Teachers wanted to display a growth 

mindset for their students, but sometimes struggled as they were torn between growth and fixed 

for various reasons. Everyone possesses both mindsets. It just depends on how an individual 

actualizes it. In certain situations, teachers displayed a growth mindset. They did this because it 

was an area where they felt competent, or it was their comfort zone (Dweck, 2016a). However, 

in other situations, they may have shown a fixed mindset. This thought process could be due to 

their lack of confidence or desire to tackle the task (Clark & Sousa, 2018). 

Something extremely challenging can trigger a fixed mindset. Since we know everyone is 

a mixture of both mindsets, it is essential to know what triggers make the fixed mindset take over 

(Dweck, 2016a). For someone to fully embrace a growth mindset, Brock and Hundley (2016) 

emphasized they must intentionally work to employ it in every situation they face. 

When encouraged to implement a growth mindset, teachers said they supported the 

efforts but made little strides in changing or reforming their practices (Patrick & Joshi, 2019). It 

is easy for researchers to teach a growth mindset. However, just as students get stuck in the 
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learning process, so do teachers regarding possessing and demonstrating a growth mindset and 

embracing challenges and adapting their practices to improve instruction (Boyd, 2014). Land et 

al. (2005) noted the idea that the mind can grow is a threshold concept that is transformative and 

provides a different view of learning. Educators know this to be accurate but become too busy 

instructing; they neglected to pursue a growth mindset on their own (Boyd, 2014). 

Teachers may also possess a growth mindset but did not actualize or show it at different 

levels in the classroom (Rissanen et al., 2019). Small changes made a difference, but it was only 

for a short time. Campuses that wanted to create a growth mindset culture had to ensure that all 

professionals take ownership of it (Hildrew, 2018). Dweck (2010) recommended embedding 

growth mindset instruction into the culture of a school. 

According to Harvard Business Review, companies sticking closely to the idea of a 

growth mindset wove it into every experience from acquiring talent, planning, leadership, and 

career development (Brown, 2018). Fraser (2018) discussed that this type of change required a 

cultural shift, which is difficult and must be done deliberately with much thought. He also 

emphasized convincing educators to take part in the initiative for effective implementation. If 

teachers and campuses are to bring about a cultural shift in their classrooms and schools, the 

change must occur in every facet of the organization for effective long-term results. 

Most teachers wanted to maintain a growth mindset. Everyone battles between the two 

mindsets and must learn what triggers a fixed mindset and how to overcome it. Educators must 

be committed to pursuing continual growth and development of their mindset. Substantially, the 

research lacked information on the impact of a teacher’s mindset on their instruction and 

classroom. To create a growth mindset culture, everyone in the organization must commit to it 

and weave it into every learning community’s facet. 
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Summary 

Implicit theories indicate that beliefs play a part in the nondevelopment, development, 

failure, or success of individuals (Thoman et al., 2019). A growth mindset (incremental theory) 

believes in the ability to develop (Dweck, 2016a). Self-determination theory centers on 

motivation and how intrinsic beliefs push a person toward action and achievement (Turner, 2019; 

Ryan & Deci, 2017). If a growth mindset is a thought that someone can develop through hard 

work and effort, then it is their self-determination that activates the motivation towards goal 

attainment (Brock & Hundley, 2016). 

There are clear benefits to maintaining a growth mindset. Those who have a growth 

mindset love learning and seek to take risks to grow and improve (Brock & Hundley, 2016). 

Individuals with a growth mindset did not back down when things get hard. Instead, they were 

fueled to move forward, knowing the challenge creates growth. Mindset manipulation was also 

proven effective in building individual’s mindsets (Mrazek et al., 2018). If noncognitive skills 

make up 75% of an individual’s success, then the mindset a person holds is essential for life. The 

belief that one has about themselves can set them up for success or failure (Smith et al., 2018). 

Growth mindset research shows the power of its influence on accomplishments. 

However, what kind of an impact can that have on the achievement gap? The divide between the 

have and have nots has remained the same since the Coleman Report (1966). The U.S. has spent 

billions of dollars to close the gap. Many efforts have been made through ESEA (1965), NCLB 

(2002), and ESSA (2015). ESSA offers the most hope by providing more local control, 

emphasizing the whole child, and the impact of each adult in their lives. Policymakers can make 

an impact on ESSA if they look at integrating learning with development and reframe the 

expectations of schools. In addition to this, their collaboration with other policymakers, 
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educators, parents, and researchers could make a big difference. However, at this time, despite 

all these efforts, no change has occurred. Therefore, the Aspen Institute National Commission on 

Social Emotional and Academic Development (2019) made the recommendations for 

policymakers to consider. 

The economic disparity that exists in the U.S. is apparent and continues to rise. It is clear 

students’ family background impacts their achievement and starts early in their educational 

career (García & Weiss, 2017b; Hanushek et al., 2015). Many students in poverty attend schools 

that have behavior disruptions, lack high academic expectations, and are not engaging learning 

environments (Aspen Institute National Commission on Social-Emotional and Academic 

Development, 2019). Leveling the playing field for students from disadvantaged backgrounds is 

essential to closing the gap. Growth minded teachers understand and embrace the challenge of 

meeting students where they are to bring about academic gains. 

Teachers understood the need to show sensitivity to students from poorer backgrounds 

(Chao et al., 2017). They also understood how crucial it is to provide emotional support through 

a positive classroom climate and strong teacher-student relationships (Nurmi & Kiuru, 2015). At-

risk students need to feel a sense of belonging (Stroman, 2018). Student-teacher relationships are 

critical to academic success, especially for at-risk students. When secure connections exist 

between the pupils and their teacher, the classroom culture is more positive, and student 

engagement is higher than when the relationship is nonexistent. This security brings about more 

significant academic gains (Aspen Institute National Commission on Social-Emotional and 

Academic Development, 2019). Even with this knowledge, educators are left trying to determine 

interventions to overcome things outside of their control. Growth minded teachers faced the 
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challenge head-on, maintain high expectations for all students, believed in them, and worked 

hard to help students attain them. 

What teachers can control are their beliefs and the impact they have on instruction. 

Teachers can make significant gains with low-achieving students when they maintain specific 

beliefs (Schmid, 2018). Great teachers believe in the ability to grow intellect and talent. These 

teachers making an impact also display solid social-emotional skills. These competencies help 

produce a classroom climate that is conducive to learning (Aspen Institute National Commission 

on Social-Emotional and Academic Development, 2019). Educators of this kind were excited 

about learning (Dweck, 2008). Research by Canning et al. (2019) revealed that instructors who 

possess a growth mindset have a more significant impact on the achievement of minority 

students than their fixed-mindset peers. 

Evidence showed that most educators wanted to possess and display a growth mindset 

(Clark & Sousa, 2018). However, in their efforts to model a growth mindset for their students 

and believe in their ability to grow and improve, they continuously battled the two mindsets. 

Each one pulled at them as they faced challenging instructional issues (Brock & Hundley, 2016). 

A teacher’s belief if intelligence is fixed or malleable impacted student learning (Wacker 

& Olson, 2019). Students recognized their teacher’s perception of failure and could determine if 

they saw it as defeating or an opportunity for growth (Haimovitz & Dweck, 2017). This 

knowledge shaped the students’ thoughts and impacted their achievement. It also influenced the 

thoughts students might have on their future success (Heyder et al., 2020) 

A growth-minded teacher can make strides toward minimizing the achievement gap, not 

hiding it, and acting like it does not exist (Dweck, 2006). Matthes and Stoeger (2018) 

emphasized growth-minded adults will encourage persistence, effort, and strategic learning. 
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When students experienced this type of adult behavior, it helped shape their thoughts toward 

academics and challenges. Teachers wanted to display a growth mindset and utilize it in their 

classroom but did not make strides in changing their practices (Patrick & Joshi, 2019). Teachers 

get stuck in the learning, and growing process just like students do. It may be that teachers were 

too hung up in all their responsibilities that they were not persistent in pursuing their personal 

growth (Boyd, 2014). 

There are excessive amounts of information surrounding implicit theories, particularly 

the growth mindset. Teachers were enthusiastic about the power of this information but lacked a 

real understanding (Blad, 2015). This misinterpretation of the information often led to a false 

mindset (Dweck, 2008). Educators believe the growth mindset can change the course of learning 

for students, but they lacked the training to move forward with implementation in their 

classrooms (Blad, 2015). Teachers need to have a clear understanding of implicit theories to 

ensure their mindset are in line with their beliefs (Jonsson et al., 2012). Training opportunities 

are lacking, but the literature did reveal one training opportunity that has been impactful with 

teacher development. The literature also indicated that more professional development options 

were arising due to the concerns voiced by researchers and the learning desire professed by 

teachers (Wacker & Olson, 2019). 

Studies have shown that teacher beliefs and practices are not always consistent (Cross, 

2009; Sun, 2019). Leatham (2006) thought this could be because teachers worked to maintain 

their beliefs with the other demands at hand. The school systems that teachers worked in helped 

shape their beliefs because of the social norms and policies in place (Wacker & Olson, 2019). As 

research occurs on teacher beliefs and their impact on classroom instruction, it is essential to 
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keep in mind contextual factors affecting instruction such as curriculum, policies, mandated 

assessments, and other factors (Cross, 2015). 

Further research was needed on teacher beliefs. There is not a clear understanding that 

teachers are aware of their mindsets and the impact it has on their instruction. Things to consider 

were a teacher’s understanding of implicit theories. Coupled with implicit theory information, 

how does a teacher blend that knowledge with the awareness of their own beliefs and mindsets? 

Another thing to consider was if there is a correlation between a teacher’s years of experience 

and their mindset. In addition to that, more in-depth knowledge needed to be gained around the 

struggle for consistency of mindsets in connection with instructional practices. 

Although there is a plethora of research surrounding the growth mindset, the achievement 

gap, efforts taken to close the gap, economic disparity, at-risk students, and teacher beliefs, there 

was a gap in the literature on how a teacher’s mindset impacts classroom instruction. 

Understanding what makes the difference in instructional practices in an at-risk classroom in 

correlation to the type of mindset a teacher holds is the essence of this research and will be 

beneficial for educators working to minimize the achievement gap. With a strong foundation on 

understanding growth mindset, self-determination theory, the achievement gap, efforts to close 

the gap, economic disparity, at-risk students and teacher belief, training, and understanding of 

implicit theories along with various data sources provided through this study information gained 

has the potential to inform and bring knowledge to educators. It is the hope that this information 

will bring about changes in their professional growth and the achievement of the students in their 

classroom. 

  



50 

 

Chapter 3: Research Method 

Study Purpose and Goal 

Mindsets influence a person’s choices, behaviors, interactions, and motivations. A 

teachers’ mindsets impact student-teacher relationships, classroom culture, instructional 

decisions, and how they provide feedback (Jager & Denessen 2015). All of these components are 

critical in the classroom to positively affect student outcomes and achievement (Hur et al., 2015; 

Ng, 2018). Despite the importance of teacher mindsets and the need for instructors to be aware of 

which one they hold, there was little research on the topic (Jonsson et al., 2012). This study 

examined the teacher mindset and the impact it had on classroom instruction in large, suburban, 

at-risk campuses.  

Research Method and Design 

Educational research inquires to shed light on things happening. A thorough investigation 

of teacher mindset quizzes and their correlation to the teacher’s years of experience produced 

information showing if experience and mindset parallel. One-on-one Zoom interviews centered 

on the teacher’s mindset provided information on perceptions of their mindset’s impact on their 

teaching. These interviews rendered insight into individual teacher practices and beliefs. Zoom 

focus groups concentrated on discovering the teacher’s understanding and training on a growth 

mindset and the impact of mindset within the classroom. It sought to understand educational 

phenomena to impact decision making (Lucisano & Salerni, 2002; Piccoli, 2019; Trinchero, 

2002). In conjunction with decision making, one central focus of this type of research was on 

school improvement and nurturing growth in classroom instructional practices (Ismail et al., 

2019). 
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A mixed-method approach to educational research considers the integration of 

quantitative and qualitative and legitimizes the diverse evaluations (Piccoli, 2019). A mixed-

method employs more than one way to understand data, which unfolds more than one worldview 

(Venkatesh et al., 2013). The quantitative method grounds its data around a single belief 

applying statistical data. The qualitative method observes people’s actions and experiences 

narratively (Bergman, 2008). Creswell and Plano Clark (2007) highlighted that combining the 

two methods provides a deeper understanding of the problem than if you were to look at one 

approach alone. 

The quantitative data involved the correlation of a teacher’s mindset score compared to 

the years of each educator’s experience. The qualitative approach included interviews and two 

focus group discussions. The goal of the research was to understand the teacher mindset and the 

impact it had on classroom instruction. The literature supported a mixed-methods study. 

Aailtio and Heilmann (2012) presented that the case study approach can use both 

quantitative and qualitative data to emphasize that participants take part in the study in their 

environment. Woodson (2017) described a case study as focused on description, prediction, and 

controlling the process or individual. Yin (2012) referenced that an essential component of a case 

study is that participants’ observation occurs in their environment. 

The problem of practice focused on teacher mindsets and their impact on instruction in an 

at-risk classroom. A case study was the best model because of the mixed methodology of 

research. It also allowed specific examples from the teacher’s environment as they participated in 

the study. 

Action research is collaborative. It is a disciplined inquiry and has a positive effect 

because it is relevant to those taking part in the study (Sagor, 2000). Herr and Anderson (2015) 
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suggested in an action research study, change occurs either in the setting or to the participants. 

Ferrance (2000) identified this type of research as “a process in which participants examine their 

educational practice systematically and carefully, using the techniques of research” (p. 1). The 

literature corroborated that an action research study is fitting because the participating teachers 

were striving to improve their skills (Ferrance, 2000). 

Population, Setting, and Sample 

The population for this study was three at-risk elementary campuses. The campuses are in 

a suburban area and are considered large, at-risk campuses. The schools are within the CFISD, 

located northwest of Houston. CFISD is the third-largest school district in the state of Texas 

(CFISD, 2018). The learning community has 91 campuses (CFISD, 2019). Each of the campuses 

that participated in the study served over 900 students in grades PK-5 (CFISD, 2020). 

All participating campuses receive Title 1 funds due to their high population, 62% or 

higher of students identified economically disadvantaged, and 40% or higher indicated as second 

language learners (CFISD, 2020). Each campus’ mission statement within their campus 

improvement plan and website exhibit their commitment to maximizing every student’s potential 

through rigorous learning experiences to create 21st-century global learners (CFISD, 2019). 

Each of the campus’ teachers were all highly qualified (CFISD, 2019). 

The sample for this study included nine teachers. The educators were from various levels, 

specialties, and years of experience. Purposeful sampling was used to select participants to 

guarantee an assortment of representatives with different years in the vocation. This sampling 

ensured teachers from varied grade levels and areas of concentration participated in the study. 

For this to happen, a solicitation of specific teachers took place. The purposeful sampling 

strategies that were utilized were homogeneity and convenience. The homogeneity strategy 
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sought to describe a particular subgroup and aided in facilitating group discussions. The 

convenience strategy offered the opportunity to gain information from participants easily 

accessible to the researcher (Palinkas et al., 2015). 

The mixed levels of experience assisted in seeing the comparison between teacher 

mindset and experience. One-to-one Zoom interviews of teachers ensured that all viewpoints 

received equal consideration. Individual interviews occurred via Zoom Pro at a mutually agreed 

time. Two focus group discussions between participants provided the opportunity to observe 

broader perspectives for comparison. The focus groups took place in two Zoom Pro meetings at 

designated times that worked for the participants. Holding two focus group discussions offered 

the opportunity to divide the eight to 12 teachers in half to be able to hear from all participants. 

The focus group discussions centered on participants’ understanding and training of mindsets 

and the type they implement during various situations and activities. The small sample size 

proffered the possibility for a more in-depth analysis of the qualitative data from the interviews 

and focus group, in which a formidable sampling does not present (Kindsiko & Poltimae, 2019). 

Materials/Instruments 

Mindset Assessment 

To identify teacher mindsets, each participant took an online mindset quiz developed 

from Dweck’s (2016) work on mindsets adapted from Diehl’s (2008) mindset quiz (see 

Appendix B). Prior to the use of the assessment in the study, the instrument was reviewed by a 

panel of experts to determine its validity. The panel of experts consisted of district school 

personnel, professors and graduate students. Panel members were from CFISD, ACU, Oklahoma 

Christian University, and the University of Wyoming. Each of the participants on the panel were 

familiar with Dweck’s work on growth mindset and implicit theory. The expert who works in 
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CFISD works in the areas of school improvement and transformation. This department focuses 

on teacher and student growth for academic gains. Many of the panel members were professors 

of education. In addition to their knowledge on growth mindset and Dweck’s work, these experts 

understood curriculum decisions and the impact teachers make in the classroom.  

The online method enabled participants to receive and complete electronically due to 

restrictions put in place due to COVID-19 (WCG, 2020). The questionnaire asked teachers to 

reflect on their beliefs by answering specific questions to determine their mindsets. Participants 

checked a box in one of four ways to identify to which extent they agreed or disagreed with a 

statement. Teachers chose one of the following responses strongly agree, agree, disagree, or 

strongly disagree. 

Teacher Years of Experience 

Data collection of a teacher’s years of experience was included as a question at the start 

of the mindset quiz. A Google form was utilized for communication consistency. The 

correspondence asked for specific information regarding each participant’s years of service. 

Pearson Correlation Coefficient 

The quantitative part of this mixed-method study determined the correlation between the 

results from the teacher mindset quiz and their years of experience. The Pearson correlation 

coefficient seeks to draw a line indicating the best fit between two variables (Lund Research, 

2018). Pearson’s was the best choice for this study because it sought to determine if a 

relationship existed between a teacher’s mindset and their years of experience (Kent State 

University, 2018). 
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Interview Guide 

Part of the qualitative portion of this mixed-method study involved interviews with each 

participant. These conversations occurred through video conferencing to meet Instructional 

Review Board (IRB) requirements. Teachers taking part answered researcher-developed 

questions. The research questions were field-tested by other educators within CFISD who were 

not participating in the study. An outside expert also reviewed the questions to examine for bias. 

The semistructured interview guide (see Appendix C) was in place to elicit information from 

each participant regarding their mindset and the impact it played in their classroom instruction. 

Saldana and Omasta (2018) said it is essential to listen intently and analyze when 

interviewing for research purposes. In the interviews, I paid special attention to attitudes, beliefs, 

and sought to determine if the participant answered honestly. During the interview data 

collection process, clarifying questions were asked. I refrained from using leading questions. 

Recording, transcribing the data, and building a rapport with the participants was a priority 

(Yazan, 2015). 

Focus Group Discussion Guide 

Focus groups are participatory and well suited for action research (Nyumba et al., 2018). 

Two focus groups took place via Zoom Pro video conferencing to meet IRB requirements. The 

discussion topic was the mindset quiz and the impact mindsets had on participants. 

