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Abstract

Professional development for Early Childhood Education (ECE) teachers requires a growth mindset
to address instructional challenges and limited access to training, particularly in rural areas. This study
aims to examine the association between growth mindset and professional development orientation
among ECE teachers in Manggarai Regency, East Nusa Tenggara, Indonesia. Using a descriptive
guantitative survey approach, data were collected through a closed-ended Likert-scale questionnaire
completed by 29 teachers. Data were analyzed using descriptive statistics (means, standard
deviations, and score ranges) across four categories: growth mindset, professional engagement,
reflective teaching, and perceived impacts on children’s behavior. The results indicate a strong growth
mindset (M = 3.98) and high professional engagement (M = 4.03), although participation in learning
communities varied; reflective teaching was also high (M = 3.94), and teachers reported increased
children’s independence and learning enthusiasm (M = 3.98). These findings imply the need for
context-specific training and strengthened teacher collaboration/learning communities to enhance
reflective practice and improve the quality of ECE provision.
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1. INTRODUCTION

Growth mindset, a concept introduced by Carol Dweck, refers to the belief that abilities and
intelligence can be developed through effort, perseverance, and learning from experience (Bruijns
dkk., 2021). In the context of early childhood education (ECE), implementing a growth mindset is
essential because it can strengthen teacher quality and instructional effectiveness. Teachers with a
growth mindset tend to approach challenges as opportunities to learn and to refine practice, which
helps them cope with teaching difficulties and sustain improvement (Feida Noorliala Istiadah &
Rahmat Permana, 2023a). Moreover, teachers who embody a growth mindset can serve as positive

role models for children by encouraging constructive attitudes toward learning and social interaction
(Jensen dkk., 2017).
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Growth mindset is also closely related to the professional development of early childhood
educators. Continuous learning enables teachers to create supportive and inspiring learning
environments for children, and effective professional development is associated with improved child
learning outcomes and higher-quality teacher-child interactions (Wallace & Mills, 2019). This issue is
particularly relevant in Indonesia, where many early childhood educators face barriers such as limited
training opportunities, resource constraints, and insufficient professional support (Laili dkk., 2023).

Currently, ECE teachers in Indonesia face multiple challenges in improving teaching quality,
including inadequate training opportunities, limited access to educational resources, and a general
lack of emphasis on professional development (Crawford dkk., 2021). Research by Istiadah and
Permana (Feida Noorliala Istiadah & Rahmat Permana, 2023b) highlights the need for a more holistic
understanding of physical literacy and its implementation in classroom instruction, illustrating how
training should build teachers’ confidence and pedagogical competence (P6lzl-Stefanec, 2021). Given
that early childhood education is a critical foundation for children’s future development, teacher
professional development programs that explicitly promote growth mindset and effective learning
practices are needed to support sustainable improvement in ECE settings (Ardiyansyah dkk., 2021).

Although interest in teacher growth mindset has increased, evidence on how it translates into
professional learning and enacted practice remains mixed and context-dependent. A recent meta-
analysis reports that teachers’ growth mindset shows only small associations with outcomes and that
evidence varies across constructs and measures (Bardach dkk., 2024). Studies also caution that
teachers’ self-reported growth mindset may not align with observed growth-mindset-oriented
practices, pointing to a belief-practice gap and the need for triangulated measurement (Zhang & He,
2024). A recent review similarly emphasizes that mindsets and growth-oriented practices can be
influenced by teacher education and professional development, yet implementation is strongly
shaped by contextual conditions (Laine & Tirri, 2023). Empirical work on teacher professional
development further suggests that growth mindset and self-efficacy can interact with school
leadership factors in shaping teachers’ professional attitudes and adoption of teaching strategies (Lin
dkk., 2022). However, Indonesian literature remains limited in integrating these insights to examine
how growth mindset relates to ECE teachers’ professional engagement, reflective practice, and
learning-related outcomes, especially in resource-constrained contexts (Dunn-Carver dkk., 2013).
This study addresses the gap by providing empirical mapping evidence from ECE teachers in
Manggarai Regency, East Nusa Tenggara.

