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Abstract

The present study examined how preservice teachers’ perceived value of
teaching practice is influenced by their feeling of preparedness, perception of
student growth mindset, growth mindset about teaching ability, and the sup-
port they receive from mentor teachers. We analyzed data from 227 preser-
vice teachers from three universities in Southwest Nigeria for this study. In
line with extant literature, perception of mentoring positively mediates the
relationship between the feeling of preparedness and value of teaching prac-
tice experience. In essence, the more PTs feel prepared, the more they are
likely to positively perceive and benefit from mentoring and, consequently,
value their teaching practice experience. Additionally, we found that the more
PTs feel prepared, the higher they believe they could positively change their
teaching to influence student success. Consequently, the more they value
their teaching practice experience. We also observed that the relationship
between PT’s perception of students” growth mindset and value of teaching
practice is positively mediated by growth teaching mindset, however when
holding feeling of preparedness constant, the two variables were not signifi-
cantly related, except through the influence of the mediator. We concluded
with implications of findings, recommendations, and direction for future re-
search.
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1. Introduction

The expectancy-value theory has been used to explain the relationship between
achievement-related choices and students’ expectations for success and subjec-
tive task value in different domains, with a key focus on student learning (Eccles
& Wigfield, 200; Eccles, 2005; Wigfield et al., 2009). The expectancy-value model
posits that an individual’s motivation towards a given outcome is contingent
upon two primary factors: the perceived significance or value of the outcome
and the perceived probability of successfully achieving it (Wigfield & Eccles,
2000; Wigfield, 1994). This theoretical framework has been extensively studied
within the field of psychology and has been shown to have significant applica-
tions in understanding and predicting human behavior. Although researchers are
increasingly applying this theory to teaching and understanding teacher beha-
viors (Fielding et al., 2022; Richardson & Watt, 2014; Kuhn et al., 2022; Thomson
& Palermo, 2018), there is still a lot to be known. In the present study, we ex-
amine how preservice teachers’ feelings of preparedness as a proxy of expectan-

cies for success relate to the perceived value of their teaching practice experience.

1.1. Value of Teaching Practice

Teaching practice is one of the ways that teacher education programs afford
preservice teachers the opportunity to experience real-world teaching and per-
haps the closest approximation of practice (Schutz et al., 2018; Grossman et al.,
2009). Hence, it is a necessary experience every future teacher must have and a
critical component of teacher preparation. However, the teaching practice’s suc-
cess largely depends on the value that preservice teachers derive from partici-
pating in the apprenticeship experience (Brown et al., 2021). For instance, Bul-
lough et al. (2002) observed that preservice teachers who participated in part-
nership placements had a more positive experience and valued their teaching
practices more than those in single-placement teaching. They felt better sup-
ported and could take greater instructional risks in the classroom, resulting in
their students reporting relatively better learning experiences. Mentors in part-
nership placements were found to be more flexible and trusting. In another
study, Anderson et al. (2005) found that a combination of guided observations of
peers and unguided observations of cooperating teachers during early field ex-
periences had great value for preservice teachers. The authors further suggested
that training in guided observation techniques may provide a foundation for
making this experience more valuable for future teachers. Additionally, the pre-
service teachers valued the peer-observation experience, which, according to the

authors, may lead them to seek additional observation opportunities as in-service
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teachers. Based on the literature, we know there is variation in the values that
preservice teachers derive from their teaching practice experience (Darling-
Hammond et al., 2002; Brown et al., 2021).

Research suggests that people are more likely to undertake an activity if they
expect to do well and value the activity (Wigtfield et al., 2015). Additionally, ex-
pectations for success and task value are influenced by a combination of factors,
including personal characteristics such as abilities, experience, goals, self-concepts,
and beliefs. Likewise, they can be influenced by environmental factors such as
cultural contexts, social beliefs, and behaviors (Leaper, 2011; Eccles & Wigfield,
2002). Hence, we assume that the relationship between factors that foster expec-
tations for success, such as preservice teachers’ feelings of preparedness and their
value of teaching practice, is somewhat multiprong and not necessarily a simple
relationship. In this study, we examine, in addition to preservice teachers’ feel-
ings of preparedness, how preservice teachers’ ability beliefs and perception of
mentoring influence this relationship. In particular, we focus on growth mindset
about teaching ability (henceforth called growth teaching mindset, Frondozo et
al., 2020) and perception of mentoring as the two mediating factors in the rela-
tionships in the present study.

Research has shown that the relationship between self-beliefs and values is
complex. While initial accounts by Atkinson (1957, 1964) suggested that expec-
tancies and values were inversely related, recent empirical research has indicated
a positive correlation, which increases in strength as individuals age. This new
evidence has sparked a debate as to which of these two factors, self-beliefs or
values, exerts a causal influence on the other. A widely accepted position in
scholarly literature is that self-beliefs shape values. For instance, studies have
demonstrated that students tend to value tasks in which they are proficient and
tend to value tasks in which they believe they can perform exceptionally well.
This perspective is consistent with Bandura’s (1977) theory, which posits that
people derive pleasure from activities they perceive themselves as competent
(Bandura, 1997, 2000). Self-beliefs are considered a causal precursor to an indi-
vidual’s value system. Hence, in this study, we examine how preservice teachers’
perceived value of teaching practice is influenced by their feeling of prepared-
ness, perception of student growth mindset, growth teaching mindset, and the

support they receive from mentor teachers.