I developed a focus group discussion guide (see Appendix D). The guide included three 

key components to guide the conversation. The first component was a warm-up time to build 

rapport with participants. After that, the middle portion of the time posed questions for 

participants. The questions were written not to lead the teachers’ discussion. The closing section 
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allowed time for clarification and wraps up the conversation (Clark, 2017). The focus groups 

were 25-45 minutes in length. 

Eight of the nine participants took part in the focus group discussions. Due to the large 

number in the study, two focus group discussions took place to give time for all to answer and 

take part in the dialogue (Clark, 2017). Questions were minimal to communicate clearly (Saldana 

& Omasta, 2018). 

Zoom Video Conferencing 

Due to COVID-19, the IRB made changes in research to eliminate hazards to participants 

by employing other methods other than face-to-face research (WCG, 2020). Zoom is a virtual 

communication tool that utilizes video or audio in the cloud and is an ideal solution to meet the 

standards of the IRB during this uncertain time of COVID-19 (Lillig, 2020). This video 

communication tool was the way interviews and the focus group discussions took place. Zoom 

provided the opportunity for research to continue online and allowed for recording of video and 

chat discussion (Lillig, 2020). It was a necessary tool for research, while human interaction was 

limited. 

Quantitative Data Collection and Analysis Procedures 

Before collecting any data, I obtained permission from CFISD and ACU IRB. After 

approval was received, the determination process of potential study participants began. Once a 

decision was made on prospective teachers to participate, I shared the purpose of the study, 

contact information, potential risks and benefits. When individuals agreed to take part in the 

research, they were sent a form in Google and signed their consent electronically on the 

document. Once the participant provided their consent the form redirected them to the online 

mindset quiz for completion.  
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I included a question at the beginning of the mindset quiz asking the participants to list 

their years of experience. In addition to the years of experience, the participants noted their 

current teaching grade and content. When all mindset quizzes and years of experience were 

collected, the numerical data were input into the Pearson correlation quotient. I analyzed the data 

between teacher mindsets and years of experience to see if there was any association between the 

two sources of data. Any patterns and themes that emerged were noted. 

Qualitative Data Collection and Analysis Procedures 

All participants took part in individual scripted interviews via Zoom meetings with me. 

Times for interviews were agreed on by both parties. Zoom recorded the video. This feature was 

utilized along with the spoken dialogue for transcription and accuracy purposes. This tool 

allowed me to remain focused on the conversation. I also took notes using an iPad in a Google 

document if needed. I had discussions over a purposeful four week period between September 

and October 2020. Transcription of the interviews occurred within a timely manner of the 

discourse. As the data transcription occurred, I paid attention to evolving patterns and themes 

and developed a list of codes. 

The two scripted focus group discussions lasted 25-45 minutes a piece in length. Each 

group used Zoom video conferencing to meet IRB requirements set forth due to COVID-19 

(Lillig, 2020). All participants received a calendar invite through email in October 2020. I took 

advantage of the recording feature for the discussion. These resources aided in transcription and 

allowed me to focus on the conversation of participants. If notes were needed, and I took these 

using a Google document on an iPad. Transcription of focus group discussions occurred in a 

timely manner. Analysis of the data revealed themes and patterns, and a code was developed. 
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Methods for Establishing Trustworthiness 

A climate of trust was built at the beginning of the interviews. Since I work in the same 

district as all of the participants, an alliance already existed. Names of the participants were not 

shared. This knowledge helped the teachers to feel confident in the level of confidentiality. 

Teachers could request their interview transcript. Before the study’s completion, the only thing 

that was shared was the individual’s interview transcript, if requested by the participant. When 

the investigation is published, I will share information from the study with participants. 

Pseudonyms protected teacher identities. The only names included in the research were the 

schools and district. Participants received confidentiality reminders in advance of the study. 

Before interviews and the focus groups, those that took part were informed again regarding 

protection of their privacy. Following each interview and the focus groups, each participant was 

made aware of the nondisclosure of them taking part in the study. 

Establishing the validity and reliability of the study was crucial for its success. 

Integrating the quantitative and qualitative data analysis with triangulation is the heart of mixed 

methods research (Mertens & Hesse-Biber, 2012). Triangulation methodology helped reduce 

bias. Measurement bias might have been due to the way the data were collected. Sampling bias 

occurred due to specific sampling when specific populations could be overlooked. By 

triangulating the data, through a mixed-methods study, the strengths of both types of methods 

were utilized to strengthen the study (Kennedy, 2009). Items included in triangulation included 

the mindset quiz compared to years of service data, one-on-one interviews, and the focus group 

discussions. 
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Researcher’s Role 

It was my role to assure each participant understood their parts in the study. I also 

reviewed and analyzed all quizzes, interviews, and focus group transcripts. I abstained from bias. 

Dictionary.com (2020) defined bias “as any tendency which prevents unprejudiced consideration 

of a question.” As an employee of the same school district as the participants, it was possible I 

could show a preference. Specific measures were in place to guarantee a non-biased approach 

toward the study. I thoughtfully composed interview questions. Those questions were field-tested 

by other employees, not participating in the study before the interviews begin. During one-on-

one interviews, I posed questions that allowed respondents to give honest answers. This 

approach focused on the human elements to minimize the potential for bias (Sarniak, 2015). In 

addition to this, I objectively applied information from the interviews directly to the research 

questions to lessen bias. 

Ethical Considerations 

The IRB process and research approval process assured participants of their protection 

throughout the study. Teachers were made aware they could choose to withdraw from the 

research at any time. The participants’ identification were kept confidential, and only the school 

and district name were shared. 

Protecting Participants From Harm 

The only harmful effect of this study could be the potential lack of confidentiality from 

other participants in the focus group. There were no physical risks for participation. The benefits 

of participating in the study was the opportunity for participants to contribute to the impact of 

mindset to better instruction within CFISD. It potentially helps other educators in the future. It is 

my hope this study will contribute to the field of education and growth mindset. 
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Informed Consent. I reached out to each potential participant over email with 

preliminary information about the study. Included in the email was a link to a Google form. The 

form asked for the participant’s consent. If participants provided consent by their electronic 

signature on the form, the form advanced them to questions regarding their years of service and 

onto the mindset quiz.   

The consent form requested each participant take part in an online mindset quiz, provided 

a place to document their years of service, and let them know they would participate in one-on-

one interviews, and join in on a focus group discussion. There were not any incentives for taking 

part in the study. The study was voluntary, and there were no consequences if a teacher declined 

participation. If a teacher initially decided to take part and then changed their mind, they were 

able to choose to withdraw from the research at any time. 

Right to Privacy. There were not any known risks to participants during this study. If a 

participant chose to do so, they were able to review the interview records before publication. 

Interviews and the focus group discussion took place utilizing Zoom video conferencing. This 

tool allowed participants to remain safe and comfortable in their location during the effects of 

COVID-19. The names and factors that identified participants were not included in the 

dissertation. Only school personnel involved in the study and I saw any of the documents. The 

results of this study could be published or presented to people. In the event this occurs, the 

names of the participants will remain anonymous using pseudonyms. All information for the 

study remained secure in a locked cabinet. All computer documents were password protected and 

known by me only. 
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Assumptions 

One assumption was that the study would be successful because the participants 

answered honestly to the mindset quiz, interviews, and focus group discussions. I continually 

assured participants of the safeguards in place to maintain confidentiality and kept documents 

secure. It was assumed that participants did not have any ulterior motives for taking part in the 

study and sharing their mindset and perspectives. 

Another assumption was that it would not be challenging to get participants for the study 

since I work in the district. It was also assumed that CFISD would allow this research to occur 

since I am a district leader. Additionally, this topic would be of interest to the field of education 

and the work done with students. 

Limitations 

One limitation was the small sample size. Small sample sizes may lead to bias, such as 

nonresponse or someone who decides to opt-out of the study (Simmons, 2018). However, 

Creswell and Plano Clark (2011) highlighted that large sample sizes may sacrifice some of the 

richness of qualitative research. 

 The sample size also included only female teachers. This is another limitation to the 

study. In the 1980s more males sought classroom positions. In spite of this increase, the gender 

distribution in education continues to grow more imbalanced (Wong, 2019). This disparity 

created a limitation to the study because only female teachers were chosen and decided to 

participate.  

 Another limitation could have been possible bias in recruitment for the study. Part of the 

district requirements was presenting the details of the study to the campus principals involved in 

the research. The principal then determined who would serve as the campus site supervisor. 
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Since the guidelines required information on the study this may have swayed the mindset of the 

supervisor in how they chose who to invite to participate.  

Delimitations 

Research questions setting specific boundaries were put in place to maintain the focus of 

the study. The research revolved around the teacher mindset and its impact on instruction in an 

at-risk classroom. The topic of growth mindset, instructional practices, and the achievement gap 

are vast and thought-provoking. However, the study adhered to looking at a teacher’s mindset 

and how it affected the instruction of at-risk students. 

One related suggestion was to compare the mindset quiz data to teacher evaluation. 

COVID-19 canceled all school in-person interaction. This cancellation of face-to-face instruction 

caused teacher evaluations to look different than usual. The lack of face-to-face interactions 

meant observations and walk-throughs were not able to be completed. A waiver from the state 

gave provisions of teacher evaluations. However, in light of this study, it was an incomplete 

source of data. The study focused on the mindsets of eight to 12 teachers from varying levels, 

specialties, and years of service in a suburban, large at-risk campus. 

Summary 

The goal of this study was concentrated on the teacher mindset and its impact on 

instruction in an at-risk classroom. To accomplish this goal, a mixed-methods, case study, action 

research approach was used. The sample study included nine teachers and provided the 

opportunity for the diversity of mindsets and perspectives. The data were provided from online 

mindset quizzes, years of service, interviews, and focus group discussions and presented varied 

data to analyze deeply. Using Pearson’s correlation coefficient to analyze numerical data, 

showed if the teacher’s mindset correlated with years of experience. Semistructured interviews 
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guided through a carefully-crafted interview guide provided insight to teacher’s thoughts on 

mindset and instruction. Questions in the guide were field-tested for quality. The focus group 

discussion was a set plan to lead the conversation. Appropriate permissions from the district and 

IRB were collected before the start of the study. The data analysis goal was to bring about a 

deeper understanding of mindsets and their impact on teacher’s instruction. Triangulation 

ensured the research was valid and reliable. I sought for safeguards to eliminate bias and checked 

all sources for accuracy. Participants received information regarding confidentiality and had 

multiple opportunities to consent to participate or withdraw from the study. Knowing this 

information aided in building trust between participants and me and allowed for honest and 

productive dialogue to bring about solid research. 

The study included nine teachers but could potentially affect other educator’s mindsets to 

impact instruction and help minimize the achievement gap. The study maintained focus on the 

research questions. With an organized plan for data collection, including online quizzes, years of 

service information, semistructured interviews, and a focus group discussion, the study began. 
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Chapter 4: Results 

Purpose 

The purpose of this mixed-methods case study was to acquire an understanding of teacher 

mindsets and the impact they have on instruction in an at-risk classroom. A mixed-method case 

study was utilized to collect and analyze data from nine teachers with varying years of 

experience and content specialties. Each of these teachers works on campuses identified as at-

risk within a large suburban school district. Data collected sought to answer the research 

questions that guided the study. 

 This chapter aims to report the analysis of the data collected from mindset quizzes, nine 

semistructured interviews, and two focus group discussions. The analysis of data in this chapter 

addresses the research questions. Triangulation was used to increase the credibility of the data 

(Salkind, 2010). The triangulation aligned the multiple perspectives presented in each interview 

and the two focus group discussions. These interactions provided a more comprehensive 

understanding of themes that emerged from participant’s interpretations. Chapter 4 is organized 

in the following way: summary of research focus and processes, an overview of the findings, and 

a summary of the chapter. 

Summary of Research Focus and Processes 

This mixed-methods case study used mindset quiz scores and their correlation to 

teachers’ years of service, semistructured interviews, and two focus group discussions to answer 

the research questions: 

Q1. What mindsets do teachers from large, suburban, at-risk elementary campuses 

possess, as indicated in a mindset quiz, and how do these scores correlate with years of 

experience? 
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Q2. How do teachers from large, suburban, at-risk elementary campuses perceive their 

mindsets affecting instruction? 

Q3. In what ways did the mindset quiz positively or negatively impact teachers from 

large, suburban, at-risk elementary campuses personal perceptions?  

Description of the Sample 

Data collection came from nine elementary teachers working in at-risk campuses who 

volunteered to participate in the study. All the data collected were analyzed. Participants in the 

study were assigned a number to protect their identity.  

I obtained the contact information of 10 potential participants from the three designated 

campus research sponsors. After receiving the details, a Google form was sent out informing 

potential participants of the study’s specifics. This document included the opportunity for 

participants to consent or decline to take part (Appendix A). One teacher denied participation 

and was exited out of the study when the non-consent response was received. Nine out of 10 

potential participants consented to contribute to the study. Following their electronic consent, the 

form proceeded to the mindset quiz (Appendix B) for participants to begin taking part in the 

research. After collecting mindset quiz data, communication was started to schedule interviews. 

Various email communication occurred to coordinate schedules. All interviews were set to occur 

via Zoom within two weeks.  

All participants’ gender, race, teaching content and grade and years of service was 

captured and catalogued (see Table 1). The age, race, teaching content, and years of experience 

varied for each participant. Four of the nine participants had 15 or more years of experience. 

Each individual taking part in the study was certified by the state of Texas to teach.  
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Table 1 

Participant Profiles 

Participants Gender Race Teaching Grade/Content 

Years of 

Experience 

Participant 1 F White Kindergarten Self-Contained 1 

Participant 2 F Black 5th grade Math 8 

Participant 3 F Indian 2nd grade Math-Science 17 

Participant 4 F White Primary Interventionist 19 

Participant 5 F Black Kindergarten Self-Contained 7 

Participant 6 F White 5th grade Science 23 

Participant 7 F White 1st grade Self-Contained  6 

Participant 8 F Black 3rd grade Math-Science 26 

Participant 9 F White 4th grade Science 12 

 

Research Processes 

 A mixed methods research methodology was used for this study. Piccioli (2019) referred 

to this type of research as an integrated approach with an assortment of analytical methods to the 

topic being studied. Examining teacher mindsets was done through a mindset quiz developed 

from Dweck’s (2016) work on mindsets adapted from Diehl’s (2008) mindset quiz. The 

quantitative research in this study looked to see if a correlation existed between teacher mindsets 

and years of experience. The qualitative research consisted of individual semistructured 

interviews and two focus group discussions, which examined teachers’ understanding and impact 

of growth mindset on their instructional decisions and interactions. 

Data Gathering Process. Before taking the mindset quiz, participants were presented 

with an informative consent document (Appendix A). This document made potential participants 

aware of the study’s details and how their involvement, identities, and responses would remain 
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anonymous and confidential should they choose to participate in the study. Participants were also 

made aware they had the opportunity to withdraw from the study at any time. After consent was 

received, the informed consent document directed them to list their years of service, content, and 

grade-level experience and embark on the mindset quiz (Appendix B). After participant’s 

completed the mindset quiz, I scored and assigned a number to each participant to maintain 

participant anonymity. To score the mindset quizzes, I used the mindset quiz key (Appendix B). 

Participant’s received a determined amount of points for each of their answers to the statements. 

Once points for each statement were determined, I added the points to determine mindset scores. 

When the mindset scores and years of experience were gathered, a correlation coefficient was 

performed to determine if there was an association between a teacher’s mindset and the years 

they worked in education.  

 Following the mindset quiz and years of service data collection, interviews were set up 

with each participant at a mutually agreed time. To meet the requirements of the IRB during 

COVID-19, all interviews took place via Zoom Pro. The semistructured interviews were 

recorded with video, but the participant’s video was not seen because the computer screen was 

shared. The video being kept confidential was a requirement of the district where all the 

participants were employed. The shared screen displayed each participant’s mindset score. 

Sharing the screen blocked the video of participants but captured the audio recording of each 

interview. The audio recording made the transcription of the interviews possible to ensure the 

accuracy of each participant’s responses. Prior to asking questions, participants were encouraged 

to take their time and share their honest thoughts and understanding of growth mindset as well as 

the impact it has on their instructional practices. 
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 Participants were asked eight interview questions. Each question was designed to help at-

risk educators deeply reflect on mindset and if and how it impacts their curriculum decisions and 

interactions. The interviews also sought to discover what type of training each participant has 

had on mindsets if any. Before each interview ended, I asked if they had any other information 

they wanted to share. The average length of each interview was between 20 and 25 minutes. 

Following the data collection from the interviews, two focus group discussions were set 

up. The first focus group discussion included participants 3, 6, 7, and 9. Participants 1, 2, 5, and 

8 made up the discussion for focus group two. Each focus group met one time. The discussions 

were set up over two days to make the groups smaller for more in-depth discussion. Participants 

were given the dates and had the opportunity to sign up for the evening that worked best for their 

schedule. One group was set to have five participants, and the other four. When the focus groups 

met, each only had four participants as one educator in focus group two was unable to take part 

due to a family emergency. The focus groups were recorded with video, but participants’ 

identities remained confidential through the use of sharing the screen. The shared screen 

displayed a simple growth mindset image. Sharing the screen blocked the video of participants 

but captured the audio recording of each focus group. The audio recording made the transcription 

of the focus group discussion possible to ensure the accuracy of each participants’ responses and 

interactions. Prior to leading the discussion, each participant was thanked for their time and 

encouraged to interact and provide their thoughts, frustrations, and understanding of mindsets 

and how it impacts their professional career, their classroom, and interactions. 

I led the discussions utilizing a focus group guide (Appendix D). The guide included a 

welcome and introduction to the discussion. Following that information, the guide focused on 

eight questions to prompt conversation and interactions between the participants. The questions 
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focused on how participants defined a teacher with a growth or a fixed mindset. It also explored 

if participants battle the two mindsets. The guide probed into the mindset they possess when 

dealing with complicated interactions, instructional planning, and when a student does not 

understand what they are teaching. Before the end of each focus group, I asked if participants 

had additional information they wanted to share to be considered as part of the study. The length 

of the first focus group discussion was 27 minutes and the second discussion was 42 minutes.  

Data Analysis Process. Following the collection of data from the interviews and the 

focus group discussions, the analysis began. The transcription of data did not occur until all 

interviews and focus group discussions had been conducted. Trint, an audio transcription 

software, was utilized to transcribe each interview and focus group discussion. Each interview 

was assigned the participant’s number to maintain confidentiality. The transcription software was 

password-protected, and the password was known only to me. A discourse analysis was 

employed to examine the interactions of the respondents. It also considered the day-to-day 

environments of the participants (Bhatia, 2018). Through the process of open coding, themes 

began were identified. Steps taken following the interviews and focus groups for transcription 

and analysis included: 

• Step 1: Transcription. The audio portion of each interview and focus group was recorded 

via Zoom and downloaded onto a password-protected laptop. Each interview and focus 

group session were uploaded to Trint. To ensure accuracy, I listened to each interview 

and focus group discussion while following along with the transcription. After each 

interview and focus group session a review occurred to confirm the correctness and each 

interview dialogue was transferred into a word document. This process revealed the first 

signs of emerging themes. 
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• Step 2: Familiarization of the data. I listened and read through each interview and focus 

group discussion multiple times to become familiar with the data. 