Through this survey, the study aims to explore the relationship between growth mindset and
the professional development of early childhood educators in Indonesia. It also focuses on identifying
the challenges teachers face in adopting and enacting a growth mindset and seeks actionable
solutions to improve teaching quality within ECE settings. By clarifying how growth mindset relates
to professional engagement and reflective teaching, this study is expected to provide practical
recommendations for teacher education and to support sustainable improvement efforts in early
childhood education (Gozali & Khairani, 2021). Ultimately, this study highlights the importance of
supporting ECE teachers in Indonesia and underscores the need to integrate growth mindset
principles into professional training and development programs. By strengthening teachers’ learning
orientations and professional learning conditions, teaching quality is expected to improve and to
positively support children’s social and emotional development (Gozali & Khairani, 2021).

2. METHODS

This study used a cross-sectional descriptive quantitative survey to map ECE teachers’
growth mindset tendencies and professional development engagement in a natural school setting.
The design was selected to provide a measurable snapshot of teachers’ self-reported orientations at
one point in time, allowing tendencies across indicators to be summarized numerically (e.g., means
and score dispersion) without manipulating any variables.

The study collected numeric questionnaire data (Likert-scale item scores) from 29 ECE
teachers in Manggarai Regency, East Nusa Tenggara, Indonesia. Participants were recruited using
purposive sampling based on (a) active teaching status in a ECE institution and (b) willingness to
participate voluntarily; no identifying information was recorded to maintain anonymity.
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Data were gathered using a closed-ended questionnaire consisting of 30 statements rated on
a five-point Likert scale (1 = strongly disagree to 5 = strongly agree). The instrument was developed
from established indicators in the literature (Boylan dkk., 2018) and refined through expert
consultation for contextual clarity. The questionnaire operationalized the study variables into four
indicator categories: growth mindset (e.g., learning from mistakes, persistence/resilience when facing
teaching difficulties, self-efficacy for improving competence), professional engagement (e.g.,
motivation to learn, participation in professional activities/learning communities, peer collaboration,
perceived institutional support), reflective teaching (e.g., reflective and child-centered teaching
practices that encourage exploration and problem solving), and perceived impact on children’s
behavior (e.g., changes in children’s independence and learning enthusiasm observed by teachers).

Data collection was conducted in December 2025 through online distribution and assisted
field administration to ensure accessibility. Teachers completed the questionnaire individually after
receiving standardized instructions; participation was voluntary and anonymous, and coordination
with local educational supervisors supported the logistics of distribution and retrieval.

For data analysis, responses were screened for completeness and coded numerically before
analysis. Descriptive statistics (mean, standard deviation, minimum, and maximum) were calculated
for each item, and category scores were summarized to describe overall tendencies across the four
indicator categories; results were then presented in the Results section through a summary table and
a figure to facilitate comparison across categories.

3. RESULT AND DISCUSSION

This section reports descriptive findings from the survey of 29 ECE teachers in Manggarai
Regency. Teachers responded to 30 Likert-type statements scored from 1 (strongly disagree) to 5
(strongly agree). To provide an overall picture across the four thematic categories measured, Table 1
summarizes the mean, standard deviation, minimum, and maximum scores for each category, and
Figure 2 displays the comparative average scores to make differences across categories easier to see.
Across all categories, the minimum and maximum values span the full scale (Min = 1; Max = 5),
indicating that respondents used the entire response range; in other words, while the overall
tendency is high, individual teachers still reported very low scores on some items/categories.

As shown in Table 1 and visualized in Figure 2, the average scores across categories cluster
near the upper end of the scale (approximately 3.94-4.03). This pattern suggests that, on average,
teachers reported positive orientations toward learning and development, frequent engagement in
professional activities, and reflective teaching practices, along with perceived positive impacts on
children’s behavior. Although the means are close, the distribution statistics in Table 1 provide
additional detail. The standard deviations for Growth Mindset (SD = 1.35), Reflective Teaching (SD =
1.35), and Professional Engagement (SD = 1.29) indicate meaningful variability among teachers,
implying that some teachers report very strong endorsement of these orientations while others
report more moderate or even low endorsement. By contrast, the Perceived Impact on Children’s
Behavior category has a comparatively lower standard deviation (SD = 1.00), suggesting more
consistency in teachers’ perceptions regarding children’s independence and learning enthusiasm.