1.2. Feeling of Preparedness

Preservice teachers’ feelings of preparedness are crucial predictors of their ability
to perform teaching tasks and their self-efficacy to teach. Scholars have empha-
sized the importance of preservice teachers’ preparedness to meet the challenges
of the teaching profession (Brown et al., 2021; Darling-Hammond et al., 2002).
To enhance teacher preparation, there have been efforts to improve coursework
and classroom experiences, with an increasing focus on the benefits of student

teaching. Despite the lack of research on whether preservice teachers’ percep-
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tions of preparedness lead to actual preparedness in the classroom, several stu-
dies have indicated a relationship between feelings of preparedness and several
teacher outcomes, such as an increased teacher expectancy, enthusiasm, and
sense of teaching efficacy (Brown et al., 2021; Darling-Hammond et al., 2002;
Gurvitch & Metzler, 2009; Henson, 2002). The present study focuses on how
feeling of preparedness influences preservice teachers’ value of their teaching
practice, specifically factors that mediate this relationship.

In a study conducted by Brown et al. (2015), preservice teachers described the
elements of their student teaching experience that they deemed most valuable in
preparing them for their future teaching roles. The analysis yielded three main
themes: hands-on teaching, observation of experienced teachers, and a suppor-
tive relationship with their cooperating teacher. The preservice teachers strongly
asserted that the experience of being in a classroom and delivering lessons to
actual students was a crucial component of their teacher preparation. They also
highly valued the opportunity to observe how experienced teachers managed
their classes and taught their lessons. The preservice teachers regarded their
rapport with their mentor teacher as highly beneficial, providing valuable sup-
port, guidance, and opportunities throughout their teacher preparation. Addi-
tionally, the preservice teachers in their study emphasized the importance of
practical, real-world experiences in the classroom and the significance of having
a mentor teacher who is supportive and knowledgeable. These findings suggest
that, in addition to teacher preparation, the quality of interaction and experience
that preservice teachers have with their mentor teachers can positively influence
the value they derive from their teaching practice experience. Hence, in the
present study, we expect that preservice teachers’ mentoring experience would
mediate the relationship between their feeling of preparedness and the value that
they derive from their teaching practice. Additionally, we expect that in line with
the expectancy-value model, these relationships would be multiprong, influ-
enced by beliefs-related factors such as preservice teachers’ perception of student
growth mindset and their growth mindset about teaching ability (growth teach-

ing mindset).

1.3. Growth Mindset

In recent years, the concept of growth mindset (Dweck, 2006, 2014) has gar-
nered significant attention from educators and researchers alike. This term re-
fers to a collection of internal beliefs and assumptions regarding the malleability
of one’s intelligence and abilities. The academic literature highlights two primary
types of intelligence mindsets: fixed mindset, which is grounded in an entity
theory that views intelligence as fixed and deterministic, and growth mindset,
which is rooted in an incremental theory that affords greater agency in action
and outcomes. Dweck’s mindset theory proposes that an individual’s beliefs
about their attributes, including intelligence, talent, ability, and personality, sig-
nificantly impact their behavior, achievements, failures, and overall well-being

(Boylan et al., 2018, Delaney, 2021). Broadly a growth mindset is associated with

DOI: 10.4236/psych.2023.145037

690 Psychology


https://doi.org/10.4236/psych.2023.145037

S.A.O. Aina et al.

an incremental theory of intelligence, while a fixed mindset corresponds to an
entity theory of intelligence. However, a person’s mindset may vary depending
on the circumstances, and it is possible to cultivate a growth mindset over time
(Dweck & Master, 2009). While research into the impact of growth mindset on
student outcomes has been thoroughly explored, investigations into its applica-
bility to teacher mindsets and instructional practices are still in their infancy,
with a paucity of studies examining its associations with other teacher beliefs or
teaching methods (Thayer, 2020; Frondozo et al., 2020; Bostwick et al., 2020).

In this study, we focus on two growth mindset variables that pertain to pre-
service teachers: their perceptions of student growth mindset and their own be-
liefs about improving their teaching practices, referred to as growth teaching
mindset. These variables are essential for some reasons. Firstly, we aim to inves-
tigate how preservice teachers’ beliefs about student growth mindset may impact
their growth teaching mindset and practices. This line of inquiry is important
because studies demonstrate that growth-minded teachers recognize the poten-
tial for students’ development and provide the necessary support to facilitate
their improvement. They perceive errors as part of the learning process and pri-
oritize the strategies and efforts learners employ in their education (Dweck &
Master, 2009; Dweck, 2014).

Teachers’ mindsets play a crucial role in their teaching practices and the aca-
demic performance of their students. According to several studies, teachers with
fixed mindsets focus on high-performing students while disregarding those who
struggle academically. This is due to the belief that some students possess inhe-
rent abilities while others do not. Conversely, teachers with growth mindsets
view all students as capable of developing their skills and intelligence over time.
They utilize more effective teaching practices and provide additional guidance to
assist students encountering difficulties (Boylan et al.,, 2018; Delaney, 2021;
Dweck & Master, 2009).

Lee (1996) examined teachers’ instructional approaches based on their mind-
sets. The study revealed that teachers with fixed mindsets relied heavily on stu-
dents’ inherent intelligence and abilities, while those with growth mindsets pri-
oritized learners’ efforts and strategies in the learning process. Furthermore,
fixed-mindset teachers tended to offer limited assistance to their students, whe-
reas growth-mindset teachers provided learners with effective problem-solving
strategies and greater support to aid their learning. Their findings underscore
the importance of teachers’ growth mindset to facilitate student success, regard-
less of their current levels of intelligence. This involves equipping them with the
necessary strategies and support to enhance their performance (Wentzel, 2015;
Dweck, 2014; Lee, 1996; Varli & Yilmaz, 2020).