• Step 3: Data coding. After the familiarization of data, I went through each interview and 

focus group discussion line by line, every sentence, word for word. During this step, a 

code was developed. An open coding process was adopted. Through the process of open 

coding, the data were analyzed in every possible way. Glaser (2016) indicates this can 

provide many descriptions of probable concepts which evolve that might not fit into the 

developing ideas. He emphasized the importance that open coding must always keep in 

mind the central focus of the study. Open coding is the first stage of coding and identifies 

prominent themes and ideas that can be categorized (Williams & Moser, 2019). This step 

looked at the raw data and tried to make sense of it. During the coding process, I utilized 

various colors of pens to distinguish varying themes. The different colors provided the 

opportunity to distinguish between primary and secondary ideas. Specific codes were 

assigned. The codes identified values, beliefs, and phrases. This process was repeated to 

create sets of data. 

• Step 4: The working analytical framework. An analytical framework was developed after 

a few of the interviews were coded. After putting the codes into categories, the 

framework was created. A portion of the process of creating the analytical framework 

involved manipulating and examining each participant. I sought to determine common 

themes and trains of thought in the participating educators. The framework was not 

complete until all interviews and focus groups were coded. 
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• Step 5: Analytical framework applied to the data. The framework was utilized on the 

remaining interviews and the focus group discussions. Categories and subcategories on 

the framework were used to differentiate the codes that were set in place. 

• Step 6: Charting the data in the framework matrix. Part of the coding process was 

summarizing and charting the data into the matrix. Columns in the matrix included 

categories, subcategories also called descriptors and revealed themes. Themes included 

direct quotes from participants. 

• Step 7: Data interpreted. After the coding matrix was created, I reviewed the data 

categories. Themes emerged from the data. Word and phrases were used and I looked for 

congruities. The coding matrix focused on the research questions: 

Q1. What mindsets do teachers from large, suburban, at-risk elementary campuses 

possess, as indicated in a mindset quiz, and how do these scores correlate with years of 

experience? 

Q2. How do teachers from large, suburban, at-risk elementary campuses perceive their 

mindsets affecting instruction? 

Q3. In what ways did the mindset quiz positively or negatively impact teachers from 

large, suburban, at-risk elementary campuses personal perceptions? 

 A coding matrix summarized the responses of each participant and their thoughts on 

mindset. It also focused on if and how their mindset impacted instruction and curriculum 

decisions. The first column of the matrix exhibited six categories that emerged from the data. 

The second column featured 16 subcategories or descriptors distributed throughout the six 

categories. Descriptors summarized the category into a word or short phrase, which provided a 

primary topic for passages within the qualitative data. The descriptors narrowed the data into 
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related themes, which filled the remaining columns of the matrix. Themes are reoccurring ideas 

that flow throughout the research. Saldana and Omasta (2018) specified that themes are extended 

phrases or sentences that help categorize the data from topics and patterns that emerge. The 

theme columns included some direct quotes from interviews and focus group discussions. These 

quotes appeared through in vivo coding and utilized the participants’ words verbatim from the 

transcript data.  

Summary of the Findings 

The purpose of this mixed-methods case study was to acquire an understanding of teacher 

mindsets and the impact they have on instruction in an at-risk classroom. Data and themes 

emerged through the analysis process. The emerging data and evolving themes from the 

quantitative and qualitative research assisted in answering the research questions. The data and 

themes revealed insight into the mindsets and thought processes of at-risk educators as they plan, 

instruct, and interact in their professional environment. Table 2 illustrates the research questions 

and the emerging data and themes. 
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Table 2 

Emerging Themes 

Research Questions  Emerging Data/Themes 

Q1. What mindsets do teachers from large, 

suburban, at-risk elementary campuses 

possess as indicated in a mindset quiz, and 

how do these scores correlate with years of 

experience? 

• Five teachers possessed a strong 

growth mindset 

• Four teachers possessed a growth 

mindset with some fixed ideas 

• There was not a correlation between 

mindset score and experience 

Q2. How do teachers from large, suburban, 

at-risk elementary campuses perceive their 

mindsets affecting instruction? 

• Aids in differentiation to meet students 

at their levels 

• Flexibility in thinking, openness to 

learning and making changes 

• Reflection is a regular part of teaching 

practice 

Q3. In what ways did the mindset quiz 

positively or negatively impact teachers from 

large, suburban, at-risk elementary campuses 

personal perceptions?  

• Desire for having a growth mindset 

• Teachers battle both mindsets 

 

 The summary of findings is organized by research questions. Under each research 

question are emerging data and themes that were discovered. The data and themes are coupled 

with thick descriptions that involve great detail and speak to the context, meaning, and 

interpretations of participants’ scores, behaviors, and actions (Ponterotto, 2006).  

Research Question 1 

 The objective of research question one was to identify participants’ mindsets and 

determine if there was a correlation between their mindsets and years of service (see Tables 3 

and 4). The mindset scores revealed that five participants possessed a strong growth mindset, and 

four participants held a growth mindset with some fixed ideas. The correlation coefficient of 

0.1400408804 showed there was no correlation between teacher mindsets and years of service. 
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Table 3 

Mindset Scores  

Participants Mindset score Years of service 

Participant 1 45 1 

Participant 2 45 8 

Participant 3 42 17 

Participant 4 51 19 

Participant 5 41 7 

Participant 6 36 23 

Participant 7 38 6 

Participant 8 49 26 

Participant 9 52 12 

Table 4 

Mindset Scale  

Mindset Scale 

Strong Growth Mindset 45-60 points 

Growth Mindset with some Fixed Ideas 34-44 points 

Fixed Mindst with some Growth Ideas 21-33 points 

Strong Fixed Mindset 0-20 points 

 

Data 1: Participants Possessing a Strong Growth Mindset. After scoring the mindset 

quizzes, the results presented five participants possessed a strong growth mindset. According to 

the growth mindset scale, a score between 45 and 60 indicated a strong growth mindset. 

Participants 1, 2, 4, 8, and 9 scores ranged between 45-52 points, indicating their strong growth 

mindset. 
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Participants 1, 2, and 4 agreed or strongly agreed to all of the quiz’s growth mindset 

statements. Although participants 8 and 9 displayed the most substantial growth mindset scores, 

the data analysis revealed one growth mindset statement both participants disagreed with on the 

quiz. Both indicated their disagreement with statement 15, which posed the idea "all human 

beings without a brain injury or congenital disability are capable of the same amount of learning" 

(Appendix B). 

 Although the data indicated strong growth mindsets for the five participants, the data 

displayed participants 1, 2, and 4 agreed, not strongly agreed with most of the growth mindset 

statements. These participants also marked disagree, not strongly disagreed with many of the 

fixed mindset statements. This information points toward the deduction that this is the reason 

their mindset scores are on the lower end of the strong growth mindset scale. Participants 8 and 9 

strongly agreed with the bulk of the growth mindset statements and strongly disagreed with a 

larger portion of the fixed mindset statements. This data conveys the basis for their higher 

growth mindset scores. 

Data 2: Participants Holding a Growth Mindset With Some Fixed Ideas. Participants 

3, 5, 6, and 7’s mindset scores indicated they held a growth mindset with some fixed ideas. The 

scale exhibits that a score of 34–44 suggests this type of mindset. The participants falling into 

that range had scores spanning between 36–42 points. The data analysis exposed that the four 

participants held varying amounts of fixed ideas. There was also diversity in the fixed ideas the 

participants believed. 

Participant 3 had two fixed ideas as indicated from the data. The two fixed idea 

statements were items 13 and 17 on the mindset quiz. The fixed statements the participants 

disagreed with were focused on receiving feedback and the belief that people cannot change the 
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essential portions of their personalities. Participant 5’s quiz showed one fixed idea, item 19, on 

the mindset quiz. The participant disagreed with the notion that teachers and students complete 

their work because they like to learn. Participant 6 held onto five fixed ideas. These ideas were 

items 1, 2, 3, 16, and 17 on the mindset instrument. The first three ideas and idea 16 on the 

instrument all centered on changing one’s intelligence. Item 17 focused on the ability to change 

the essential parts of oneself. Participant 7’s data revealed two fixed ideas. These two ideas came 

from statements 9 and 11 from the mindset quiz. Item 9 brought about the idea that one can get 

better the harder they work. Statement 11 sought to determine how participants responded to 

trying new things (Appendix B). 

Participant 3 had the highest score in this subgroup even with holding onto two fixed 

ideas compared to participant 5, who only maintained one. It is inferred this is because 

participant 3 scored strongly agree on two of the growth mindset focused statements. Participant 

5 did not choose to agree on any statements strongly. Participants 3 and 7 both held to two fixed 

ideas. However, the participants had varying scores. Participant 3’s score was four points higher 

than participant 7’s. This higher score is again indicated in the data that it is due to participant 3 

choosing to agree with two growth mindset focused items strongly. Participant 7 did the same as 

participant 5 and did not choose to agree with any statement strongly. Participant 6 had the 

lowest score in the group, a score of 36. This score is three points away from a fixed mindset 

with some growth ideas. The five fixed items the participant held onto attest to the lowness of the 

score. These data reveal what matters in determining mindset is not solely set on having a growth 

mindset with every statement but in how strong one leans toward growth statements. 
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Figure 1 

Correlation Data 

 

Data 3: Correlation Data Between Teacher Mindsets and Years of Service. After 

analyzing the growth mindset scores, a correlation coefficient was performed to compare the 

variables of the participants’ scores and their years of service. A correlation coefficient seeks to 

determine the linear strength between two variables. A value of zero indicates no relationship 

between the two variables being compared (Nickolas, 2021). 

 If a correlation coefficient has a value of less than +0.8 or greater than -0.8, it is not 

considered significant (Fernando, 2020). The correlation coefficient value for the mindset scores 

and years of experience variables was calculated to 0.1400408804. This value indicated there is 

no significant relationship between the two. 
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 It was hypothesized before the correlation coefficient that teachers with more years of 

experience would have lower mindset scores. Even though there was no significant linear 

strength between the two variables, one significant fact arose that substantiated the hypothesis to 

be false. The two participants with the highest mindset scores had 31 years of collective teaching 

experience; thus, indicating that teachers with many years of experience in the profession are still 

committed to growth. 

Research Question 2 

 Research question number two sought to understand teacher perceptions of their mindsets 

impact on curriculum and instructional decisions. Three themes became apparent through 

interviews and focus group discussions. The first theme showed that the participants’ mindsets 

aid them in differentiating to meet their students at varying levels. Flexibility in thinking, an 

openness to learning, and making changes was the second theme that evolved. The third theme 

indicated that participants engaged in a reflection process when planning instruction. 

Theme 1: Differentiating Instruction to Meet Students’ Varying Levels. The first 

theme became visible based on the perspectives of the participants in interviews and focus group 

discussions. During these interactions, 38 comments concentrated on how the participant’s 

mindset aids them in differentiating instruction to meet their students’ varying levels. 

Participants emphasized the one size meets all approach does not work for students. The 

importance of changing lessons up and bringing in various materials to engage students in their 

learning became apparent. Participant 5 expressed it this way.  

The kids you teach are all learning at different paces. So, you have to constantly adjust 

your thinking. You have to constantly adjust their curriculum to fit your group of students 

or individuals. You are open to trying different ways of teaching or different ways of 
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learning. And sometimes, some of your best ideas could come from how students are 

responding. 

 Additionally, concerning meeting students where they are, the participants focused on 

reaching every child. For some, this meant working one on one, checking for understanding, or 

modeling their thinking. Participant 6 even discussed how one year, the students’ social-

emotional needs took precedence over the curriculum. 

I think my mindset helps me decide, what I am going to do for each of my different 

groups, how I am going to differentiate my instruction, and what I am going to do to best 

meet the needs of my students. Like for instance, I had a lot of behavior needs that were 

very, very needy in the sense of I just needed a lot of social-emotional skills. And so last 

year we spent a lot of time on social-emotional skills. I invited the counselor in to do 

social-emotional learning in my class. And so that took precedence a lot of time over 

some of the curriculum. 

All participants mentioned the need to meet students where they are not to miss any students. It 

was evident in their comments that they sought to do whatever it takes, including changing their 

mindset to ensure no child is left behind. A participant in one of the focus group discussions said 

it best.  

Teachers can get stuck in their mindsets too. It is like they see their tests and see their 

results, and it is like, oh, it is the same ones, the same ones that are always low. But as a 

teacher, how am I going to fix that? They have always been low in the year’s past, but we 

need to fix this. How are we going to change that? I cannot justify they are always low, 

and that is how it is going to be. I have to make sure I change my mindset to not think 

that way. And then say, how am I going to change it for them? Do I need to reteach? Do I 
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need to do individual one on one tutoring? How am I going to change this? Because I 

think a lot of time when I have heard it, even when I have seen it with my kiddos; they 

are the little ones, they are the stragglers. But what went wrong there? How else do I need 

to reteach, or are they lacking something even further, some more foundational skills that 

maybe I missed. 

 Each participant acknowledged how their mindset aided them in differentiation and 

meeting students at varying levels. They recognized their need to make changes not only in 

curriculum decisions but in their thinking. It was evident that each participant grasped and 

accepted the role of influence they yielded with their students.  

Theme 2: Flexibility in Thinking, an Openness to Learning and Making Changes. 

The second emerging theme to research question two was how participants’ mindsets have 

flexibility in thinking, an openness to learning, and making needed changes. Six of the nine 

participants expressed they were open to different ways and did not want to be stuck in just one 

way of thinking. Participant 2 spoke about how this flexibility in their thinking benefited 

teachers in their interactions with students, parents, and peers.  

Whenever you have such an open mind, you are willing to understand the other side. 

Especially when it comes down to parents. Sometimes we have to understand where they 

are coming from. We are not all coming from the same situation. Some are bad, some are 

good. We have to take all that into consideration when we are teaching. When we are 

talking to kids, when we are talking to our colleagues, everybody has something different 

happening. Everybody has something different to contribute. I have to be open. 

Many taking part in the study voiced their resolve to possess a mindset which is open to 

learn new things and make changes. Some indicated their commitment to this mindset was that 
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they would not be a very productive teacher if they did not adopt it. One participant in a focus 

group discussion expanded on the thought by saying:  

If your mind is just kind of fixed on where you are, and this is how you are accustomed to 

doing things, that is going to come with frustration for you and the children. You are not 

going to be very productive. 

Participant 1 discussed the openness of learning and making changes and its impact on one’s 

overall goals. 

If you have a growth mindset, you are really open to new thoughts and new ideas and 

really innovating the way you are viewing things. You know that sometimes change is 

good, and you are more willing to take the opportunity to make changes and see how they 

affect your overall goals and how things are turning out. I am really willing to take a 

bunch of classes and try to learn how to do things different. I take the things I soak in 

from different classes and apply them to the curriculum. 

Four participants explained that this mindset allows an individual to accept and learn 

from constructive criticism. Participant 6 articulated it this way. 

So, a growth mindset is just you are willing to take correction from administrators. Or 

take ideas, attend training, because there is something you are doing that you are willing 

to change. So, you are willing to take suggestions on how you can make your craft better. 

Participant 6 also referenced reading the book Mindset: The New Psychology of Success (Dweck, 

2008) as part of campus training. When sharing about the learning, the participant expressed an 

even deeper desire to nourish a growth mindset. The participant’s reasoning for this was: 

The book really made me want to be growing. I always want to be growing because I am 

replaceable, and I truly do just want to be the best teacher I can be. So, in order to be the 
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best, I have to continue to grow because things are constantly changing. And if I get set 

in a certain place where I am comfortable, then that is what it is. When you are getting 

comfortable, you are not really growing and accepting challenges. I think challenges are 

what help get us through. I always feel like there is something that we have to learn, and 

those challenges help us learn those things and how to become better. 

This mindset focused on flexible thinking, openness to new learning, and making changes 

propelled participants to accept challenges. In their pursuit to grow and change, they 

acknowledged their struggle but the ability to change and get better. One teacher even said they 

viewed challenges and struggles as opportunities. 

Theme 3: Reflection a Regular Part of Teaching Practice. The final theme evolving 

for question two was teachers possessing a growth mindset make reflection a regular part of their 

teaching practice. This deliberate contemplation impacted the decisions these educators made 

when planning instruction and delivering lessons to their students. When asked in the focus 

group discussions about which mindset dominates their thoughts when planning instruction, one 

participant voiced this example. 

I might think about what I did for this lesson last year. And then I think about, OK, well, 

would that work for my group of kids this year? Like last year, I had a really rough group 

of kids, and certain activities just were not going to work that may have worked in the 

past. And so, I take those kinds of things into consideration when I am planning for a 

group like this year. My group of kids is really fun, so the activities I am going to do with 

them may look different than the activities I would do with a group of kids that there is a 

lot of behaviors. 
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When discussing instructional planning, the focus group also acknowledged how changes 

occur in the curriculum. One participant referenced a recent shift in the science lessons and 

indicated the struggles in a mindset that came with those modifications.  

They changed a lot of the science curriculum; it was a struggle. So, I had to remind 

myself; there is a reason why they changed this. And because sometimes, it is hard 

because, as teachers, we know what has worked in the past. And it is sometimes hard to 

change the way you are doing stuff, but it is for the better for student learning. 

Growth-mindset-focused educators reflect on changes and understand there is a reason 

for each one. These teachers embraced the alterations because they know they are necessary to 

bring about student success. 

Teachers who practice regular reflection as a part of their teaching practice utilize it to 

adjust their instruction not only during planning times but also when they are in the midst of a 

lesson. If a teacher observed the class not understanding or they lacked the ability to respond to 

questions, quick reflection occurred right then. From that reflection, lesson adjustment takes 

place. One participant shared:  

I am asking questions, and they do not quite understand, or they cannot answer my 

question back to me. I have to change. I need to change how I am teaching then. I cannot 

stand there and try to think about it for five or 10 minutes because it has to keep rolling. 

And so, I do not try to teach the same way all the time. It does not work for everybody. It 

is important to make sure I am providing something for different learning styles and 

different abilities to try to reach all of those different kids instead of having to do it this 

way. It is not about how I want to do it. It is about what they need. 
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Di Pardo Léon-Henri (2021) recognized the benefits of reflective teaching. One 

advantage is ensuring all students are profiting from the learning. When students are actively 

engaged in the learning process, more knowledge is being acquired. As the participant referenced 

before, knowing what students need aided in engagement and understanding. When teachers 

reflect and learn student preferential learning styles, they are better equipped to meet student 

needs.  