Professional Engagement is the highest-scoring category (M = 4.03; SD = 1.29) in Table 1, and
it also appears as the tallest bar in Figure 2. This category captures teachers’' self-reported
involvement in professional learning activities and supportive conditions for professional growth (e.g.,
motivation to learn, participation in professional activities or learning communities, peer
collaboration, and perceived institutional support). The high mean indicates that teachers generally
perceive themselves as motivated and engaged in professional development opportunities. However,
the presence of the full response range (Min = 1; Max = 5) and the observed dispersion (SD = 1.29)
suggest heterogeneity in actual engagement experiences. This aligns with the narrative observation
that participation in formal learning communities can vary between teachers, even when overall
motivation and perceived support are relatively strong. In practical terms, these statistics indicate
that professional engagement is not uniformly experienced: while many teachers report high
involvement, a subset may have limited access, lower participation, or fewer opportunities to join
structured professional communities.

Page 137



Aulad: Journal on Early Childhood 9(1), 2026

( A

Instrument development
Literature indicators

+ expert consultation

\ J

A 4
( 3

Participant recruitment
Purposive sampling
+ voluntary consent
\ J

h 4
( 3\

Questionnaire administration
Online/assisted field

+ anonymous response

\ J
A 4

( 3

Data screening & coding
Completeness check
+ numerical coding

\ J
( A

Descriptive analysis
Mean, SD, min-max
+ category summaries

\ J
Y

Interpretation & reporting

Results synthesis

+ manuscript writing

\ J

Figure 1. Research Procedure Flow

The Growth Mindset category also shows a high average score (M = 3.98; SD = 1.35) in Table
1, with a similarly high bar in Figure 2. In this study, growth mindset refers to teachers’ endorsement
of learning-oriented beliefs about improving competence through effort and experience (e.g., learning
from mistakes, persistence when facing teaching difficulties, and confidence in developing teaching
competence). The mean close to 4 suggests that teachers generally agree with statements reflecting
openness to learning and improvement. At the same time, the relatively large dispersion (SD = 1.35)
and the full scale range (Min = 1; Max = 5) indicate that not all teachers report the same level of
growth-oriented belief. Some teachers may strongly endorse growth-oriented statements, whereas
others may be more uncertain or show lower endorsement. These results therefore portray a
generally positive mindset climate, but with clear differences that may matter for professional
development planning and targeted support.

In the Reflective Teaching category, the mean remains high (M = 3.94; SD = 1.35) as reported
in Table 1, and Figure 2 shows this category as slightly lower than Professional Engagement and
Growth Mindset but still near the upper end of the scale. Reflective teaching in this study refers to
teachers’ reported use of reflective and child-centered practices that encourage exploration and
learning processes (e.g., allowing children to try tasks, learn from mistakes, and engage in problem
solving). The average score indicates that such practices are frequently reported, suggesting that
teachers perceive reflective teaching as part of their instructional approach. However, the relatively
large standard deviation (SD = 1.35) indicates substantial variability in how consistently these
practices are reported across teachers. Together with the full response range, this implies that
reflective teaching may be well-established among some teachers but less consistently implemented
by others. Compared with the other categories, Reflective Teaching is the lowest mean, which may
signal that translating positive orientations (mindset and motivation) into daily reflective practice
requires additional conditions such as time for reflection, collegial feedback, pedagogical resources,
and structured opportunities for professional learning.