Secondly, we aim to examine how growth teaching mindset influences value
of teaching practice. We know that mindset influences teachers’ own practices.
Research suggests that teachers’ mindsets are strongly associated with their pre-
ferred teaching strategies. In particular, teachers with growth mindsets offer new
teaching strategies tailored to the needs of their students, while those with fixed
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mindsets tend to blame students for their lack of capabilities (Swann & Snyder,
1980; Watanabe, 2006; Varli & Yilmaz, 2020). Likewise, teachers with growth
mindsets are more interested in their students’ effort and development, while
those with fixed mindsets concentrate mainly on academic results (Gutshall,
2013, Wentzel, 2015; Dweck, 2014). According to Yeager et al.’s (2022) study, a
brief intervention targeting growth mindset had a positive impact on the math
grades of ninth-grade students. However, the authors found that this effect was
particularly concentrated among students whose teachers also held growth
mindsets. These findings highlight the importance of teachers’ mindsets in
shaping classroom environments and student learning outcomes.

Scholars have also suggested that teachers who embrace the notion of intelli-
gence as a malleable entity are more inclined to implement teaching practices
that encourage ongoing growth and improvement. In contrast, teachers who
subscribe to fixed intelligence tend to create adverse classroom environments
where errors are not tolerated, and underachieving students are often over-
looked (Butler, 2000; Plaks et al., 2001; Wentzel, 2015; Varli & Yilmaz, 2020).
Specifically, teachers with a growth mindset tend to perceive teaching as flexible,
allowing them to fulfill teaching responsibilities professionally and adaptively.
Conversely, teachers with a fixed mindset tend to consider teaching a fixed trait,
exhibiting risk aversion and low resilience when faced with setbacks (Yeager &
Dweck, 2012; Rissanen et al., 2016, 2019; Dweck, 2014; Lin et al., 2022). Conse-
quently, cultivating a growth mindset may enhance teachers’ self-efficacy and
motivate them to perform more effectively. Hence, in this study, we examine
factors that influence growth teaching mindset and how, consequentially,
growth teaching mindset influences the perceived value of their teaching prac-
tice experience. Interestingly, prior studies have not thoroughly examined these

multiprong relationships.

1.4. Research Questions

The present study examined the multiprong relationship between preservice
teachers’ feeling of preparedness, their perception of student growth mindset,
and the value they derive from their teaching practice. Primarily, it sought to
understand the mediating roles of perception of mentoring and growth teaching
mindset. In specific, the present study answers three key questions:

1) To what extent does preservice teachers’ perception of mentoring mediate
the relationship between feeling of preparedness and perceived value of teaching
practice?

2) To what extent does growth teaching mindset mediate the relationship be-
tween the feeling of preparedness and perceived value of teaching practice?

3) To what extent does growth teaching mindset mediate the relationship be-
tween perception of student growth mindset and perceived value of teaching
practice?

The envisioned relationships among these variables as investigated in the

present study are presented in visual form in Figure 1.
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Mentoring

Value

S.Mindset

b, =b, = 0.24%*
a,=0.32%*

T.Mindset

Figure 1. Mediation diagram showing the effects of feeling of preparedness and percep-
tion of student growth mindset on value of teaching practice via perception of mentoring
and growth teaching mindset, **p < 0.001 and *p < 0.05, B = 0.04, Adjusted R = 0.03,
A2,224) = 4.99, p=0.01.

2. Methods
2.1. Participants

We recruited preservice teachers (PTs) from three universities in Southwest Nigeria
for this study. We shared the link to the online survey (Google form) with the
students, and 346 responded. After data cleaning, removing duplicate submis-
sions, and participants less than 18 years, the final analyses were done on 227
participants, with their age range between 18 and 34 years. Among them, 165
were ages 18 - 24 (73%) and 61 were ages 25 - 34 (27%); 75 were male (33%), and
151 were female (67%). In terms of years in the program, 11 were in year 2 (5%),
71 were in year 3 (31%), and 145 were in year 4 (64%). In terms of role during
teaching experience, 11 observed a mentor (5%), 46 taught a class (20%), and
170 observed and taught a class (75%); 66 taught elementary students (29%), 69
taught middle school students (30%), and 92 taught high school students (41%).
Regarding experience and subject taught, 107 have done one teaching practice
(47%), 114 have done two teaching practices (50%), and 6 have done three
teaching practices (3%); while 16 taught mathematics (10%), 37 taught science
(23%), 46 taught literacy (29%), 4 taught sports (2%) and 58 taught social stu-
dies/government (36%). We present participant demographics in Table 1.

2.2. Measures

2.2.1. Feeling of Preparedness
This study measured preservice teachers’ feeling of preparedness using the per-
ceptions of preparedness scale (Darling-Hammond, 2006). The scale has twen-

ty-nine items and five subconstructs, which include 1) Design curriculum and
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Table 1. Participant demographics.