Research Question 3 

 The third research question searched to discover the impact of the mindset quiz on 

participants.  This question examined the result the quiz had both positively and negatively on 

participants. Through the interviews and focus group discussions, three themes developed. These 

themes included the desire to have a growth mindset, and the indication that teachers battle both 

mindsets in their professional environments. 

Theme 1: Desire to Have a Growth Mindset. Every one of the nine participants voiced 

the desire to be growth minded in their interviews. Some did expressed surprise at finding out 

they had some fixed ideas on the quiz. Those with some fixed ideas believed themselves to very 

growth focused. In the interview with participant 2, one of her comments about growth mindset 

was: “We definitely need it.” Participant 6 said: “Whenever you choose growth for yourself, it 

more overall benefits the kids.” 

In the interviews following the presentation of the mindset quiz data, participants were 

asked if mindset matters. Each participant responded that mindset is vitally important to a 

person’s success. Participant 5 declared: 

Your mindset matters because it determines how you deal with the situations. If your 

mindset is fixed and it is stuck on my way or no way, then I think that stunts your growth, 
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your ability to see someone else’s point of view, your ability to learn something different 

and something new. So, mindset, it absolutely does matter. It matters whether it is fixed 

or whether it is you have growth in how you determine you are going to handle yourself 

in different situations. 

Participant 8 referenced the desire for a growth mindset to meet the needs of the students.  

I go to each one of my lessons with an open mind. My mind has to be open because I 

know each one of my students is different. They have different learning styles. So, a 

closed mindset means I am going to go in with a set strategy and set ways and materials. 

This is what I am going to use, and I am not going to change it. I am just going to go with 

what I have. But with an open growth mind, I am set on the students. I have to understand 

whatever their needs are. I have to be flexible. I have to adjust accordingly. I need to 

adjust to meet their needs. 

It is the desire for growth that motivated each participant to pursue learning opportunities. When 

participants were asked, if they had any training on mindset, only two of the nine had 

participated in any learning on the topic. Each participant indicated the desire and need for 

training to equip them for use in the classroom better.  

Theme 2: Battling Both Mindsets. The mindset quiz revealed each participants’ scores. 

Those who possessed a growth mindset with fixed ideas acknowledged the battle of the two 

mindsets in their quiz. It became apparent in the focus group discussions that all participants 

battle the two mindsets in the classroom. When asked to expand on this idea, one participant 

stated:  
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Some areas I know I can be stubborn, and I catch myself. I try to make the correction and 

adjustments on my own. I can be stuck on a certain idea. I have to see another teacher 

doing it another way and see that it works just as well to buy in. 

Another participant shared an incident that had happened the day of the focus group where the 

mindsets’ battle was prevalent.  

It is a perfect example from today. I teach science all day, and I have a partner who 

teaches math all day. We have two partners who teach language arts all day. I have four 

classes, whereas language arts teachers only have two classes. They are wanting to 

regroup students to make one virtual class, one face-to-face class. It would make me have 

two face-to-face classes and two virtual classes. But I am very sad and said no. I am 

already doing hybrid. I do not want to do that, like learn something else. So, for right 

now, I feel I have a very fixed mindset in that aspect because I do not want to try what 

they are wanting to try. 

One participant indicated that they do not battle mindsets as they used to do. Their response 

displayed growth in this area. 

I do not battle the two mindsets any more than I used to I am very open to it by trying 

different things, especially with hybrid. I think every day is a new day for me to be 

learning new things. And I think it is pretty interesting because I am not perfect in what I 

am doing right now. But I feel I am learning along the way. I like these new challenges 

because it puts me in a place where I have to figure it out. 

 A different participant acknowledged their battle of mindsets. However, it was not a 

battle of the mindset in the classroom but in their personal life. Instead of battling a personal 
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mindset at work, the battle was with other colleagues’ mindsets. The participant expressed it this 

way:  

I struggle the battle of my mindset more at home, not at work. At work, I feel like I try to 

be really open to everybody. I am more struggling at work with other people’s fixed 

mindset and having to accept the fact that I am moving from kindergarten to first grade. I 

have some really great ideas to help these kids who did not finish kindergarten and are 

kindergarten level. But nobody wants to hear my ideas when I just came from teaching 

these exact same kids. And I am really struggling with that more than anything. So, I feel 

like I do have more of a growth mindset, and I do not struggle as much with that at work. 

It is more at home personal life type stuff. 

Everyone possesses both mindsets. It is a choice which mindset one exhibits in situations. 

For someone to fully embrace a growth mindset, Brock and Hundley (2016) emphasized they 

must intentionally work to employ it in every situation they face. 

Summary 

 Chapter 4 provided insight into the impact of educators’ mindsets in an at-risk learning 

environment. This chapter described the findings of a correlation coefficient analysis comparing 

mindset scores to teachers’ years of service, interviews, and focus group discussions. Chapter 4 

also displays data and emerging themes of teacher mindsets, how those mindsets affect 

curriculum decisions, and the impact of mindset data on participants. The research questions 

were answered by the data presented concerning if a relationship exists between mindset and 

years of service, mindset’s impact on the curriculum. The findings also revealed how the mindset 

score affected participants. The data collected further adds to the lack of literature surrounding 

teacher mindset’s impact in an at-risk classroom.  
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Chapter 5: Discussion, Conclusions, and Recommendations 

The purpose of this mixed-methods case study was to acquire an understanding of teacher 

mindsets and the impact they have on instruction in an at-risk classroom. This mixed-methods 

case study included data gathered from nine teachers of varied experience and teaching contents 

in three at-risk elementary schools. The data collected through mindset quizzes, semistructured 

interviews, and focus group discussions were analyzed and interpreted employing the 7-step 

framework method and in vivo coding analysis. This data collection led to the development of 

data and themes presented in this study.  

While their years of experience, teaching levels, and content differed, specific data and 

themes were noticeable in teachers’ mindsets working in at-risk elementary classrooms. Each of 

the themes represents the voices of the participants in this study. The mindset data collected from 

the mindset quizzes of teachers working in an at-risk elementary school classroom revealed the 

following data:  

• five teachers possessed a strong growth mindset; 

• four teachers possessed a growth mindset with some fixed ideas,  

• there was no correlation between mindset scores and years of service.  

The perceptions teachers possessed of how their mindsets impact instruction in the at-risk 

classroom revealed the following themes:  

• mindsets aid in their ability to differentiate for students; 

• the belief they are more flexible in their thinking and open to new learning and change;  

• reflection is a critical part of their lesson planning and teaching process.  

Themes that emerged regarding the impact the mindset quiz had on participants revealed: 

• all the teachers desired to possess a growth mindset;  
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• participants indicated they battle between both mindsets. 

Data and themes developed in the study through careful data analysis utilizing a 

correlation coefficient and the aggregation of codes and categories. Categories enabled an in-

depth analysis of participants’ responses through manual coding, which presented answers to the 

study’s research questions.  

Chapter 5 summarizes the mixed-methods case study, including a discussion of notable 

findings related to the literature review on the impact of teacher mindsets in an at-risk classroom. 

Developing themes supplied answers to the research questions and provided recommendations 

for further action and work with teacher mindsets and the impact in an at-risk learning 

environment. This chapter also includes discussions and recommendations for future research 

options to answer the research questions: 

Q1. What mindsets do teachers from large, suburban, at-risk elementary campuses 

possess, as indicated in a mindset quiz, and how do these scores correlate with years of 

experience? 

Q2. How do teachers from large, suburban, at-risk elementary campuses perceive their 

mindsets affecting instruction? 

Q3. In what ways did the mindset quiz positively or negatively impact teachers from 

large, suburban, at-risk elementary campuses personal perceptions? 

Interpretation of the Findings 

This mixed-methods case study’s objective was to acquire an understanding of teacher 

mindsets and the impact they have on instruction in an at-risk classroom. Nine teachers working 

in three at-risk campuses in a large, suburban school district served as participants in this study. 
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This study’s findings supplied quantitative data, and the qualitative data presented emerging 

themes that are organized below the research questions. 

Research Question 1: What Mindsets Do Teachers From Large, Suburban, At-Risk 

Elementary Campuses Possess, as Indicated in a Mindset Quiz, and How Do These Scores 

Correlate With Years of Experience? 

 The goal of research question number one was to determine if a correlation existed 

between a teacher’s mindset and their years of service. Mindset scores and years of service were 

collected, and a correlation coefficient was done. It was hypothesized that teachers with more 

experience would earn a lower mindset score.  

Mindset Data. The mindset scores collected exhibited that all nine participants possessed 

a growth mindset. This information highlights each teacher participating in the study believed in 

incremental theory, which the literature states is the brain’s malleability and its ability to grow 

and improve by learning from mistakes, accepting feedback, and applying effort (Gunderson et 

al., 2018). Research from the United States reports that maintaining an incremental theory of 

intelligence or growth mindset aids in one’s success. This mindset influences outcome and is a 

motivator (Passmore et al., 2017). 

Self-determination theory focuses on motivation (Turner, 2019) and seeks to understand 

what drives people to action (Ryan & Deci, 2017). The literature supports how teachers in the 

study focused on how their mindset drove them toward not giving up on students when they were 

not experiencing success in the classroom. Instead, their determination to help their students 

propelled them to change what they were doing to help the learner advance and develop. 

Wacker and Olson (2019) stressed that a teacher’s belief in intelligence influences their 

students. An educator’s perspective can have a profound influence on the achievement gap. 
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Schmid (2018) showed that the teachers experiencing academic gains with students in low-

performing schools believed that the learning reflected the instructor. The nine participants in the 

study articulated in the focus group discussions how when a student is not succeeding it is not 

the student’s fault but the teachers. Each educator emphasized the issue was in how they 

delivered the lesson. All participants stated they refused to give up on their students and pursued 

their academic growth with tenacity. 

Strong Growth Mindset. Five of the participants showed that they held a strong growth 

mindset. Each of these five teachers expressed their belief they can grow their abilities and better 

their craft. The study participants who scored a strong growth mindset fit the study’s operational 

definition of the incremental theory in teachers. Examples of the definition were expressed in 

their interviews and the focus group discussions, as they emphasized how they 

• take the initiative for their learning and embrace new challenges; 

• allow challenges and setbacks to fuel them toward the goal; 

• put forth the effort to reach mastery and goal attainment; 

• reflect on feedback and learn from it to better their practice; 

• gain inspiration and learn from the success of others (Dweck, 2008).  

One participant discussed their ambition for new learning. 

I am really willing to take a bunch of classes and try to learn how to do things different. I 

am willing to take things I soak in from different classes and try to apply them to my 

curriculum to differentiate. 

In a focus group discussion, another teacher voiced how the challenge of hybrid teaching had 

them analyzing their mindset and fueling them toward change to meet the goal of success with 

students.  
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We have to have that open mind with routines and the timing. And that is one thing that I 

struggled with. But with the children virtual and face-to-face, they are coming on; 

everybody may not log on at the same time. I have got to make sure I shift over and I 

know I have got to change something. They may need that extra minute or two. I may set 

it that at two o’clock let us get to work. Well, it may not work that way now, and it was 

not working that way, so I had to change. I did not want to; I battled with the schedule 

thing. The more I said two o’clock, and it was two o’three and two o’five, I finally said, 

oh, no, you need to change. You have to be flexible with this. 

In an interview, one teacher discussed that being growth minded means taking feedback and 

growing from it. When asked what it meant to have a growth mindset, they replied:  

So a growth mindset is you are willing to take correction from administrators or take 

ideas, attend training because there is something that you are willing to change something 

you are doing so you are willing to take suggestions on how you can make your craft 

better. 

Growth Mindset With Fixed Ideas. Four participants displayed a growth mindset with 

some fixed ideas. The literature indicates that a growth mindset acknowledges a person’s 

abilities can be developed (Dweck, 2014). A fixed mindset (entity theory) believes one is born 

with specific abilities that cannot grow and change (Li & Bates, 2019). The mindset quiz data on 

these four teachers displayed they believed in the development of abilities. However, the data 

also presented these participants’ fixed ideas centered on the inability to change the essential 

things of a person or their intelligence. 

Brain research has led to the discovery that it is not how intelligent a person is but instead 

the motivation that determines growth (Dweck, 2008; Perkins-Gough, 2013). IQ, a hard 
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cognitive skill, does not predict new learning or success. Hard cognitive skills are not the only 

factor in determining favorable outcomes (Blue, 2012). 

Mindset Scores Correlation. It was hypothesized that teachers with more experience 

would display a more fixed mindset because of their years in education. Often, seasoned teachers 

are perceived as unmalleable (Secret Teacher, 2013). The data from the correlation of mindset 

scores and years of experience invalidated this hypothesis. It instead revealed the two teachers 

with 31 years of combined experience possessed the highest mindset scores indicating their 

malleability. This information indicates a mindset shift may be needed on how more senior 

teachers are viewed. Instead of seeing them as fixed and set in their ways, perhaps they should be 

viewed as rich assets. 

Research Question 2: How Do Teachers From Large, Suburban, At-Risk Elementary 

Campuses Perceive Their Mindsets Affecting Instruction? 

Research question number two sought to determine teacher perceptions of how their 

mindsets impact instruction. The literature reveals teacher beliefs impact their instructional 

practices and student learning (Smith et al., 2018). The research showed participants’ mindsets 

aided them in differentiating the instruction to meet the students’ varying levels in their 

classroom. Their mindsets also provided flexibility in thinking, which created an openness to 

learning and making changes in their instruction. 

The data also showed growth mindset educators regularly reflect on their teaching 

practice to better their craft. This information supports the study’s operational definition of a 

teacher with a growth mindset (Dweck, 2006). Participants identified a barrier affecting 

instruction and maintaining a growth mindset was the misunderstanding of curriculum changes 
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and why they had to occur. Participants also voiced their difficulties when working with other 

teammates who were shut off to ideas and innovation. 

 Differentiation to Meet Student Needs. Research is increasing on teacher beliefs and 

their influence on pedagogical decisions (De Karker-Paw et al., 2017). Differentiated instruction 

may mean a teacher uses the same materials for all students and employs various instructional 

methods to meet the varying needs of learners. It may also be delivering lessons at different 

levels depending on each learner’s ability (Weselby, 2020). Participants taking part in this study 

indicated their growth mindset helped them differentiate for their students because they were not 

set on just one method or way of presenting instruction. One educator in the study indicated why 

differentiation was needed  

I do not try to teach the same way all the time; it does not work for everyone. It is 

important I am providing something for different learning styles and different abilities to 

reach all of those different kids instead of having to do it this way. This is the only way I 

want to do it. It’s not about how I want to do it. It is about what they need. 

Teachers in the study acknowledged the need to change, take risks and get out of their comfort 

zones to meet their students’ needs (NeuroLeadership Institute, 2020). 

 Flexibility in Thinking and an Openness to Learning and Changing. Growth minded 

people exhibit flexibility in their thinking. Participants in the study indicated that flexibility in 

thinking is a big part of a growth mindset. Discussion groups focused on the importance of being 

open to change, suggestions, and learning new methods. One participant indicated this flexibility 

was almost mandatory right now as they teach during a pandemic.  

I am just thinking like in this day and age a person cannot afford to have a fixed mindset. 

Flexibility really is key because your day-to-day changes. So, flexibility and just being 
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open to change and suggestion is almost mandatory right now. You cannot be stuck just 

thinking one way. You have to address the different learning styles in your classroom. If 

you are just sticking to one way of teaching and not adapting, you are missing a lot of 

those children. 

Many indicated how teaching looked different because they were teaching the hybrid 

model. In this model, teachers spoke of how they teach face-to-face and virtual students 

simultaneously. All participants acknowledged they were up to the challenge. Participants 

indicated that through the changes and challenges, their teaching craft would grow and improve. 

The literature on growth mindset emphasizes that skills and abilities can be developed 

(Dweck, 2014). Teachers in the study stated it was through mistakes they were learning, and this 

motivation kept them going to continue on their journey of growth (Rhew et al., 2018). 

Participants saw their mistakes as they learned new technology as an opportunity for learning 

and trying again (Brock & Hundley, 2016). New learning and growth occurred as teachers took 

part in classes or listened, watched, and learned things from colleagues. 

In the literature, Duncan and Murnane (2014) highlighted how schools come alongside 

families to partner and level the playing field for students to help overcome the achievement gap. 

Teachers in the study focused on how their flexibility of thinking and openness helped them 

work with the students and their families. Many participants recognized how they understood 

that all students and parents are coming from different perspectives and backgrounds (Aspen 

Institute National Commission on Social-Emotional and Academic Development, 2019). A 

participant vocalized it this way  

With students and parents for me, I feel like I have to have a growth mindset because we 

do not come from the same background. Their lives are different, and they may see things 
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differently than I do. I feel like I have to navigate around their personalities and their 

feelings. At the end of the day, they want to be happy. I want everything to work out. 

The educators were clear on the need to show sensitivity in their work with students from poorer 

backgrounds (Chao et al., 2017). They recognized the importance of adapting in their work with 

their at-risk families to meet student needs to close the achievement gap.  

 Teacher Reflection Process. Reflection is a critical component of the study’s operational 

definition of a teacher possessing a growth mindset (Dweck, 2006). Participants in the study 

acknowledged their use of reflection to better instruction for their students. Many indicated they 

made changes as they taught because they could see their students were not engaged or 

understanding the concept. A participant emphasized the importance of this by saying,  

I have to have the flexibility to make changes. If I am doing something and I am asking 

the kids questions, and they do not quite understand, or they cannot answer my question 

back to me, I have to change. I need to change how I am teaching then. I cannot stand 

there and try to think about it for five or 10 minutes because it has to keep rolling. 

The relationships the teachers developed with their students helped them identify this 

disengagement or misunderstanding. Relationships are critical between teachers and students, 

especially for at-risk learners (Wacker & Olson, 2019). As teachers reflect and plan, their 

students’ knowledge drives them to make changes to their lessons to meet student needs. All 

participants emphasized the significant role they play in a student’s academic achievement 

(Mizrav, 2019). This awareness compelled them to deeper reflection to make solid instructional 

decisions to reach every child.  
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Research Question 3: In What Ways Did the Mindset Quiz Positively or Negatively impact 

Teachers From Large, Suburban, At-Risk Elementary Campuses Personal Perceptions? 

Research question number three focused on determining the impact the mindset quiz had 

on teachers’ perceptions. In interviews, some teachers indicated surprise at the score they 

received. All participants expressed their desire for a growth mindset and regularly battle 

between a fixed and growth mindset.  

Desire for a Growth Mindset. Teachers taking part in the research understood their 

impact and how their mindset leaves a footprint on student learning (Vartuli, 2005). Participants 

identified their perspectives on intelligence could profoundly impact the achievement gap 

(Wacker & Olson, 2019). The literature emphasized how important it is teachers are aware of 

their mindset, so they instruct in alignment with their beliefs (Jonsson et al., 2012). This 

knowledge is why each teacher expressed their desire to possess a growth mindset. All 

participants acknowledged the importance of mindset and its influence on their instruction and 

day-to-day interactions with students, parents, and colleagues. In interviews and focus group 

discussions, all vocalized how crucial it is to maintain a mindset set towards growth to bring 

about success in their classrooms. It is the teacher’s mindset that shapes the culture of their 

classroom (Rissanen et al., 2018). That is why participants voiced their desire to have a growth 

mindset.  

Battle of the Mindsets. The participants confirmed what the literature stated about the 

battle between the mindsets. Everyone has both mindsets; it just depends on how one actualizes 

it. In the study, each teacher stated they struggle and are torn between growth and fixed mindsets 

for varying reasons. One provided a specific example of choosing a fixed mindset instead of 

growth because the participant did not want to move out of a comfort zone (Dweck, 2008). Clark 
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and Sousa (2018) expressed that this thought process occurs because the individuals do not want 

to tackle a new task. Those taking part in the study said they battle the two mindsets regularly. 

Participants also stated their struggle when battling other people’s mindsets, especially in their 

work with other colleagues. One teacher discussed the difficulties of this while planning for 

instruction. Colleagues with fixed mindsets refuse to be open to new ideas, and this is frustrating.  

Implications 

 As a result of this study, there are implications that more work on the understanding and 

impact of teacher mindsets needs to occur in education.   

 Theoretical Implications. Implicit or mindset theory focuses on the nature of abilities 

(Warren et al., 2019). The theory’s thought is the development of individuals and their minds is 

possible (Kegan & Lahey, 2016). A central goal for all educators is growth. Schools must 

demonstrate ways development occurs for teachers on the campus to better outcomes for 

students. If mindsets profoundly impact a person’s behavior, educators must know the mindset 

they possess. Participants in this study indicated they believed they possessed a growth mindset. 

Some indicated their surprise at their mindset score because they believed they possessed a 

strong growth mindset. When the score showed they held some fixed ideas; they were 

disconcerted. Schools must provide opportunities for teachers to discover the mindset they hold. 

If a teacher holds a growth mindset with fixed ideas or a fixed mindset, awareness is needed. 

Awareness is the only way to address it and work toward change and growth.  

 Self-determination theory centers on motivation and seeks to understand specific 

behaviors and actions (Ryan & Deci, 2017). This theory indicates three psychological needs that, 

when met, there is an optimal opportunity for motivation, well-being, and growth. The essential 

things that need to be met are autonomy, competence, and relatedness (Ryan & Deci, 2017). 
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Participants in this study who possessed a growth mindset indicated their psychological needs 

were being met on their campus. If administrators want to build motivation in their teachers, they 

must meet these needs for the staff. By doing this, it will help assure their well-being, so 

educators will want to experience growth. When teachers grow, it impacts student success. 

 Practical Implications. People thrive in growth minded environment and are more 

deeply engaged in their work (NeuroLeadership Institute, 2020). Participants indicated in the 

study it was discouraging working with fixed minded people. One educator discussed that she 

would share ideas, and the team would blow her off. The educator voice that they continued to 

share and do their own thing, but they did not have comradery with the team to build overall 

grade-level success. If school district and campus leaders take specific steps to build growth 

minded environments, it will produce a more committed staff. A dedicated staff creates better 

learning outcomes.  

Participants also indicated their lack of knowledge on the topic. Each educator indicated a 

desire to possess a growth mindset and teach it to their students. However, their deficit in 

training caused a lack of implementation. Campuses can build teachers’ capacity by providing 

training on mindsets and their impact on classroom instruction in an at-risk environment. A 

teacher’s mindset impacts their actions. Training on mindset is essential to help teachers 

maintain a growth mindset and utilize it when making instructional decisions. 

Future Implications. One participant indicated she thought growth mindset was a 

buzzword. Teachers are excited and support the idea but do not know how to incorporate their 

mindset and beliefs into their classrooms for a more significant impact. Blad (2016) indicated 

that without sufficient research, a growth mindset could become a buzzword. If mindsets impact 

a person’s overall success, then more opportunities for research, training, and implementation 
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need to occur in education. The literature on the topic revealed a small number of training 

opportunities, but more need to evolve for more significant impact. School and district leaders 

also need to incorporate growth mindset focuses and practices daily to build growth mindset 

capacity.  

Recommendations for Future Research  

Based on the study’s findings, there are several opportunities to extend the research on 

the impact of teacher mindsets working in at-risk classrooms. As a result of the findings, the 

following recommendations for future research are proposed: 

Extend the Study to Various Areas. First, researchers might consider extending the 

study to include educators working in at-risk campuses in other parts of the state and nation. 

Including participants from varying areas would allow the study of educators working with 

diverse types of at-risk students, from the suburbs to the inner-city. All at-risk learners enter 

further behind their more advantaged peers (Garcia & Weiss, 2017b). Even so, the cultures 

surrounding their lifestyle provide a different narrative and impact educators’ mindsets working 

with them in various ways. 

 Examine the Culture and Leadership of Campuses. Secondly, the research may want 

to examine the campus’s culture and leadership where the participants teach. Many of the 

participants referenced their campus. As they discussed their working environments, most 

vocalized mindset had been a focus presented by their school administration. Gaining insight into 

the campus culture and leadership will help understand how educator mindsets can be developed. 

It may also reveal best practices utilized by at-risk campuses to build mindsets in staff and 

students. 
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 Involve More Educators From Varying Levels in the Study. The third 

recommendation is to involve more educators from multiple levels in the research. Nine 

elementary teachers working in three at-risk campuses took part in the study. It is recommended 

to include more educators for future studies to gain a more extensive viewpoint and 

understanding of mindsets. It is also recommended that educators come from elementary 

campuses and middle schools, and high schools. There is a definite difference in the way 

educators from the varying levels interact and respond to students, parents, and colleagues. By 

including educators from the varied levels, the research would contribute additional perspectives 

of mindset. 

Gather Additional Data From Observations, Time in Planning, and Interactions. 

The fourth recommendation is to include classroom observations, time spent in planning times, 

and listening in on parent communication interactions as part of the data collection. Observing 

the teachers in the instructional environment and interactions will enable the researcher to 

witness which mindset the teacher employs. This data would present the opportunity to see the 

mindsets of participants in action. 

Carry Out a Longitudinal Study That Includes a Training Piece. The final 

recommendation is to do a longitudinal study on teacher mindsets to see the impact in at-risk 

classrooms that occur over the years. A training piece on mindsets for participants in the study 

would be beneficial. Participants in this study lacked training. Some were not certain they had an 

accurate idea of what growth and fixed mindset meant. In a longitudinal study, teachers 

participating could engage in mindset training. Following the training, participants could take 

their learning and apply it to their classroom instruction. Data could include before and after 

mindset interventions to see if the training made a difference in the participants’ classroom 
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instruction, interactions with students, parents, and other colleagues, and student academic 

growth. 

Reflections 

 The main goal of research is to gather evidence for theories and provide emerging 

knowledge to a field of study (Zarah, 2021). Throughout the 21st century, the research of growth 

mindset has broadened. Benefits of possessing a growth mindset have surfaced, especially 

regarding educators. Researchers have focused on how instructors with a growth mindset are 

more willing to take risks, persevere through challenges, and model this same behavior for their 

students. They also encourage their students to think and act the same way (Ahmed & Rosen, 

2019). According to Dweck (2016), teachers that possess a growth mindset believe they can 

grow their abilities and better their craft. Educators who hold a growth mindset display the 

following traits: 

• take initiative for their learning and embrace new challenges; 

• allow challenges and setbacks to fuel them toward the goal; 

• put forth the effort to reach mastery and goal attainment; 

• reflect on feedback and learn from it to better their practice; 

• gain inspiration and learn from the success of others (Dweck, 2008).  

The challenge is for teachers to maintain a growth mindset. Many misunderstandings on the 

topic create a failure for educators to grasp the concept (Patrick & Joshi, 2019). This thought was 

apparent in discussions with participants in the study. When asked what it meant to have a 

growth mindset, one participant expressed their lack of clarity of the idea with this reply “I think 

I am wondering if my definition is correct because we were taught it is more about social-

emotional growth.” 
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In addition to teachers lacking understanding of the concept, many possess a growth 

mindset but do not actualize in the classroom (Rissanen et al., 2019). Some research showed 

teacher practices contrasted with their beliefs (Poole-Christian, 2009). Teacher beliefs include 

their thoughts, ideas, perceptions, and values. A teacher’s belief impacts student learning 

(Vartuli, 2005). Educator perspectives can have a considerable influence on the achievement 

gap. 

America has been trying to close the achievement gap since 1965, when ESEA was 

enacted (Brenchley, 2015). Despite the efforts, underprivileged students continue to struggle. 

With the recent pandemic, all student learning has been set back, especially for at-risk learners 

(Dorn et al., 2020). Teachers play the most significant role in a student’s academic achievement 

(Mizrav, 2019). Growth minded educators look past where a student comes from and sees what 

they can be. These instructors can help close the achievement gap, not hide it (Dweck, 2006). 

 Educational institutions could employ the research found in this study to help teachers 

learn what mindset they hold. By identifying the mindset, they possess, educators would know 

what mindset they bring to their classroom and instructional practices. It would also be beneficial 

for schools and districts to engage teachers in training on mindsets and their classroom impact. A 

proper understanding is needed of the concept so teachers can learn to incorporate mindset 

practices into their classroom cultures and teaching strategies, including providing feedback to 

students. Seven out of the nine participants in the study indicated they had not had any training 

on the topic but thought it would be beneficial. One participant expressed it this way:  

I think it is kind of like a buzzword that has been around for three or four years. I mean, 

we had someone in our school who brought it up, someone on my team. They kind of 

brought it up and kind of shared a little bit with us. I think training would mean more like 
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the foundation of it. Most people have a general idea what it is, but not really the research 

behind it or how to convey it, how to teach it, especially with your kids. 

This thought supports Dweck’s (2016) concerns for a false mindset and how it can distill 

the work and lose impact on student achievement. Training is necessary so educators will not 

misinterpret and undermine the growth mindset’s effectiveness (Education Week Research 

Center, 2016). 

 America is facing even more challenges with the loss of learning that occurred when the 

school shut down due to COVID-19. The achievement gap is widening for at-risk students. If 

teacher beliefs impact student success and help close the achievement gap (Dweck, 2006), 

further steps need to be taken to build mindset awareness in educators. Teachers are also 

experiencing changes in their instructional practices with the introduction of hybrid and online 

teaching. A growth mindset is needed to tackle this new method of instructing. This study sought 

to understand teacher mindsets and the impact they have on an at-risk environment. 

Conclusion 

Unlike educators who work with more affluent students, at-risk educators work every day 

with students from underprivileged families. These households can only meet their homes’ basic 

needs sporadically and sometimes not at all (Hanushek et al., 2017). At-risk teachers work every 

day to level the playing field for disadvantaged students. The economic disparity these students 

are coming from directly impacts learning (Hanushek et al., 2015). 

This research conducted a correlation coefficient to gather quantitative. The researches 

goal in using quantitative data was to determine if a comparison existed between teacher 

mindsets and their years of service. In addition to the quantitative data, interviews and focus 

group discussions were conducted to gather qualitative data. The research sought to understand 
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teacher mindsets and their impact on instruction in the at-risk elementary school classroom. 

During the interviews and focus group discussions, all participants indicated the need for and 

desire to maintain a growth mindset. Each discussed the need for reflection on instruction to 

meet the needs of their students better. Many expressed when a student was not experiencing 

success in the classroom, it was not the student’s fault but the teacher’s and the instruction they 

provided. When this occurred, the teachers reflected and made changes to what they were doing 

in the classroom. One participant expressed it this way: 

Every child deserves the same thing. It is not a student problem; it is a teacher 

responsibility. That is the mindset we have to go on. It may not work, and I cannot say 

well; I taught it, and it does not work that way. If it did not work with plan A, I better 

have two or three backup plans because I need to meet all the children. When this 

occurred, the teachers reflected and made changes to what they were doing in the 

classroom. 

Transcription of the interview and focus group discussions enabled me to analyze the 

mindsets of teachers deeply. All participants were from varying campuses that differed from 

mine. The difference in school locations eliminated the chance of bias. One participant was 

unable to take part in the focus group discussions due to a family emergency. However, their 

mindset score was captured with the mindset quiz. Their perspective was also included through 

the interview. 

 Mindsets profoundly influence people’s view of the world. A person’s belief about 

intelligence (fixed or growth) has been revealed to significantly mark the impact of outcomes, 

either success or failure (Smith et al., 2018). Individuals possessing a growth mindset show to 

have higher self-esteem and performance improvement (Clark & Sousa, 2018). Mindsets are 
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vitally important, but educators have not received training on the topic. Information is lacking 

regarding the type of mindset an educator holds and its impact on instruction. This mixed-

methods case study sought to determine teachers’ minds working in an at-risk environment and 

the impact it has on their instruction. 

  



107 

 

References 

Aailtio, I., & Heilmann, P. (2012). Case study as a methodological approach. A. J. Mills, G. 

Durepos, & E. Wiebe (Ed.), Encyclopedia of case study research (pp. 67–77). Sage.  

Abiola, O. O., & Dhindsa, H. S. (2012). Improving classroom practices using our knowledge of 

how the brain works. International Journal of Environmental and Science Education, 

7(1), 71–81. https://files.eric.ed.gov/fulltext/EJ972445.pdf 

Ahmed, S., & Rosen, L. (2019, January 18). A growth mindset: essential for student and faculty 

success. Faculty Focus Higher Ed Strategies from Magna Publications in Philosophy of 

Teaching, 1–8. https://www.facultyfocus.com/articles/philosophy-of-teaching/a-growth-

mindset-essential-for-student-and-faculty-success/ 

Allensworth, E. M., Farrington, C. A., Gordon, M. F., Johnson, D. W., Klein, K., McDaniel, B., 

& Nagaoka, J. (2018, October). Supporting social, emotional, & academic development 

research implications for educators. UCHICAGO Consortium on School Research. 

https://files.eric.ed.gov/fulltext/ED593604.pdf 

Anderson, R. K., Boaler, J., & Dieckmann, J. A. (2018). Achieving elusive teacher change 

through challenging myths about learning: a blended approach. Education Sciences, 8(3), 

1–33. https://doi.org/10.3390/educsci8030098 

Ansell, S. (2011, July 7). Achievement gap. Education Week.  

Aronson, J. M., Fried, C. B., & Good, C. (2002). Reducing the effects of stereotype threat on 

African American college students by shaping theories of intelligence. Journal of 

Experimental Social Psychology, 38(2), 113–125. https://doi.org/10.1006/jesp.2001.1491 

Aspen Institute National Commission on Social, Emotional, & Academic Development. (2019). 

From a nation at risk to a nation of hope: Recommendations from the National 

https://files.eric.ed.gov/fulltext/EJ972445.pdf
https://www.facultyfocus.com/articles/philosophy-of-teaching/a-growth-mindset-essential-for-student-and-faculty-success/
https://www.facultyfocus.com/articles/philosophy-of-teaching/a-growth-mindset-essential-for-student-and-faculty-success/
https://files.eric.ed.gov/fulltext/ED593604.pdf
https://doi.org/10.3390/educsci8030098
https://doi.org/10.1006/jesp.2001.1491


108 

 

Commission on Social, Emotional, & Academic Development. 

http://nationathope.org/wp-content/uploads/2018_aspen_final-report_full_webversion.pdf  

Bassey, M. (2016). Linking primary education and sure start to avoid low achievement later. 

Forum, 58(1), 61–71. https://files.eric.ed.gov/fulltext/EJ1089970.pdf 

Bergman, M. M. (2008). Advances in mixed methods research: Theories and applications. Sage. 

https://doi.org/10.4135/9780857024329 

Bhatia, M. (2018, September 5). Your guide to quantitative and qualitative data analysis 

methods. [Blog Post]. https://humansofdata.atlan.com/2018/09/qualitative-quantitative-

data-analysis-methods/ 

Blackwell, L. S., Trzseniewski, K. H., & Dweck, C. S. (2007). Implicit theories of intelligence 

predict achievement across an adolescent transition: a longitudinal study and an 

intervention. Child Development, 78(1), 246–263. https://doi.org/10.1111/j.1467-

8624.2007.00995.x 

Blair, R., Tolman, A. O., Kremling, J., & Morris, T. (2016). How promoting student 

metacognition can reduce resistance. In A. O. Tolman & J. Kremling (Eds.), Why 

students resist learning: A practical model for understanding and helping students (pp. 

165–188). Stylus. 

Blue, L. (2012, December 26). Motivation, not IQ matters most for learning new math skills. 

Child Development. https://healthland.time.com/2012/12/26/motivation-not-iq-matters-

most-for-learning-new-math-skills/ 

Boyett, C. (2019). It’s all in the mind. Education Source. 

Brenchley, C. (2015, April 8). What is ESAE? [Blog Post]. https://blog.ed.gov/2015/04/what-is-

esea/ 

http://nationathope.org/wp-content/uploads/2018_aspen_final-report_full_webversion.pdf
https://files.eric.ed.gov/fulltext/EJ1089970.pdf
https://doi.org/10.4135/9780857024329
https://humansofdata.atlan.com/2018/09/qualitative-quantitative-data-analysis-methods/
https://humansofdata.atlan.com/2018/09/qualitative-quantitative-data-analysis-methods/
https://doi.org/10.1111/j.1467-8624.2007.00995.x
https://doi.org/10.1111/j.1467-8624.2007.00995.x
https://healthland.time.com/2012/12/26/motivation-not-iq-matters-most-for-learning-new-math-skills/
https://healthland.time.com/2012/12/26/motivation-not-iq-matters-most-for-learning-new-math-skills/
https://blog.ed.gov/2015/04/what-is-esea/
https://blog.ed.gov/2015/04/what-is-esea/


109 

 

Brock, A., & Hundley, H. (2016). The growth mindset coach: A teacher’s month by month 

handbook for empowering students to achieve. Ulysses Press. 

Brooks, R., & Goldstein, S. (2008). The mindset of teachers capable of fostering resilience in 

students. Canadian Journal of School Psychology, 23(1), 114–126. 

https://doi.org/10.1177/0829573508316597 

Canning, E. A., Muenks, K., Green, D. J., & Murphy, M. C. (2019). STEM faculty who believe 

ability is fixed have larger racial achievement gaps and inspire less student motivation in 

their classes. Science Advances, 5(2), eaau4734. https://doi.org/10.1126/sciadv.aau4734  

Center, C. A. D. (2020). Launch Years: A new vision for the transition from high school to 

postsecondary mathematics. Author. 