Variables Subgroups Frequency  Percent
Male 75 33
Gender Female 151 66.5
Total 226 99.6
18 -24 165 72.7
Age 25-34 61 26.9
Total 226 99.6
Year 2 (200 Level) 11 4.8
Year 3 (300 Level) 71 313
School year
Year 4 (400 Level) 145 63.9
Total 227 100
Observed a mentor 11 4.8
Taught a class or lesson 46 20.3
Teaching practice role
Observed and taught a class 170 74.9
Total 227 100
Elementary or Primary school 66 29.1
Middle or Junior School 69 30.4
Grade taught
High or Senior School 92 40.5
Total 227 100
Mathematics 16 7.0
Science/Chemistry/Physics 37 16.3
Literacy/Art/Language 46 20.3
Subject taught
Sports 4 1.8
Social studies/Government 58 25.6
Total 161 70.9
One 107 47.1
Two 114 50.2
Teaching practice times
Three 6 2.6
Total 227 100

instruction (9 items, a = 0.92), 2) Support diverse learners (6 items, a = 0.88), 3)
Use assessment to guide learning and teaching (4 items, a = 0.83), 4) Create a pro-
ductive classroom environment (6 items, a = 0.86), and 5) Develop professionally
(4 items, a = 0.87). All candidates rated their preparation in response to the
question “How well do you think your teacher preparation prepared you to...”
on a 4-point scale, where 1 = “Not prepared, 2 = “Somewhat prepared,” 3 = “well
prepared” and 4 = “very well prepared.” An overall Cronbach’s alpha value of
0.96 was obtained for the perceptions of preparedness in the present study. We

present all items and subconstructs of the feeling of preparedness scale used in

this present study in Table 2.
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Table 2. Feeling of preparedness.

Feeling of preparedness items N Mean SD Min. Max.

Design curriculum and instruction
1. Develop curriculum that builds on students’ experiences, interest, and abilities. 227  3.19 0.75 1 4

2. Teach the concepts, knowledge, and skills of your discipline in ways that enable students to
227 324 0.68 1 4

learn.

3. Evaluate curriculum materials for their usefulness and appropriateness for your students. 227  3.14  0.69 2 4
4. Create interdisciplinary curriculum. 226 3.03 0.74 1 4
5. Use instructional strategies that promote active student learning. 227 326 0.71 2 4
6. Relate classroom learning to the real world. 225 329 071 1 4
7. Provide a rationale for your teaching decisions to students, parents, and colleagues. 224 3.13 0.70 1 4
8. Develop students’ questioning and discussion skills. 225 3.18 0.74 1 4
9. Use knowledge of learning, subject matter, curriculum, and student development to plan

instruction. 226  3.16 0.67 1 4

Support diverse learners
10. Understand how different students are learning. 226 323 0.62 2 4

11. Understand how students’ social, emotional, physical, and cognitive development
. . 226  3.25 0.69 1 4
influences learning.

12. Engage students in cooperative work as well as independent learning. 227  3.14 0.69 1 4
13. Teach students from a multicultural vantage point. 227  3.04 0.77 1 4
14. Encourage students to see, question, and interpret ideas from diverse perspectives. 226  3.15 0.73 1 4
15. Understand how factors in the students’ environment outside of school may influence

1k . 226 3.15 0.67 1 4
their life and learning.

Assessing student learning

16. Work with parents and families to better understand students and to support their learning. 226  3.00 0.80 1 4

17. Use variety of assessments (e.g., observation, portfolios, tests, performance tasks, 326 316 070 ) 4
anecdotal records) to determine student strengths, needs, and programs. ’ ’

18. Give productive feedback to students to guide their learning. 225 321 0.71 1 4
19. Help students learn how to assess their own learning. 226  3.17 0.74 1 4

Create a productive classroom environment

20. Set challenging and appropriate expectations of learning and performance for students 227  3.04 0.73 1 4
21. Help all students achieve high academic standards. 225 3.08 0.75 1 4
22. Teach in ways that support new English language learners. 225 3.06 0.76 1 4
23. Help students become self-motivated and self-directed. 227  3.19 0.69 1 4

24. Use effective verbal and nonverbal communication strategies to guide student learning
. 226 3.15 0.73 1 4
and behavior.

25. Maintain discipline and an orderly, purposeful learning environment. 226 323  0.66 1 4

Develop professionally

26. Use technology in the classroom. 225 3.05 0.88 1 4

27. Resolve interpersonal conflicts. 226 3.10 0.73 1 4

28. Plan and solve problems with colleagues. 227 3.15 0.77 1 4

29. Assume leadership responsibilities in your school. 226 3.13  0.79 1 4
Overall Question

30. Overall, how well do you feel your program prepared you for teaching? 225 327 0.70 1 4
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2.2.2. Perception of Mentoring

The present study measured PT’s perception of mentoring using an adapted ver-
sion of the 15-item measure called the Learning Climate Questionnaire (Wil-
liams et al.,, 1994), which asks students to respond to questions on Likert-type
scales regarding the extent to which they feel supported by their mentor teacher
during teaching practice. Examples of questions include, “I feel that my mentor
teacher provides me choices and freedom to use my initiatives.” and “I feel un-
derstood by my mentor teacher.” The LCQ has a single underlying factor with
high internal consistency (Williams & Deci, 1996). The Learning Climate Ques-
tionnaire (LCQ) score is calculated as the average of the 15 items. The items in
the questionnaire, as shown in Table 3, were rated on a 7-point Likert scale
(Strongly disagree, disagree, somewhat disagree, neither agree nor disagree,
somewhat agree, agree, and strongly Agree), and a Cronbach’s alpha value of

0.89 was obtained for this questionnaire in the present study.

2.2.3. Growth Mindset about Teaching Ability

The preservice teachers completed the Teacher Growth Mindset scale (part of
the Panorama Teacher and Staff Survey) developed by Moulton and Gehlbach
(2014). As shown in Table 4, the scale consists of eight items, and sample items
include “To what extent can teachers increase how much their most difficult stu-
dents learn from them?”, “How much can teachers improve their classroom man-

agement approaches?” and “To what extent can teachers change their intelligence

Table 3. Perception of mentoring questionnaire.

Perception of mentoring questionnaire items N Mean SD Min. Max.

1. I feel that my mentor teacher provides me choices and freedom to use my initiatives. 227  5.68 1.49 1 7
2.1 feel understood by my mentor teacher. 227 574 1.29 1 7
3.Tam able to be open with my mentor teacher during my field experience. 227 571 137 1 7
4. My mentor teacher conveyed confidence in my ability to do well as a classroom teacher. 227 597  1.20 1 7
5.1 feel that my mentor teacher accepts me. 227 595 124 1 7
6. My mentor teacher made sure I really understood the goals of the mentorship and what I

need to do. 226 583 1.28 1 7
7. My mentor teacher encouraged me to ask questions. 227 593 1.14 1 7
8.1 feel alot of trust in my mentor teacher. 226 562 1.24 1 7
9. My mentor teacher answers my questions fully and carefully. 225 591 1.02 1 7
10. My mentor teacher listens to how I would like to do things. 226 557 133 1 7
11. My mentor teacher handles people’s emotions very well. 226 559 1.14 1 7
12. I feel that my mentor teacher cares about me as a person. 226 558 1.20 1 7
13. 1 don’t feel very good about the way my mentor teacher talks to me. 226 277 1.78 1 7
14. My mentor teacher tries to understand how I see things before suggesting a new way to

do things. 225 550 1.32 1 7
15. I feel able to share my feelings with my mentor teacher. 225  5.05 1.62 1 7
DOI: 10.4236/psych.2023.145037 696 Psychology
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Table 4. Growth mindset about teaching ability.

Growth teaching mindset items

N Mean SD Min. Max.

1. To what extent can teachers increase how much their most difficult students learn from them? 225 3.96 0.99 5
2. How easily can teachers change their teaching style to match the needs of a particular class? 226 3.58 0.99 5
3. To what extent can teachers improve their implementation of different teaching strategies? 225 3.99 0.88 5
4. How possible is it for teachers to change their ability to work with dissatisfied parents? 225 3.66 0.97 5
5. How much can teachers improve their classroom management approaches? 225 422 0.83 5
6. Over the course of a school year, to what extent can teachers improve the clarity of their 5 398 0.92 5
explanations of challenging concepts?

7. To what extent can teachers change their intelligence about the subjects that they teach? 223 411 0.90 5
8. How possible is it for teachers to change how well they relate to their most difficult students? 225 4.05 094 1 5

about the subjects that they teach?”. Responses were recorded on a 5-point Li-
kert-type scale ranging from 1 (not at all confident/effective/easily) to 5 (ex-
tremely confident/effective/easily), and a Cronbach’s alpha value of 0.83 was ob-

tained for this scale in the present study.

2.2.4. Perception of Student Growth Mindset

The students completed the Student Growth Mindset scale (part of the Panora-
ma Teacher and Staff Survey) developed by Moulton and Gehlbach (2014). As
shown in Table 5, the scale consists of eight items, and sample items include
“How much talent they have” and “How much effort they put forth,” to which
preservice teachers rated what extent they believe students have the potential to
change. Responses were recorded on a 5-point Likert-type scale ranging from 1
(not at all possible to change/cannot improve at all/cannot change at all) to 5
(completely possible to change/can improve a tremendous amount/can change a
tremendous amount), and a Cronbach’s alpha value of 0.76 was obtained for this

scale in the present study.

2.2.5. Value of Teaching Practice

The students completed the modified version of the brief value subscale in the
Expectancy-Value-Cost (EVC) Scale, consisting of three items measuring value
(Kosovich et al., 2015). As shown in Table 6, the scale has three items and a
sample item includes “I think my teaching practice experience is important to
me.” Responses were recorded on a 6-point Likert-type scale ranging from 1
(strongly disagree) to 6 (strongly agree), and a Cronbach’s alpha value of 0.89

was obtained for this scale in the present study.

3. Results
3.1. Descriptive Analysis
We describe the study variables using means, standard deviation, minimum and

maximum. Association between variables was measured using bivariate Pearson

correlations. As shown in Table 7, the five scales used in this study had acceptable
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Table 5. Perception of student growth mindset.

Student growth mindset items N Mean SD Min. Max.
1. How much talent they have? 227 371 1.05 1 5
2. How much effort they put forth? 226 391 0.97 1 5
3. How well they behave in class? 225  4.08 097 1 5
4. How much they like the content in your class? 226  3.98  0.92 1 5
5. How easily they give up? 227 3.70  1.09 1 5
6. Their intelligence. 226 379 1.01 1 5

Table 6. Value of field experience questionnaire.

Value of field experience items N Mean SD Min. Max.

1. I think my teaching practice experience is
. 226 530 092 1 6
important to me.

2. I value my teaching practice experience. 226 528 0.86 1 6
3. I think my teaching practice experience is useful. 227 5.34 0.80 1 6

Table 7. Descriptive statistics and correlation matrix.