Clark, A. M., & Sousa, B. J. (2018). The mental health of people doing qualitative research: 

Getting serious about risks and remedies. Sage. 

https://doi.org/10.1177/1609406918787244 

Clark, R. (2017, September 11). How to write a focus group discussion guide. MRQual.  

Coleman, J. S. (1966. Equality of educational opportunity [summary report]. United States 

Office of Education Equal Educational Opportunity Study. 

https://doi.org/10.1080/0020486680060504 

Creswell, J. W. (2015). A concise introduction to mixed methods research. Sage.  

Creswell, J. W., & Plano Clark, V. L. (2007). Designing and conducting mixed methods research 

(1st ed.). Sage. 

Creswell, J. W., & Plano Clark, V. L. (2011). Designing and conducting mixed methods research 

(2nd ed.). Sage. 

https://doi.org/10.1177/0829573508316597
https://doi.org/10.1126/sciadv.aau4734
https://doi.org/10.1177/1609406918787244
https://doi.org/10.1080/0020486680060504


110 

 

Cross, D. (2009). Alignment, cohesion, and change: examining mathematics teachers’ belief 

structures and their impact on instructional practices. Journal of Mathematics Teacher 

Education, 12(5), 325–346. https://doi.org/10.1007/s10857-009-9120-5 

Cross, D. (2015). Dispelling the notion of inconsistencies in teachers’ mathematics beliefs and 

practices: a 3-year case study. Journal of Mathematics Teacher Education, 18(2), 173–

201. https://doi.org/10.1007/s10857-014-9276-5 

Cypress Fairbanks Independent School District. (2018). CFISD career fair welcomes future 

district leaders on April 26. https://www.cfisd.net/en/news-media/district/cfisd-career-

fair-welcomes-future-district-leaders-april-26 

Cypress Fairbanks Independent School District. (2019). Bang, Horne, and McFee campus 

improvement plans. https://www.cfisd.net/download_file/view/5702/1558 

Cypress Fairbanks Independent School District. (2020). Lead safely 2020-2021. 

https://www.cfisd.net/en/lead-safely-2020-21 

David, K. A., & Marchant, G. J. (2015). Achievement gaps in the United States: Race, poverty, 

and interactions over ten years. International Journal of Assessment and Evaluation, 

22(4), 1–16. https://doi.org/10.18848/2327-7920/CGP/v22i04/48378 

De Kraker-Pauw, E., Van Wesel, F., Krabbendam, L., & Van Atteveldt, N. (2017). Teacher 

mindsets concerning the malleability of intelligence and the appraisal achievement in the 

context of feedback. Front Psychology, 8, 1594. 

https://doi.org/10.3389/fpsyg.2017.01594 

Dickinson, E. E. (2016). Coleman report set the standard for the study of public education. John 

Hopkins Magazine, Winter. https://hub.jhu.edu/magazine/2016/winter/coleman-report-

public-education/ 

https://doi.org/10.1007/s10857-009-9120-5
https://doi.org/10.1007/s10857-014-9276-5
https://www.cfisd.net/en/news-media/district/cfisd-career-fair-welcomes-future-district-leaders-april-26
https://www.cfisd.net/en/news-media/district/cfisd-career-fair-welcomes-future-district-leaders-april-26
https://www.cfisd.net/download_file/view/5702/1558
https://www.cfisd.net/en/lead-safely-2020-21
https://doi.org/10.18848/2327-7920/CGP/v22i04/48378
https://doi.org/10.3389/fpsyg.2017.01594
https://hub.jhu.edu/magazine/2016/winter/coleman-report-public-education/
https://hub.jhu.edu/magazine/2016/winter/coleman-report-public-education/


111 

 

Dictionary.com (2020). Bias. https://www.dictionary.com/browse/bias 

Diehl, E. (2008, October 7). Motivating students with mindset coaching and how brains work 

[Blog post]. https://classroom20.com/forum/topics/motivating-students-with 

Di Pardo Léon-Henri, D. (2021). 12 Benefits of reflective teaching and learning. Reflective 

Teaching Journal. https://reflectiveteachingjournal.com/benefits-of-reflective-teaching/ 

Donmoyer, R., & Kos, R. (1993). At-risk students: Portraits, policies, programs, and practices. 

State University of New York Press.  

Dorn, E., Hancock, B., Sarakatsannis, J., & Viruleg, E. (2020, December 8). COVID-19 and 

learning loss – disparities grow and students need help. McKinsey & Company. 

https://www.mckinsey.com/industries/public-and-social-sector/our-insights/covid-19-

and-learning-loss-disparities-grow-and-students-need-help# 

Duncan, G. J., & Murnane, R. J. (2014). Growing income inequality threatens American 

education. Phi Delta Kappan, 95(6), 8–14. https://doi.org/10.1177/003172171409500603 

Dweck, C. (2007). The secret to raising smart kids. Scientific American Mind, 18(6), 36–43. 

https://www.jstor.org/stable/24939762 

Dweck, C. (2008). Mindset: The new psychology of success. Balentine. 

Dweck, C. (2009). Mindsets: Developing talent through a growth mindset. Olympic Coach, 

21(1), 4–7. 

http://assets.ngin.com.s3.amazonaws.com/attachments/document/0005/2397/Mindsets.pd

f 

Dweck, C. (2014, December 17). The power of believing you can improve. 

https://www.ted.com/talks/carol_dweck_the_power_of_believing_that_you_can_improve

/transcript?language=en 

https://www.dictionary.com/browse/bias
https://classroom20.com/forum/topics/motivating-students-with
https://reflectiveteachingjournal.com/benefits-of-reflective-teaching/
https://www.mckinsey.com/industries/public-and-social-sector/our-insights/covid-19-and-learning-loss-disparities-grow-and-students-need-help%23
https://www.mckinsey.com/industries/public-and-social-sector/our-insights/covid-19-and-learning-loss-disparities-grow-and-students-need-help%23
https://doi.org/10.1177/003172171409500603
https://www.jstor.org/stable/24939762
http://assets.ngin.com.s3.amazonaws.com/attachments/document/0005/2397/Mindsets.pdf
http://assets.ngin.com.s3.amazonaws.com/attachments/document/0005/2397/Mindsets.pdf
https://www.ted.com/talks/carol_dweck_the_power_of_believing_that_you_can_improve/transcript?language=en
https://www.ted.com/talks/carol_dweck_the_power_of_believing_that_you_can_improve/transcript?language=en


112 

 

Dweck, C. (2016a, January 13). What having a “growth mindset” actually means. Harvard 

Business Review Digital Articles, 13, 213–226. https://leadlocal.global/wp-

content/uploads/2016/12/Dweck-What-Having-a-%E2%80%9CGrowth-

Mindset%E2%80%9D-Actually-Means-HBR.pdf 

Dweck, C. (2016b, December 16). How praise became a consolation prize helping children 

confront challenges requires a more nuance understanding of a “growth mindset.” 

[Interview by Gross-Loh]. The Atlantic. 

https://www.theatlantic.com/education/archive/2016/12/how-praise-became-a-

consolation-prize/510845/  

Dweck, C. (2019). The choice to make a difference. Perspectives on Psychological Sciences, 

14(1), 21–25. https://doi.org/10.1177/1745691618804180 

Dweck, C. S., Walton, G. M., & Cohen, G. L. (2014). Academic tenacity mindsets and skills that 

promote long-term learning. Bill and Melinda Gates Foundation.  

Education Week Research Center. (2016, September 21). Mindsets in the classroom: A national 

study of K-12 teachers. Education Weekhttps://www.edweek.org/ew/projects/mindset-in-

the-classroom-a-national-study.html 

Erkmen, B. (2012). Ways to uncover teacher beliefs. Procedia Social and Behavioral Sciences, 

47, 141–146. https://doi.org/10.1016/j.sbspro.2012.06.628 

Fernando, J. (2020, December 22). Correlation coefficient. [Blog Post]. 

https://www.investopedia.com/terms/c/correlationcoefficient.asp 

Ferrance, E. (2000). Action research. Brown University.  

Fitzgerald, C. J., & Laurian-Fitzgerald, S. (2016). Helping students enhance their grit and growth 

mindsets. Journal Plus Education, 14(3), 52–67. 

https://leadlocal.global/wp-content/uploads/2016/12/Dweck-What-Having-a-%E2%80%9CGrowth-Mindset%E2%80%9D-Actually-Means-HBR.pdf
https://leadlocal.global/wp-content/uploads/2016/12/Dweck-What-Having-a-%E2%80%9CGrowth-Mindset%E2%80%9D-Actually-Means-HBR.pdf
https://leadlocal.global/wp-content/uploads/2016/12/Dweck-What-Having-a-%E2%80%9CGrowth-Mindset%E2%80%9D-Actually-Means-HBR.pdf
https://www.theatlantic.com/education/archive/2016/12/how-praise-became-a-consolation-prize/510845/
https://www.theatlantic.com/education/archive/2016/12/how-praise-became-a-consolation-prize/510845/
https://doi.org/10.1177/1745691618804180
https://www.edweek.org/ew/projects/mindset-in-the-classroom-a-national-study.html
https://www.edweek.org/ew/projects/mindset-in-the-classroom-a-national-study.html
https://doi.org/10.1016/j.sbspro.2012.06.628
https://www.investopedia.com/terms/c/correlationcoefficient.asp


113 

 

http://www.alearningboxblog.com/uploads/5/8/0/2/58020745/helping_students_enhance_

their_grit_and_growth_mindsets.pdf 

Foster, W. A., & Miller, M. (2007). Development of the literacy achievement gap: A 

longitudinal study of kindergarten through third grade. Language, Speech, and Hearing 

Services in Schools, 38, 173–181. https://doi.org/10.1044/0161-1461(2007/018) 

García, E., & Weiss, E. (2017a). Educational inequalities at the school starting gate gaps, 

trends, and strategies to address them. Broader, Bolder Approach to Education.  

García, E., & Weiss, E. (2017b). Reducing and averting achievement gaps key findings form the 

report ‘education inequalities at the school starting gate’ and comprehension strategies 

to mitigate early skills gaps. Broader, Bolder Approach to Education.  

Glaser, B. G. (2016). Open coding descriptions. Grounded Theory Review: An International 

Journal, 1(15), 108–110. http://groundedtheoryreview.com/wp-

content/uploads/2016/12/Open-coding-descriptions-Dec2016.pdf 

Grabmeier, J. (2019, April 4). A ‘million word gap’ for children who aren’t read to at home 

that’s how many fewer words some may hear at home. Science Daily. 

https://www.sciencedaily.com/releases/2019/04/190404074947.htm 

Great Schools Partnership. (2013, August 29). The glossary of education reform. 

https://www.greatschoolspartnership.org/resources/glossary-of-education-reform/ 

Gunderson, E. A., Sorhagen, N. S., Gripshover, S. J., Dweck, C. S., Goldin-Meadow, S., & 

Levine, S. C. (2018). Parent praise to toddlers predicts fourth grade academic 

achievement via children’s incremental mindsets. Developmental Psychology, 54(3), 

397–409. https://doi.org/10.1037/dev0000444 

http://www.alearningboxblog.com/uploads/5/8/0/2/58020745/helping_students_enhance_their_grit_and_growth_mindsets.pdf
http://www.alearningboxblog.com/uploads/5/8/0/2/58020745/helping_students_enhance_their_grit_and_growth_mindsets.pdf
https://doi.org/10.1044/0161-1461(2007/018)
http://groundedtheoryreview.com/wp-content/uploads/2016/12/Open-coding-descriptions-Dec2016.pdf
http://groundedtheoryreview.com/wp-content/uploads/2016/12/Open-coding-descriptions-Dec2016.pdf
https://www.sciencedaily.com/releases/2019/04/190404074947.htm
https://www.greatschoolspartnership.org/resources/glossary-of-education-reform/
https://doi.org/10.1037/dev0000444


114 

 

Haimovitz, K., & Dweck, C. S. (2017). The origins of children’s growth and fixed mindsets: 

New research and a new proposal. Child Development, 88(6), 1849–1859. 

https://doi.org/10.1111/cdev.12955 

Hanushek, E. A. (2014). Boosting teacher effectiveness. In C. E. Finn Jr. & R. Sousa (Eds.), 

What lies ahead for America’s children and their schools (pp. 23–35). Hoover Institution 

Press. 

Hanushek, E. A., Peterson, P. E., Talpey, L. M., & Woessmann, L. (2019). The achievement gap 

fails to close: Half a century of testing shows persistent divide between the haves and 

have- nots. Education Next, 19(3), 8–17. https://files.eric.ed.gov/fulltext/EJ1218474.pdf 

Haseltine, E. (2018). 7 extraordinary feats your brain can perform. Psychology Today, 51(6), 54–

63. https://www.psychologytoday.com/us/articles/201811/7-extraordinary-feats-your-

brain-can-perform 

Hastings, S. L., & Salkind, N. J. (2012, December 27). Triangulation. Encyclopedia of research 

design. Sage. https://doi.org/10.4135/9781412961288.n469 

Hattie, J. (2012). Visible learning for teachers: Maximizing impact on learning. Taylor and 

Francis. 

Hennessey, J. (2016, June 23). How online exercises can equip students for success, even before 

they get to campus. Mindset Scholars Network. 

https://mindsetscholarsnetwork.org/online-exercises-can-equip-college-students-success-

even-get-campus/ 

  

https://doi.org/10.1111/cdev.12955
https://files.eric.ed.gov/fulltext/EJ1218474.pdf
https://www.psychologytoday.com/us/articles/201811/7-extraordinary-feats-your-brain-can-perform
https://www.psychologytoday.com/us/articles/201811/7-extraordinary-feats-your-brain-can-perform
https://doi.org/10.4135/9781412961288.n469
https://mindsetscholarsnetwork.org/online-exercises-can-equip-college-students-success-even-get-campus/
https://mindsetscholarsnetwork.org/online-exercises-can-equip-college-students-success-even-get-campus/


115 

 

Hennessey, J. (2018). Mindsets and the learning environment: understanding the impact of 

“psychology wise” classroom practices on student achievement. Mindset Scholars 

Network. https://mindsetscholarsnetwork.org/wp-

content/uploads/2018/09/Understanding-the-Impact-of-%E2%80%9CPsychologically-

Wise%E2%80%9D-Classroom-Practices-on-Student-Achievement.pdf 

Hennessey, J. (2019, February 15). New study finds professors’ belief about intelligence predict 

students’ educational outcomes. Mindset Scholars Network. 

https://mindsetscholarsnetwork.org/new-study-finds-professors-beliefs-intelligence-

predict-students-educational-outcomes/ 

Herbert-Smith, K. (2018, March 29). Growth mindset the key to successful teaching [Blog post]. 

https://blog.irisconnect.com/uk/community/blog/5-attributes-of-a-growth-mindset-

teacher/  

Herr, K., & Anderson, G. L. (2015). The action research dissertation: A guide for students and 

faculty (2nd ed.). Sage.  

Heyder, A., Weidinger, A. F., Cimpian, A., & Steinmayr, R. (2020). Teachers’ belief that math 

requires innate ability predicts lower intrinsic motivation among low-achieving students. 

Learning and Instruction, 65(2020), 1–10. 

https://doi.org/10.1016/j.learninstruc.2019.101220 

Hur, E., Buettner, C. K., & Jeon, L. (2015). The association between teachers’ child-centered 

beliefs and children’s academic achievement: The indirect effect of children’s behavioral 

self-regulation. Child Youth Forum, 44(2), 309–325. https://doi.org/10.1007/s10566-014-

9283-9 

https://mindsetscholarsnetwork.org/wp-content/uploads/2018/09/Understanding-the-Impact-of-%E2%80%9CPsychologically-Wise%E2%80%9D-Classroom-Practices-on-Student-Achievement.pdf
https://mindsetscholarsnetwork.org/wp-content/uploads/2018/09/Understanding-the-Impact-of-%E2%80%9CPsychologically-Wise%E2%80%9D-Classroom-Practices-on-Student-Achievement.pdf
https://mindsetscholarsnetwork.org/wp-content/uploads/2018/09/Understanding-the-Impact-of-%E2%80%9CPsychologically-Wise%E2%80%9D-Classroom-Practices-on-Student-Achievement.pdf
https://mindsetscholarsnetwork.org/new-study-finds-professors-beliefs-intelligence-predict-students-educational-outcomes/
https://mindsetscholarsnetwork.org/new-study-finds-professors-beliefs-intelligence-predict-students-educational-outcomes/
https://blog.irisconnect.com/uk/community/blog/5-attributes-of-a-growth-mindset-teacher/
https://blog.irisconnect.com/uk/community/blog/5-attributes-of-a-growth-mindset-teacher/
https://doi.org/10.1016/j.learninstruc.2019.101220
https://doi.org/10.1007/s10566-014-9283-9
https://doi.org/10.1007/s10566-014-9283-9


116 

 

Ismail, S. N., Nur, A. H. B., Raman, A., & Purnomo, Y. W. (2019). A mixed-methods study of 

the epistemological teacher-beliefs toward educational research in classroom teaching 

practices. International Journal of Instruction, 12(3), 393–406. 

https://doi.org/10.29333/iji.2019.12426a 

Iwai, T., & de França Carvalho, J. V. (2020). Can a leopard change its spots? The effects of 

implicit theories of personality on forgiveness via attributions of behavioral stability. 

Personality and Individual Differences, 157. https://doi.org/10.1016/j.paid.2019.109800 

Jager L., & Denessen, E. (2015). Within-teacher variation of causal attributions of low achieving 

students. Social Psychology of Education, 18(3), 517–530. 

https://doi.org/10.1007/s11218-015-9295-9 

Jonsson, A. C., Beach, D., Korp, H., & Erlandson, P. (2012). Teachers’ implicit theories of 

intelligence: Influences from different disciplines, and scientific theories. European 

Journal of Teacher Education, 35(4), 387–400. 

https://doi.org/10.1080/02619768.2012.662636 

Kegan, R., & Lahey, L. L. (2016). An everyone culture: Becoming a deliberately developmental 

organization. Harvard Business Review Press. 