1 2 3 4 5

1. T.Mindset (0.83)

2. S.Mindset 0.45 *** (0.76)

3. Prepared 0.49 *** 0.36 *** (0.96)

4. Climate 0.20 ** 0.19 ** 0.25 *** (0.89)

5. Value 0.29 *** 0.16 * 0.18 ** 0.39 *** (0.89)
Mean 3.95 3.86 3.14 5.51 5.33

SD 0.62 0.67 0.52 0.79 0.67

Min. 2.13 1.67 1.90 2.80 2.67
Max. 5.00 5.00 4.00 7.00 6.00

Note. *p < 0.05, ** p < 0.01, ***p < 0.001. Cronbach’s alpha coefficients are in parentheses
along the diagonal.

reliability coefficients, with Cronbach’s alpha coefficients ranging from 0.76 to
0.96 (see the parentheses along the diagonal in Table 7). All variables observed
in this study were positively correlated with each other. The two strongest cor-
relations are between feeling of preparedness and growth teaching mindset (r =
0.49) and student growth mindset and growth teaching mindset (r = 0.45), re-
spectively. Table 7 presents the descriptives and correlations for the variables
used in the analysis.

The twenty-nine-item feeling of preparedness has a mean score of 3.14 (SD
= 0.52). Preservice teachers (PT) reported feeling most prepared to “Relate
classroom learning to the real world” (M = 3.29, $D = 0.71) and similarly to
“Use instructional strategies that promote active student learning” (M = 3.26, SD

= 0.71), while they felt least prepared to “Create interdisciplinary curriculum”
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(M =3.03, SD = 0.74). In supporting diverse learners, PT reported feeling most
prepared to “Understand how students’ social, emotional, physical, and cogni-
tive development influences learning” (M = 3.25, SD = 0.69), but they felt least
prepared to “Teach students from a multicultural vantage point” (M = 3.04, SD
= 0.77). In assessing student learning, PT reported feeling most prepared to
“Give productive feedback to students to guide their learning” (M = 3.21, $D =
0.71), but they felt least prepared to “Work with parents and families to better
understand students and to support their learning” (M = 3.00, SD = 0.80). In
creating a productive classroom environment, PT reported feeling most pre-
pared to “Maintain discipline and an orderly, purposeful learning environment”
(M= 3.23, SD = 0.66). However, they felt least prepared to “Set challenging and
appropriate expectations of learning and performance for students” (A = 3.04,
SD = 0.73). In developing professionally, PT reported feeling most prepared to
“Plan and solve problems with colleagues” (M = 3.15, D = 0.77), but they felt
least prepared to “Use technology in the classroom” (M= 3.05, SD = 0.86).

3.2. Mediation Analysis

Firstly, we report the results of the total effects of feeling of preparedness and
perception of student growth mindset on value of teaching. The result of re-
gressing value of teaching practice on PT’s perception of student growth mindset
and PT feeling of preparedness showed that after controlling for perception of
student growth mindset, the total effect of feeling of preparedness on their per-
ceived value of teaching practice was significant (¢, = 0.14, p = 0.04). However,
when holding feeling of preparedness constant, the total effect of perception of
student mindset on their perceived value of teaching practice was not significant
(c, = 0.11, p = 0.13), R = 0.04, Adjusted R = 0.03, A2, 224) = 4.99, p = 0.01.
Hence, we examined the mediational roles of perception of mentoring and
growth teaching mindset in these relationships. To do that, we conducted a pa-
rallel mediation analysis.

Secondly, we examine the mediating roles of perception of mentoring and
growth teaching mindset in the relationships between value of teaching practice
and the predictors, perception of student growth mindset, and feeling of prepa-
redness. A parallel multiple mediation analysis was conducted using the
JAMOVI GLM mediation model and 5000 bootstrapping samples. The media-
tion analysis results are presented in Table 8 and Figure 1, showing the point
estimates of the indirect effects (a,b,, a,0,, and a,b;) with a corresponding 95%
confidence interval. We interpreted the indirect effect as significant when zero is
not located between the lower and upper boundaries of the 95% confidence in-
terval (Hayes, 2009, 2018).

3.2.1. To What Extent Does Perception of Mentoring Mediate the
Relationship between Feeling of Preparedness and Value of
Teaching Practice?

As shown in Figure 1, in the present study, the results showed that higher levels
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Table 8. Indirect and total effects.

95% CI (a)
Type b SE B z p
Lower  Upper

Indirect  Prepared = Mentor = Value (a,5,) 0.12 0.05 0.01 0.22 0.09 2.22 0.026
Prepared = T.Mindset = Value (a,b,) 0.12 0.04 0.04 0.19 0.09 3.22 0.001
S.Mindset = T.Mindset = Value (a,b;) 0.07 0.03 0.02 0.13 0.07 2.79 0.005
Component Prepared = Mentor (a,) 0.39 0.12 0.15 0.62 0.25 3.25 0.001
Mentor = Value (5,) 0.30 0.10 0.11 0.50 0.36 3.02 0.003
Prepared = T.Mindset (a,) 0.46 0.08 0.30 0.63 0.38 5.44 <.001
T.Mindset = Value (b, = b;) 0.25 0.07 0.11 0.39 0.24 3.55 <.001
S.Mindset = T.Mindset (a,) 0.29 0.06 0.17 0.41 0.32 4.74 <.001
Direct Prepared = Value (C}) -0.03 0.09 -0.21 0.16 -0.02 -0.30 0.763
S.Mindset = Value (C}) -0.01 0.07 -0.14 0.13 -0.01 -0.11 0.912
Total Prepared = Value (c,) 0.19 0.09 0.01 0.36 0.14 2.05 0.041
S.Mindset = Value (c,) 0.11 0.07 -0.03 0.24 0.11 1.52 0.129

Note. (a) Confidence intervals are computed with the method: Parametric bootstrap. Note. Betas are completely standardized

effect sizes. Prepared = feeling of preparedness. Mentor = perception of mentoring. S.Mindset = perception of student growth

mindset. T.Mindset = growth teaching mindset. Value = value of teaching practice.

of preparedness are associated with higher levels of perception of mentoring (a,
= 0.25, p = 0.01); likewise, higher levels of perception of mentoring are asso-
ciated with increased value of teaching practice (b, = 0.36, p = 0.002). The 95%
bootstrap confidence interval for the specific indirect effect (2,6, = 0.09) based
on 5000 bootstrap samples did not cross 0 (0.00 to 0.20) and is, therefore, statis-
tically significant. The direct effect of preparedness on value of teaching practice
(c; =-0.01) did not reach significance (-0.21 to 0.15) after controlling for per-
ception of mentoring, growth teaching mindset, and perception of student

growth mindset.

3.2.2. To What Extent Does Growth Teaching Mindset Mediate the
Relationship between Feeling of Preparedness and Value of
Teaching Practice?

As presented in Figure 1 and Table 8, the results further showed that higher le-
vels of preparedness are associated with higher levels of preservice teacher
mindset (a, = 0.38, p < 0.001); likewise, higher levels of preservice teacher mind-
set are associated with increased value of teaching practice (b, = 0.24, p < 0.001).
The 95% bootstrap confidence interval for the specific indirect effect (a,b, =
0.09) based on 5000 bootstrap samples did not cross 0 (0.04 to 0.19) and is,
therefore, statistically significant.

3.2.3. To What Extent Does Growth Teaching Mindset Mediate the
Relationship between Perception of Student Growth Mindset and
Value of Teaching Practice?

Also, the results showed that higher levels of perception of student mindset are
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associated with higher levels of preservice teacher mindset (a; = 0.32, p < 0.001);
likewise, higher levels of preservice teacher mindset are associated with in-
creased value of teaching practice (b, = 0.24, p < 0.001). The 95% bootstrap con-
fidence interval for the specific indirect effect (2,6, = 0.07) based on 5000 boot-
strap samples did not cross 0 (0.02 to 0.12) and is, therefore, statistically signifi-
cant. The direct effect of perception of student growth mindset on value of
teaching practice (¢, = —0.01) did not reach significance (-0.14 to 0.12) after
controlling for growth teaching mindset, perception of mentoring, and feeling of

preparedness.

4. Discussion

Researchers have shown that feeling of competence is positively associated with
value of learning. People are more likely to value activities they feel competent
about than those they have low competence in. In this study, feeling of prepa-
redness positively predicted value of teaching practice; but PT’s perception of
student growth mindset did not directly affect their value of teaching practice
after controlling for feeling of preparedness. The finding of the present study
aligns with existing research that suggests that feeling of competence is positively
related to value for learning (Wigfield et al., 2015, 2009; Brown et al., 2015).

4.1. The Importance of Positive Teacher Mentoring Experience

In line with extant literature, perception of mentoring was also found to posi-
tively mediate the relationship between feeling of preparedness and PT’s value of
their teaching practice experience. In essence, the more PT feel prepared, the
more they are likely to benefit from mentoring and, consequently, value their
teaching practice experience more. This finding underscores the importance of
teacher mentors in PT’s experience and value of teaching. Mentors serve as ex-
cellent reinforcers that can consolidate the work that teacher education pro-
grams do in helping PT value their experience and work as future teachers
(Brown et al., 2015, 2021). Relatively, mentoring has a stronger influence on
value of teaching than feeling of preparedness has on mentoring, which further
underscores the influence and importance of mentoring to preservice teacher

education.

4.2. The Role of Growth Mindset about Teaching Ability

This study also found that the more PTs feel prepared, the higher they believe
that they can positively change their teaching to influence student success posi-
tively, and as a consequence, the more they value their teaching practice expe-
rience. In essence, teacher preparation positively influences their belief about
their ability to change their practice and positively impacts their student learn-
ing. This finding reflects research indicating that instructional practices wield a
relatively more powerful influence than teacher mindset on student success
(Haimovitz & Dweck, 2017; Muijs & Reynolds, 2002; Darling-Hammond et al.,
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2002). The influence of preparation on PT’s value of their teaching practice ex-
perience is exerted through their belief in their ability to change their practice
and influence their student learning. In actual fact, the direct relationship be-
tween feeling of preparation and value of teaching practice no longer held after
controlling for the indirect effect of growth teaching mindset, further showing
that the relationship between the two variables is indirectly determined by the

teacher mindset.

4.3. The Importance of Belief about Student and Teacher Growth
Mindset

Furthermore, the current study showed that the relationship between PT’s per-
ception of students’ growth mindset and their value of teaching practice is posi-
tively mediated by growth teaching mindset. Specifically, PTs who are more
likely to believe that students can positively influence their own learning are also
more likely to believe in their own ability to change their own practice to posi-
tively impact student learning and, consequently, value their teaching practice
experience more (Dweck, 2014).