Kennedy, P. (2009, August 20). How to combine multiple research methods: Practical 

triangulation. [Blog Post]. \http://johnnyholland.org/2009/08/practical-triangulation/ 

Kevelson, M. J. (2019). The measure matters: Examining achievement gaps on cognitively 

demanding reading and mathematics assessments. Policy Information Report and ETS 

Research Report Series, 2019(1), 1–28. https://doi.org/10.1002/ets2.12278 

  

https://doi.org/10.29333/iji.2019.12426a
https://doi.org/10.1016/j.paid.2019.109800
https://doi.org/10.1007/s11218-015-9295-9
https://doi.org/10.1080/02619768.2012.662636
http://johnnyholland.org/2009/08/practical-triangulation/
https://doi.org/10.1002/ets2.12278


117 

 

Khan Academy. (2016). Growth mindset overview and lesson plan – by Khan Academy and 

PERTS. https://storage.googleapis.com/mindsetkit-

upload/User_kjCekZJc/L2FwcGhvc3RpbmdfcHJvZC9ibG9icy9BRW5CMlVxT2FtTkRa

TFNLR1VJZXlmbm9TNEliTWY5NmRUN3duYkJ3RTlnQm15QVlfaGhlSmpqalhwb29

OTzZRSktoRHZUTmVnamt1dGYxN2dnTVA4MUZwLUhXYWVIaTRUQS5ZbHJMa

VNMS2k0T19NRUZp 

Kim, J., Shin, Y., Tsukayama, E., & Park, D. (2020). Stress mindsets predicts job turnover 

among preschool teachers. Journal of School Psychology, 78, 13–22. 

https://doi.org/10.1016/j.jsp.2019.11.002 

Kindsiko, E., & Poltimäe, H. (2019). The poor and embarrassing cousin to the gentrified 

quantitative academics: What determines the sample size in qualitative interview-based 

organization studies? Forum: Qualitative Social Research, 20(3). 

https://doi.org/10.17169/fqs-20.3.3200 

Klein, A. (2015, April 10). No Child Left Behind: An overview. Education Week. 

https://www.edweek.org/ew/section/multimedia/no-child-left-behind-overview-

definition-summary.html 

Klein, A. (2016, March 31). The Every Student Succeeds Act: An ESSA overview. Education 

Week. https://www.edweek.org/ew/issues/every-student-succeeds-act/index.html 

Kraft, M. A. (2019). Teacher effects on complex cognitive skills and social-emotional 

competencies. Journal of Human Resources, 54(1), 1–36. 

https://doi.org/10.3368/jhr.54.1.0916.8265R3 

https://storage.googleapis.com/mindsetkit-upload/User_kjCekZJc/L2FwcGhvc3RpbmdfcHJvZC9ibG9icy9BRW5CMlVxT2FtTkRaTFNLR1VJZXlmbm9TNEliTWY5NmRUN3duYkJ3RTlnQm15QVlfaGhlSmpqalhwb29OTzZRSktoRHZUTmVnamt1dGYxN2dnTVA4MUZwLUhXYWVIaTRUQS5ZbHJMaVNMS2k0T19NRUZp
https://storage.googleapis.com/mindsetkit-upload/User_kjCekZJc/L2FwcGhvc3RpbmdfcHJvZC9ibG9icy9BRW5CMlVxT2FtTkRaTFNLR1VJZXlmbm9TNEliTWY5NmRUN3duYkJ3RTlnQm15QVlfaGhlSmpqalhwb29OTzZRSktoRHZUTmVnamt1dGYxN2dnTVA4MUZwLUhXYWVIaTRUQS5ZbHJMaVNMS2k0T19NRUZp
https://storage.googleapis.com/mindsetkit-upload/User_kjCekZJc/L2FwcGhvc3RpbmdfcHJvZC9ibG9icy9BRW5CMlVxT2FtTkRaTFNLR1VJZXlmbm9TNEliTWY5NmRUN3duYkJ3RTlnQm15QVlfaGhlSmpqalhwb29OTzZRSktoRHZUTmVnamt1dGYxN2dnTVA4MUZwLUhXYWVIaTRUQS5ZbHJMaVNMS2k0T19NRUZp
https://storage.googleapis.com/mindsetkit-upload/User_kjCekZJc/L2FwcGhvc3RpbmdfcHJvZC9ibG9icy9BRW5CMlVxT2FtTkRaTFNLR1VJZXlmbm9TNEliTWY5NmRUN3duYkJ3RTlnQm15QVlfaGhlSmpqalhwb29OTzZRSktoRHZUTmVnamt1dGYxN2dnTVA4MUZwLUhXYWVIaTRUQS5ZbHJMaVNMS2k0T19NRUZp
https://storage.googleapis.com/mindsetkit-upload/User_kjCekZJc/L2FwcGhvc3RpbmdfcHJvZC9ibG9icy9BRW5CMlVxT2FtTkRaTFNLR1VJZXlmbm9TNEliTWY5NmRUN3duYkJ3RTlnQm15QVlfaGhlSmpqalhwb29OTzZRSktoRHZUTmVnamt1dGYxN2dnTVA4MUZwLUhXYWVIaTRUQS5ZbHJMaVNMS2k0T19NRUZp
https://doi.org/10.1016/j.jsp.2019.11.002
https://doi.org/10.17169/fqs-20.3.3200
https://www.edweek.org/ew/section/multimedia/no-child-left-behind-overview-definition-summary.html
https://www.edweek.org/ew/section/multimedia/no-child-left-behind-overview-definition-summary.html
https://www.edweek.org/ew/issues/every-student-succeeds-act/index.html
https://doi.org/10.3368/jhr.54.1.0916.8265R3


118 

 

Kuhfield, M., Gershoff, E., & Paschall, K. (2018). The development of racial/ethnic and 

socioeconomic achievement gaps during the school years. Journal of Applied 

Developmental Psychology, 57, 62–73. https://doi.org/10.1016/j.appdev.2018.07.001 

Leatham, K. (2006). Viewing mathematics teachers’ belief as sensible systems. Journal of 

Mathematics Teacher Education, 9(1), 91–102. https://doi.org/10.1007/s10857-006-

9006-8 

Leavy, P. (2017). Research design: Quantitative, qualitative, mixed methods, arts-based, and 

community-based participatory research approaches. The Guilford Press.  

Li, Y., & Bates, T. C. (2019). You can’t change your basic ability, but you work at things and 

that’s how we get hard things done: Testing the role of growth mindset on response to 

setbacks, educational attainment, and cognitive ability. Journal of Experimental 

Psychology, 148(9), 1640–1655. https://doi.org/10.1037/xge0000669 

Lillig, G. (2020, March 30). Using Zoom for telehealth and virtual care [Blog post]. 

https://blog.zoom.us/using-zoom-for-telehealth-virtual-care/ 

Liu, W. C., Wang, J. C. K., & Ryan, R. M. (2016). Understanding motivation in education: 

Theoretical and practical considerations. In W. B. Liu, J. C. K. Wang, & R. M. Ryan 

(Eds.), Building autonomous learners perspectives from research and practice using self-

determination theory. Spring Nature. 

Long, C. (2019, December 11). The Every Sudent Succeeds Act: Four years later, how much 

progress? NEA News. https://www.nea.org/advocating-for-change/new-from-nea/every-

student-succeeds-act-four-years-later-how-much-progress 

Lucisano, P., & Salerni, A. (2002). Metodologia della ricerca in educazione e formazione 

[Research methodology in education and training]. Carocci. 

https://doi.org/10.1016/j.appdev.2018.07.001
https://doi.org/10.1007/s10857-006-9006-8
https://doi.org/10.1007/s10857-006-9006-8
https://doi.org/10.1037/xge0000669
https://blog.zoom.us/using-zoom-for-telehealth-virtual-care/
https://www.nea.org/advocating-for-change/new-from-nea/every-student-succeeds-act-four-years-later-how-much-progress
https://www.nea.org/advocating-for-change/new-from-nea/every-student-succeeds-act-four-years-later-how-much-progress


119 

 

http://www.carocci.it/index.php?option=com_carocci&task=schedalibro&Itemid=72&isb

n=9788843023660 

Macnamara, B. N., & Rupani, N. S. (2017). The relationship between intelligence and mindset. 

Intelligence, 64, 52–59. https://doi.org/10.1016/j.intell.2017.07.003 

Maguire, E. A., Woollett, K., & Spiers, H. J. (2006). London taxi drivers and bus drivers: A 

structural MRI and neuropsychological analysis. Hippocampus, 16(12), 1091–1101. 

https://doi.org/10.1002/hipo.20233 

McLeod, S. (2019). Case study method in psychology. Simply Psychology. 

https://www.simplypsychology.org/case-study.html 

McTighe, J., & Willis, J. (2019). Upgrade your teaching: Understanding by design meets 

neuroscience. ASCD.  

Mertens, D. M., & Hesse-Biber, S. (2012). Triangulation and mixed-methods: Provocative 

positions. Journal of Mixed Methods Research, 6(2), 75–79. 

https://doi.org/10.1177/1558689812437100 

Mindset Scholars Network. (2018, December 14). Studying belonging in education: A 

conversation with Claude Steele, Mary Murphey, and Gregory Walton [Video file]. 

YouTube. https://youtu.be/2KjNzZ8w-1s 

Mizrav, E. (2019, May). Decision points defining, calculating, and addressing gaps in access to 

effective educators. Center on Great Teachers and Leaders at American Institutes for 

Research.  

Muijs, D. (2011). Doing quantitative research in education with SPSS. Sage.  

  

http://www.carocci.it/index.php?option=com_carocci&task=schedalibro&Itemid=72&isbn=9788843023660
http://www.carocci.it/index.php?option=com_carocci&task=schedalibro&Itemid=72&isbn=9788843023660
https://doi.org/10.1016/j.intell.2017.07.003
https://doi.org/10.1002/hipo.20233
https://www.simplypsychology.org/case-study.html
https://doi.org/10.1177/1558689812437100
https://youtu.be/2KjNzZ8w-1s


120 

 

NeuroLeadership Institute. (2020). Growth mindset supports organization through disruption 

[White paper]. 

https://f.hubspotusercontent00.net/hubfs/1927708/ImpactReport_Growth%20Mindset_U

S_Digital.pdf?__hssc=80578952.1.1589929562686&__hstc=80578952.9f11684f72b579

8737d327efd4def636.1589923569405.1589923569405.1589929562686.2&__hsfp=9461

97843&hsCtaTracking=64175daf-abf3-48e2-97d9-1c867de829a0%7C594aa6a5-e487-

416c-b6fb-4bfcdd888814 

Ng, B. (2018, January 26). The Neuroscience of growth mindset and intrinsic motivation. Brain 

Sciences, 8(2), 20. https://doi.org/10.3390/brainsci8020020 

Nickolas, S. (2021, January 22). What do correlation coefficients positive, negative, and zero 

mean? [Blog post]. https://www.investopedia.com/ask/answers/032515/what-does-it-

mean-if-correlation-coefficient-positive-negative-or-zero.asp 

Nurmi, J. E., & Kiuru, N. (2015). Students’ evocative impact on teacher instruction and teacher-

child relationships: Theoretical background and an overview on previous research. 

International Journal of Behavioral Development, 39(5), 445–457. 

https://doi.org/10.1177/0165025415592514 

Nyumba, T. O., Wilson, K., Derrick, C. J., & Mukherjee, N. (2018). The use of focus group 

discussion methodology: Insights from two decades of application in conservation. 

Methods in Ecology and Evolution, 9(1), 20–32. https://doi.org/10.1111/2041-

210X.12860 

Ohio State University. (2019, April 4). A ‘million word gap’ for children who aren’t read to at 

home: That’s how many fewer words some may hear by kindergarten. Science Daily. 

www.sciencedaily.com/releases/2019/04/190404074947.htm 

https://f.hubspotusercontent00.net/hubfs/1927708/ImpactReport_Growth%20Mindset_US_Digital.pdf?__hssc=80578952.1.1589929562686&__hstc=80578952.9f11684f72b5798737d327efd4def636.1589923569405.1589923569405.1589929562686.2&__hsfp=946197843&hsCtaTracking=64175daf-abf3-48e2-97d9-1c867de829a0%7C594aa6a5-e487-416c-b6fb-4bfcdd888814
https://f.hubspotusercontent00.net/hubfs/1927708/ImpactReport_Growth%20Mindset_US_Digital.pdf?__hssc=80578952.1.1589929562686&__hstc=80578952.9f11684f72b5798737d327efd4def636.1589923569405.1589923569405.1589929562686.2&__hsfp=946197843&hsCtaTracking=64175daf-abf3-48e2-97d9-1c867de829a0%7C594aa6a5-e487-416c-b6fb-4bfcdd888814
https://f.hubspotusercontent00.net/hubfs/1927708/ImpactReport_Growth%20Mindset_US_Digital.pdf?__hssc=80578952.1.1589929562686&__hstc=80578952.9f11684f72b5798737d327efd4def636.1589923569405.1589923569405.1589929562686.2&__hsfp=946197843&hsCtaTracking=64175daf-abf3-48e2-97d9-1c867de829a0%7C594aa6a5-e487-416c-b6fb-4bfcdd888814
https://f.hubspotusercontent00.net/hubfs/1927708/ImpactReport_Growth%20Mindset_US_Digital.pdf?__hssc=80578952.1.1589929562686&__hstc=80578952.9f11684f72b5798737d327efd4def636.1589923569405.1589923569405.1589929562686.2&__hsfp=946197843&hsCtaTracking=64175daf-abf3-48e2-97d9-1c867de829a0%7C594aa6a5-e487-416c-b6fb-4bfcdd888814
https://f.hubspotusercontent00.net/hubfs/1927708/ImpactReport_Growth%20Mindset_US_Digital.pdf?__hssc=80578952.1.1589929562686&__hstc=80578952.9f11684f72b5798737d327efd4def636.1589923569405.1589923569405.1589929562686.2&__hsfp=946197843&hsCtaTracking=64175daf-abf3-48e2-97d9-1c867de829a0%7C594aa6a5-e487-416c-b6fb-4bfcdd888814
https://doi.org/10.3390/brainsci8020020
https://www.investopedia.com/ask/answers/032515/what-does-it-mean-if-correlation-coefficient-positive-negative-or-zero.asp
https://www.investopedia.com/ask/answers/032515/what-does-it-mean-if-correlation-coefficient-positive-negative-or-zero.asp
https://doi.org/10.1177/0165025415592514
https://doi.org/10.1111/2041-210X.12860
https://doi.org/10.1111/2041-210X.12860
file:///C:/Users/Patti/AppData/Roaming/Microsoft/Word/www.sciencedaily.com/releases/2019/04/190404074947.htm


121 

 

Olszewski-Kubilius, P. (2013, October). Talent development as an emerging framework for 

gifted education. Presentation given to the Baltimore County Public Schools.  

Orsini, C., Evans, P., & Jerez, O. (2015). How to encourage intrinsic motivation in the clinical 

teaching environment? A systematic review from the self-determination theory. Journal 

of Educational Evaluation for Health Professions, 12(8), 1–10. 

https://doi.org/10.3352/jeehp.2015.12.8 

Palinkas, L. A., Horwitz, S. M., Green, C. A., Wisdom, J. P., Duan, N., & Hoagwood, K. (2015). 

Purposeful sampling for qualitative data collection and analysis in mixed method 

implementation research. Administration and Policy in Mental Health, 42(5), 533–544. 

https://doi.org/10.1007/s10488-013-0528-y 

Passmore, H. A., Howell, A. J., & Holder, M. D. (2017). Positioning implicit theories of well-

being within a positivity framework. Journal of Happiness Studies, 19(8), 2445–2463. 

https://doi.org/10.1007/s10902-017-9934-2 

Patrick, S. K., & Joshi, E. (2019). “Set it in stone” or “willing to grow”? Teacher sensemaking 

during a growth mindset initiative. Teaching and Teacher Education, 83, 156–167. 

https://www.sri.com/wp-content/uploads/2020/10/1-s2.0-S0742051X18310795-main.pdf 

Paul, C. A. (2016). Elementary and Secondary Education Act of 1965. Social Welfare History 

Project. http://socialwelfare.library.vcu.edu/programs/education/elementary-and-

secondary-education-act-of-1965/ 

Perkins-Gough, D. (2013). The significance of grit: A conversation with Angela Lee Duckworth. 

Educational Leadership, 71(1), 14-20. https://www.wwva.org/wp-

content/uploads/2017/10/0BzUD8_mWA_OUVXJFaHhMU0xObjg.pdf 

https://doi.org/10.3352/jeehp.2015.12.8
https://doi.org/10.1007/s10488-013-0528-y
https://doi.org/10.1007/s10902-017-9934-2
https://www.sri.com/wp-content/uploads/2020/10/1-s2.0-S0742051X18310795-main.pdf
http://socialwelfare.library.vcu.edu/programs/education/elementary-and-secondary-education-act-of-1965/
http://socialwelfare.library.vcu.edu/programs/education/elementary-and-secondary-education-act-of-1965/
https://www.wwva.org/wp-content/uploads/2017/10/0BzUD8_mWA_OUVXJFaHhMU0xObjg.pdf
https://www.wwva.org/wp-content/uploads/2017/10/0BzUD8_mWA_OUVXJFaHhMU0xObjg.pdf


122 

 

Piccoli, M. (2019). Educational research and mixed methods research designs, application 

perspectives, and food for thought. Studi sulla Formazione, 22(2), 423–438. 

https://doi.org/10.13128/ssf-10815 

Ponterotto, J. G. (2006, September). Brief note on the origins, evolution, and meaning of the 

qualitative research concept “thick description”. The Qualitative Report, 11(3), 538–549. 

https://doi.org/10.46743/2160-3715/2006.1666 

Ray, J., Weller, C., & Derler, A. (2019, January 3). Why growth mindset is crucial to inclusion. 

Your Brain at Work. https://neuroleadership.com/your-brain-at-work/growth-mindset-

crucial-inclusion/ 

Reardon, S. (2014, September 1). Income inequality affects our children’s educational 

opportunities. Washington Center for Educational Growth. 

https://equitablegrowth.org/income-inequality-affects-our-childrens-educational-

opportunities/ 

Quay, L. (2019). Impact of growth mindset intervention on key predictors of academic success in 

a nationally representative sample. Mindset Scholars Network. 

http://mindsetscholarsnetwork.org/wp-content/uploads/2019/08/NSLM-Two-Pager-

v4.pdf 

Rhew, E., Piro, J. S., Goolkasian, P., & Cosentino, P. (2018). The effects of growth mindset on 

self-efficacy and motivation. Cogent Education, 5(1), 1–16. 

https://doi.org/10.1080/2331186X.2018.1492337 

Ricci, M. C. (2017). Mindsets in the classroom: Building a growth mindset learning community. 