In essence, the influence of PT’s perception of student growth mindset on
their value of their teaching practice experience is reflected through their belief
in their ability to change their practice and influence their student learning. In
actual fact, the direct relationship between PT’s perception of student growth
mindset and value of teaching practice no longer held after controlling for the
indirect effect of growth teaching mindset, further showing that the relationship
between the two variables is indirectly determined by growth teaching mindset.
It seems that PT’s perception of student growth mindset is only related to their
value of teaching practice because perception of student growth mindset influ-
ences growth teaching mindset, which in turn influences their value of teaching
practice. Therefore, we can conclude that one of the ways that PT’s perception of
student growth mindset exerts its influence on value of teaching practice is

through growth teaching mindset.

5. Limitation and Direction for Future Research

Although this study uncovered factors that influence PT’s value of their teaching
practice experience and variables through which those effects are exerted, it is
crucial to consider a few limitations. First, the present study only included data
from preservice teachers from three teacher education programs in Southwest
Nigeria. The demography and experience of PT in other teacher education pro-
grams in other regions might be different. Second, although the scales used in
the present study are carefully selected and have proven reliable and valid, data
reported in the present study are based on self-report, which has its constraints
regarding methodological and unavoidable biases. It is, therefore, vital for future
studies to pay attention to these constraints by including more teacher education

programs, extending the geographical coverage, and collecting data through
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multiple means and sources, such as conducting field observations, interviews,
and focused groups to help mitigate the constraints of surveys and yield more

robust information for reaching more profound conclusions.

6. Practical Recommendations and Conclusions

6.1. Pay More Attention to Preservice Teachers’ Areas of
Incompetence

Similar to previous studies, preservice teachers in the current study rated them-
selves as most prepared to relate classroom learning to the real world and use in-
structional strategies that promote active student learning while feeling least
prepared in creating an interdisciplinary curriculum, using technology to sup-
port their student learning, and working with parents to better support their
students (Brown et al., 2015; Darling-Hammond et al., 2002). The Organization
for Economic Co-operation and Development (OECD) has reported that only a
small percentage of teachers, accounting for twenty percent, stated that their
continuous professional development programs offer training for teaching in
multicultural or multilingual environments, although significant cross-country
differences were observed (Schleicher, 2018). This also aligns with findings by
Brown et al. (2015) and Darling-Hammond et al. (2002) and suggests that there
is still a lot to be done by teacher education programs and educators to equip
future teachers with the knowledge, skills, and experience they need to develop
competence and expertise in these areas. Additionally, there is a need to invest in
technology facilities and hands-on curriculum to prepare teacher candidates to
be proficient and competent in integrating technology into their lessons and
classrooms. The Organization for Economic Co-operation and Development
(OECD) has revealed that the integration of information and communication
technology (ICT) into teaching practices is not yet prevalent among educators.
For instance, among countries that participated in OECD’s Teaching and
Learning International Survey (TALIS), a minority of teachers, just about forty
percent, use ICT in their pedagogy. School principals also attribute low technol-
ogy integration to a shortage of computers, internet access, and software, which
are considered significant barriers to providing quality education. Many teachers
across TALIS countries have identified training in ICT for teaching and
workplace technology as the second and third most crucial requirements for
their professional development (OECD, 2015, 2019; Schleicher, 2018).

6.2. Equip Teacher Mentors with Skills for Socioemotional
Support

The present study also suggests that the focus should not only be on improving
teacher preparation but equally on providing training to teacher mentors, con-
sidering their influence on preservice teachers’ teaching practice experience and
growth. In the present study, PT felt their mentor teachers conveyed confidence

in their ability to do well as classroom teachers but rated least their ability to
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share their feelings with their mentor teacher. Hence, teacher mentors need to be
better prepared and aided to support future teachers affectively, creating a safe
environment for them to be vulnerable and comfortable sharing their feelings
and thoughts. It is vital to equip teacher mentors with the coaching skills needed
to support PT during teaching practice to instill confidence in them and help
them feel heard and affirmed.

6.3. Engage Preservice Teachers’ Beliefs about Teaching Ability
Critically

Additionally, the relationship between feeling of preparedness and value of
teaching practice was mediated by growth teaching mindset, suggesting that
teacher education program and curriculum should be intentional about posi-
tively influencing preservice teachers’ growth mindset about teaching ability,
particularly helping them see how possible it is for them to make incremental
changes to their practices that are capable of causing significant changes in their
student learning and success. It might be helpful to provide classroom cases of
real-world changes that expert and beginning teachers are making in the class-
rooms, and how those positively impact student learning outcomes (Aina & Ai-
na, 2023; Aina et al., 2022). Preservice teachers should also be asked to regularly
respond to growth teaching mindset surveys (e.g., Teacher Growth Mindset
Scale by Moulton & Gahlbach, 2014) so that teacher educators can uncover crit-
ical areas needing attention, track growth over time, and monitor how that va-

ries from person to person.

6.4. Address Negative Beliefs about Student Growth Mindset
Proactively

Furthermore, growth teaching mindset also mediates the relationship between
perception of student growth mindset and value of teaching practice. This sug-
gests that preservice teachers’ growth mindset beliefs—both of their students
and their own teaching ability—matter. Hence, teacher education curricula
should pay closer attention to preservice teachers’ beliefs about their students’
abilities that might negatively impact their practices and, consequently, their ex-
perience and value for teaching. As mentioned before, there is a need to contin-
ue to re-orient future etchers about ability beliefs about intelligence and talents

and how those impact their practices implicitly and explicitly.
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