Prufrock Press.  

https://doi.org/10.13128/ssf-10815
https://doi.org/10.46743/2160-3715/2006.1666
https://neuroleadership.com/your-brain-at-work/growth-mindset-crucial-inclusion/
https://neuroleadership.com/your-brain-at-work/growth-mindset-crucial-inclusion/
https://equitablegrowth.org/income-inequality-affects-our-childrens-educational-opportunities/
https://equitablegrowth.org/income-inequality-affects-our-childrens-educational-opportunities/
http://mindsetscholarsnetwork.org/wp-content/uploads/2019/08/NSLM-Two-Pager-v4.pdf
http://mindsetscholarsnetwork.org/wp-content/uploads/2019/08/NSLM-Two-Pager-v4.pdf
https://doi.org/10.1080/2331186X.2018.1492337


123 

 

Rissanen, I., Kuusisto, E., Hanhimäki, E., & Tirri, K. (2018). The implications of teachers’ 

implicit theories for moral education: A case study from Finland. Journal of Moral 

Education, 47(1), 63–77. https://doi.org/10.1080/03057240.2017.1374244 

Rissanen, I., Kuusisto, E., Tuominen, M., & Tirri, K. (2019). In search of a growth mindset 

pedagogy: A case study of one teacher’s classroom practices in a Finnish elementary 

school. Teaching and Teacher Education, 77, 204–213. 

https://doi.org/10.1016/j.tate.2018.10.002 

Roberts, C. M. (2010). The dissertation journey: A practical and comprehensive guide to 

planning, writing, and defending your dissertation (2nd ed.). Corwin 

Romero, C. (July, 2015). What we know about growth mindset from scientific research. Mindset 

Scholars Network. http://mindsetscholarsnetwork.org/wp-content/uploads/2015/09/What-

We-Know-About-Growth-Mindset.pdf  

Rubin, L. M., Dringenberg, E., Lane, J. J., & Wefald, A. J. (2019). Faculty beliefs about the 

nature of intelligence. Journal of the Scholarship of Teaching and Learning, 19(4), 1–17. 

https://doi.org/10.14434/josotl.v19i4.24158 

Ryan, R. M., & Deci, E. L. (2017). Self-determination theory: Basic psychological needs in 

motivation, development, and wellness. The Guilford Press.  

Sagor, R. (2000). Guiding school improvement with action research. Association of for 

Supervision and Curriculum Development. 

Saldana, J., & Omasta, M. (2018). Qualitative research analyzing life. Sage. 

Sarniak, R. (2015, August). 9 types of research bias and how to avoid them. Quirks. 

https://www.quirks.com/articles/9-types-of-research-bias-and-how-to-avoid-them  

https://doi.org/10.1080/03057240.2017.1374244
https://doi.org/10.1016/j.tate.2018.10.002
http://mindsetscholarsnetwork.org/wp-content/uploads/2015/09/What-We-Know-About-Growth-Mindset.pdf
http://mindsetscholarsnetwork.org/wp-content/uploads/2015/09/What-We-Know-About-Growth-Mindset.pdf
https://doi.org/10.14434/josotl.v19i4.24158


124 

 

Schmid, R. (2018). Pockets of excellence: Teacher beliefs and behaviors that lead to high student 

achievement in low achieving schools. SAGE Open, 8(3). 

https://doi.org/10.1177/2158244018797238 

Schroder, H. S., Fisher, M. E., Lin, Y., Lo, S. L., Danovitch, J. H., & Moser, J. S. (2017). Neural 

evidence for enhanced attention to mistakes among school-aged children with a growth 

mindset. Developmental Cognitive Neuroscience, 24, 42–50. 

https://doi.org/10.1016/j.dcn.2017.01.004 

Seaton, F. S. (2018). Empowering teachers to implement a growth mindset. Educational 

Psychology in Practice, 34(1), 41–47. https://doi.org/10.1080/02667363.2017.1382333 

Secret Teacher. (2013, October 12). Secret teacher: There’s an insidious prejudice against older 

teachers. [Blog Post]. https://www.theguardian.com/teacher-network/teacher-

blog/2013/oct/12/secret-teacher-prejudice-older-classroom-schools#comments 

Simmons, A. E. (2018, May 14). The disadvantage of a small sample size. Sciencing.  

Smith, T., Brumskill, R., Johnson, A., & Zimmer, T. (2018). The impact of teacher language on 

students’ mindsets and statistic performance. Social Psychology of Education, 21(4), 

775–786. https://doi.org/10.1007/s11218-018-9444-z 

Sousa, D. A. (2011). How the brain learns. Corwin Press. 

Sparks, S. (2019). National study finds that lessons on ‘growth mindset’ boosts grades. 

Education Week, 39(1), 1–15. https://www.edweek.org/leadership/national-study-

bolsters-case-for-teaching-growth-mindset/2019/08 

Stipek, D. J., Givvin, K. B., Salmon, J. M., & MacGyvers, V. L. (2001). Teachers’ beliefs and 

practices related to mathematics instruction. Teaching and Teacher Education, 17(2), 

213–226. https://doi.org/10.1016/S0742-051X (00)00052-4 

https://doi.org/10.1177/2158244018797238
https://doi.org/10.1016/j.dcn.2017.01.004
https://doi.org/10.1080/02667363.2017.1382333
https://www.theguardian.com/teacher-network/teacher-blog/2013/oct/12/secret-teacher-prejudice-older-classroom-schools%23comments
https://www.theguardian.com/teacher-network/teacher-blog/2013/oct/12/secret-teacher-prejudice-older-classroom-schools%23comments
https://doi.org/10.1007/s11218-018-9444-z
https://www.edweek.org/leadership/national-study-bolsters-case-for-teaching-growth-mindset/2019/08
https://www.edweek.org/leadership/national-study-bolsters-case-for-teaching-growth-mindset/2019/08
https://doi.org/10.1016/S0742-051X%20(00)00052-4


125 

 

Sun, K. L. (2019). The mindset disconnect in mathematics teaching: A qualitative analysis of 

classroom instruction. Journal of Mathematical Behavior, 56, 100706. 

https://doi.org/10.1016/j.jmathb.2019.04.005 

Thoman, D. B., Sansone, C., Robinson, J. A., & Helm, J. L. (2019). Implicit theories of interest 

regulation. Motivation Science, 6(4), 321–334. https://psycnet.apa.org/buy/2019-75738-

001 

Trinchero, R. (2002). Educational Research Handbook. Milano, Franco Angeli. 

Trouilloud, D. O., Sarrazin, P. G., Bressoux, P., & Bois, J. (2006). Relation between teachers’ 

early expectations and students’ later perceived competence in physical education 

classes: Autonomy supportive climate as a moderator. Journal of Educational 

Psychology, 98(1), 75–86. https://doi.org/10.1037/0022-0663.98.1.75  

Turner, K. (2019). One-to-one learning and self-determination theory. International Journal of 

Instruction, 12(2), 1–16. https://doi.org/10.29333/iji.2019.1221a 

Understanding ESSA. (2019, September 23). ESSA as a reform absent repair? [Blog post]. 

https://understandingessa.org/essa-as-reform-absent-repair/ 

U.S. Department of Education. (2020). A new education law. https://www.ed.gov/essa?src=rn 

Venkatesh, V., Brown, S. A., & Bala, H. (2013). Bridging the qualitative-quantitative divide: 

Guidelines for conducting mixed-methods research information systems. MIS Quarterly, 

37(1), 21–54. https://doi.org/10.25300/MISQ/2013/37.1.02 

Wacker, C., & Olson, L. (2019, June 4). Teacher mindsets how educators’ perspective shape 

student success. FutureEd. https://www.future-ed.org/teacher-mindsets-how-educators-

perspectives-shape-student-success/  

https://doi.org/10.1016/j.jmathb.2019.04.005
https://psycnet.apa.org/buy/2019-75738-001
https://psycnet.apa.org/buy/2019-75738-001
https://doi.org/10.1037/0022-0663.98.1.75
https://doi.org/10.29333/iji.2019.1221a
https://understandingessa.org/essa-as-reform-absent-repair/
https://www.ed.gov/essa?src=rn
https://doi.org/10.25300/MISQ/2013/37.1.02
https://www.future-ed.org/teacher-mindsets-how-educators-perspectives-shape-student-success/
https://www.future-ed.org/teacher-mindsets-how-educators-perspectives-shape-student-success/


126 

 

Warren, F., Mason-Apps, E., Hoskins, S., Devonshire, V., & Chanvin, M. (2019). The 

relationship between implicit theories of intelligence, attainment, and socio-demographic 

factors in a UK sample of primary children. British Educational Research Journal, 45(4), 

736–754. https://doi.org/10.1002/berj.3523 

WCG. (2020, March 12). Changes to research made in response to COVID-19. Clinical Leader. 

https://www.clinicalleader.com/doc/changes-to-research-made-in-response-to-covid-0001 

Weselby, C. (2020, September 1). What is differentiated instruction? Examples of how to 

differentiate instruction in the classroom. [Blog Post]. 

https://resilienteducator.com/classroom-resources/examples-of-differentiated-instruction/ 

Williams, C. (2019, December 3). It’s nearly time to reauthorize the every student succeeds act: 

4 priorities otherwise-distracted national leaders should set to make the K-12 law stronger 

[Blog post]. https://www.the74million.org/article/its-nearly-time-to-reauthorize-the-

every-student-succeeds-act-4-priorities-otherwise-distracted-national-leaders-should-set-

to-make-the-k-12-law-stronger/ 

Williams, M., & Moser, T. (2019). The art of coding and thematic exploration in qualitative 

research. International Management Review, 15(1), 45–55. 

http://www.imrjournal.org/uploads/1/4/2/8/14286482/imr-v15n1art4.pdf 

Wong, A. (2019, February 20). The U.S. teaching population is getting bigger, and more female. 

The Atlantic. https://www.theatlantic.com/education/archive/2019/02/the-explosion-of-

women-teachers/582622/ 

Woods, J. R. (2017, September 6). ESSA and school improvement: What we’re doing and what 

you can do [Blog post]. https://ednote.ecs.org/essa-school-improvement-what-were-

doing-what-you-can-do/ 

https://doi.org/10.1002/berj.3523
https://www.clinicalleader.com/doc/changes-to-research-made-in-response-to-covid-0001
https://resilienteducator.com/classroom-resources/examples-of-differentiated-instruction/
https://www.the74million.org/article/its-nearly-time-to-reauthorize-the-every-student-succeeds-act-4-priorities-otherwise-distracted-national-leaders-should-set-to-make-the-k-12-law-stronger/
https://www.the74million.org/article/its-nearly-time-to-reauthorize-the-every-student-succeeds-act-4-priorities-otherwise-distracted-national-leaders-should-set-to-make-the-k-12-law-stronger/
https://www.the74million.org/article/its-nearly-time-to-reauthorize-the-every-student-succeeds-act-4-priorities-otherwise-distracted-national-leaders-should-set-to-make-the-k-12-law-stronger/
http://www.imrjournal.org/uploads/1/4/2/8/14286482/imr-v15n1art4.pdf
https://www.theatlantic.com/education/archive/2019/02/the-explosion-of-women-teachers/582622/
https://www.theatlantic.com/education/archive/2019/02/the-explosion-of-women-teachers/582622/
https://ednote.ecs.org/essa-school-improvement-what-were-doing-what-you-can-do/
https://ednote.ecs.org/essa-school-improvement-what-were-doing-what-you-can-do/


127 

 

Woodson, A. G. (2017). Case study research: Core skill sets in using 15 genres (2nd ed.). 

Emerald Group Publishing.  

Yazan, B. (2015). Three approaches to case study methods in education: Yin, Merriam, and 

Stake. The Qualitative Report, 20(2), 134–152. https://doi.org/10.46743/2160-

3715/2015.2102 

Yeager, D. S., Hanselman, P., Walton, G. M., Murray, J. S., Crosnoe, R., Muller, C., Tipton, E., 

Schneider, B., Hulleman, C. S., Hinojosa, C. P., Paunesku, D., Romero, C., Flint, K., 

Roberts, A., Trott, J., Iachan, R., Buontempo, J., Man Yang, S., Carvalho, C. M., … 

Dweck, C. S. (2019). A national experiment reveals where growth mindset improves 

achievement. Nature, 573, 364–369. https://doi.org/10.1038/s41586-019-1466-y  

Yeager, D. S., Romero, C., Paunesku, D., Hulleman, C. S., Schneider, B., Hinojosa, C., Lee, H. 

Y., O’Brien, J., Flint, K., Roberts, A., Trott, J., Greene, D., Walton, G. M., & Dweck, C. 

S. (2016). Using design thinking to improve psychological interven-tions: The case of the 

growth mindset during the transition to high school. Journal of Educational Psychology, 

108, 374–391. https://doi.org/10.1037/edu0000098 

Yeager, D. S., Walton, G. M., Brady, S. T., Akcinar, E. N., Paunesku, D., Keane, L., Kamentz, 

D., Ritter, G., Duckworth, A. L., Urstein, R., Gomez, E. M., Markus, H. R., Cohen, G. L., 

& Dweck, C. S. (2016). Teaching a lay theory before college narrows achievement gaps 

at scale. Proceedings of the National Academy of Sciences, 113(24), E3341–E3348. 

https://doi.org/10.1073/pnas.1524360113 

Yin, R. K. (2012). Applications of case study research (3rd ed.). Sage. 

https://doi.org/10.46743/2160-3715/2015.2102
https://doi.org/10.46743/2160-3715/2015.2102
https://doi.org/10.1038/s41586-019-1466-y
https://doi.org/10.1037/edu0000098
https://doi.org/10.1073/pnas.1524360113


128 

 

Zarah, L. (2021, February 1). 7 Reasons why research is important. [Blow Post]. Owlcation. 

https://owlcation.com/academia/Why-Research-is-Important-Within-and-Beyond-the-

Academe 

  

https://owlcation.com/academia/Why-Research-is-Important-Within-and-Beyond-the-Academe
https://owlcation.com/academia/Why-Research-is-Important-Within-and-Beyond-the-Academe


129 

 

Appendix A: Institutional Review Board Approval Letter 

  



130 

 

Appendix B: Informed Consent 

Case Study: Teacher Mindsets and Its Impact on Instruction in 

Below is the notice for informed consent. Please read and select if you would like to participate. 

* Required   

Consent Form 
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Consent Form Continued 
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Consent Form Continued 
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Consent Form Continued 
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1. Please select the option you prefer * * 

 

Mark only one oval. 

I understand the above and consent to participate. Skip to question 2 

I do not wish to participate in your current study. 

Skip to section 3 (Thank you for your time and consideration.) 

 

Teacher Information 

2. Signature Confirming Consent * * 
 

 

 

3. Participant’s Years of Experience * 
 

 

 

4. Participant’s Current Teaching Assignment * 
 

 

 

5. Participant’s Email * 
 

 

 

6. Participant’s Phone Number * 
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Appendix C: Mindset Quiz 

Place a check in the column that identifies the extent to which you agree or disagree 

with the statement. 

 Strongly 

Agree 
Agree Disagree 

Strongly 

Disagree 

1. Your intelligence is something very basic 
about you that you can’t change very much. 

    

2. No matter how much intelligence you have, 
you can always change it quite a bit. 

    

3. You can always substantially change how 
intelligent you are. 

    

4. You are a certain kind of person, and there is 
not much that can be done to really change that. 

    

5. You can always change basic things about the  
kind of person you are. 

    

6. Music talent can be learned by anyone.     

7. Only a few people will be truly good at 
sports – you have to be “born with it.” 

    

8. Math is much easier to learn if you are male 
or maybe come from a culture who values 
math. 

    

9. The harder you work at something, the better 
you will be at it. 

    

10. No matter what kind of person you are, you 
can always change substantially. 

    

11. Trying new things is stressful for me 
and I avoid it. 

    

12. Some people are good and kind, and some are  
not – it’s not often that people change. 

    

13. I appreciate when parents, coaches, teachers  
give me feedback about my performance. 

    

14. I often get angry when I get feedback about my 

performance. 
    

15. All human beings without a brain injury or 
birth defect are capable of the same amount of 
learning. 

    

16. You can learn new things, but you can’t 
really change how intelligent you are. 

    

17. You can do things differently, but the 
important parts of who you are can’t really be 
changed. 

    

18. Human beings are basically good, but 
sometimes make terrible decisions. 
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19. An important reason why I do my school 
work is that I like to learn new things. 

    

20. Truly smart people do not need to try hard.     

Circle the number in the box that matches each answer. 

 

 Strongly 
Agree 

Agree Disagree 
Strongly 
Disagree 

1. ability mindset – fixed 
0 1 2 3 

2. ability mindset – growth 
3 2 1 0 

3. ability mindset – growth 
3 2 1 0 

4. personality/character mindset – fixed 
0 1 2 3 

5. personality/character mindset – growth 
3 2 1 0 

6. ability mindset – growth 
3 2 1 0 

7. ability mindset – fixed 
0 1 2 3 

8. ability mindset – fixed 
0 1 2 3 

9. ability mindset – growth 
3 2 1 0 

10. personality/character mindset - growth 
3 2 1 0 

11. ability mindset – fixed 
0 1 2 3 

12. personality/character mindset – fixed 
0 1 2 3 

13. ability mindset –growth 
3 2 1 0 

14. ability mindset – fixed 
0 1 2 3 

15. ability mindset – growth 
3 2 1 0 

16. ability mindset – fixed 
0 1 2 3 

17. personality/character mindset – fixed 
0 1 2 3 

18. personality/character mindset –growth 
3 2 1 0 
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19. ability mindset – growth 
3 2 1 0 

20. ability mindset – fixed 
0 1 2 3 

Total     

Grand 
Total 

    

 

Mindset Scale  

Strong Growth Mindset = 45 – 60 points  

Growth Mindset with some Fixed ideas = 34 – 44 points 

Fixed Mindset with some Growth ideas = 21 – 33 points  

Strong Fixed Mindset =0 – 20 points 
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Appendix D: Interview Guide 

1. What is your understanding of what it means to have a growth/fixed mindset? 

2. Do you think a person’s mindset matters? (Prompt: why or why not, please expand) 

3. How do you think your mindset affects your curriculum decisions? 

4. Do you think your mindset impacts your interactions with your students, parents, other 

staff members? (Prompt: why or why, please expand)  

5. Have you had any training about growth/fixed mindset? 

6. What has that training entailed? 

7. Do you think this training has made a difference in your instruction? 

8. Do you have any additional comments to share? 
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Appendix E: Focus Group Discussion Guide  

Greet participants as they join the video call. Make participants feel welcome and valued.  

Then move into expressing the purpose of the focus group: 

The purpose of this focus group is to examine teacher mindsets and the impact they have in a 

primary at-risk classroom. I will be recording our discussion for research purposes only. 

Information of identities will be kept confidential. If you do not want to take part, please feel free 

to leave the discussion at any time.  

Through a series of questions, I would like you to interact and expand on the topic of mindsets. I 

want your honesty as you elaborate on the following: your understanding, frustrations, how it 

impacts your instructional decisions, as well as your interactions with students, parents, and other 

colleagues. We have a lot to discuss, so let’s begin.  

Discussion 

1. How would you define a teacher with a fixed mindset? 

2. How would you define a teacher with a growth mindset? 

3. Do you battle between the two mindsets? (Prompt: why) 

4. When you battle between the two mindsets, what happens? 

5. What mindset do you tend to take on when you are dealing with a difficult student, 

parent, or co-worker? 

6. Which mindset dominates when you plan instruction? 

7. What happens when students do not understand or achieve after giving instruction? 

8. Do you have anything else you would like to share? 

Thank you all for taking part in our discussion. You have provided helpful information and I am 

so appreciative.  
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