Finally, the Perceived Impact on Children’s Behavior category has a high mean score (M =
3.98; SD = 1.00) in Table 1, and it appears comparable to Growth Mindset in Figure 2. This category
captures teachers’ perceptions of observable changes in children’s behavior related to learning,
particularly children’s independence and learning enthusiasm. The mean suggests that teachers
generally agree that positive behavioral outcomes are being observed in their classrooms. Notably,
the smaller standard deviation (SD = 1.00) indicates that teachers’ perceptions in this category are
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somewhat more consistent than in the other three categories, even though the response range still
spans from 1 to 5. This pattern can be read as follows: while there are still individual differences, a
larger proportion of respondents appears to converge on moderately to strongly positive perceptions
of children’s independence and motivation. Because the measure is perceptual (teacher-reported),
these results should be interpreted as reported observations rather than direct behavioral
measurements; nevertheless, the data indicate that teachers commonly perceive favorable learning-
related behaviors among children alongside the pedagogical orientations reported in the other
categories.

Taken together, the descriptive findings in Table 1 and Figure 2 point to a generally positive
profile across growth mindset, professional engagement, reflective teaching, and perceived impacts
on children’s behavior among the participating ECE teachers. The differences among category means
are small, suggesting broadly consistent strengths, with Professional Engagement being the most
prominent. Importantly, the standard deviations and full-range minimum-maximum scores reported
in Table 1 indicate meaningful between-teacher variation in each domain. This variation is
substantively relevant because it suggests that professional development initiatives may need to be
differentiated: some teachers may benefit from advanced opportunities (e.g., leadership roles in
learning communities), while others may need foundational support to increase access, confidence,
and consistent reflective practice.

Table 1. Summary of Descriptive Statistics by Thematic Category

Category Mean Std Min Max

Dev

Growth Mindset 3.98 1.3 1 5
5

Professional Engagement 4.03 1.2 1 5
9

Reflective Teaching 3.94 1.3 1 5
5

Impact on Behavior 3.98 1.0 1 5
0

Average Scores by Thematic Category

Average Score

Growth Mindset Professional Engagement Reflective Teaching Impact on Behavior

Figure 2. Average Scores by Thematic Category

In early childhood education (ECE), a growth-oriented professional mindset is essential
because teachers continually adapt to children’s diverse developmental needs and to contextual
constraints such as limited training access. Overall, the descriptive findings in Table 1 and Figure 2
show that ECE teachers in Manggarai report high scores across Growth Mindset (M = 3.98),
Professional Engagement (M = 4.03), Reflective Teaching (M = 3.94), and Perceived Impact on
Children’s Behavior (M = 3.98). The highest mean in Professional Engagement suggests that many
teachers feel motivated to learn and perceive institutional encouragement to develop professionally,
even though participation in formal learning communities still varies. This pattern is consistent with
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Chen et al. (Lu et al., 2024), who emphasized the role of teacher professional development in shaping
learning environments that promote positive learning attitudes in young children.

A plausible contextual lens for the high Professional Engagement score is the collectivistic
orientation common in many Indonesian communities, where group harmony and mutual obligation
can strengthen commitment to shared roles and responsibilities (Triandis, 2018). In Nusa Tenggara
Timur (NTT), cultural practices of mutual assistance (gotong royong) have been documented as
longstanding social systems that structure communal responsibilities in rural life. In school settings,
such collectivistic norms may translate into stronger professional commitment and willingness to
contribute to institutional goals, particularly when leaders frame development activities as collective
responsibilities rather than individual “extra tasks.” At the same time, collectivism can also mean that
professional learning may occur through informal peer support and everyday collegial exchanges,
which might not be captured as “formal learning community participation” in a survey-based measure.
This interpretation helps explain why overall engagement can be high while reported participation in
structured learning communities remains uneven.

Reviewer concerns regarding whether resource limitations can shape resilience are also
relevant for interpreting the high scores on Growth Mindset and Reflective Teaching. In rural or
resource-constrained contexts, teachers often face limited materials, time, and professional learning
opportunities. Such constraints can function as “challenge demands” that encourage adaptive coping
and creative problem solving, but they can also become “hindrance demands” that reduce
participation in structured development opportunities. Recent syntheses of teacher resilience
research show that resilience is strongly shaped by the interaction between demands and resources,
including organizational support, peer collaboration, and personal resources such as self-efficacy (Lu
dkk., 2024). In this study, the generally high Growth Mindset score may reflect teachers’ adaptive
orientation to difficulties, while the variation in learning community participation may reflect unequal
access to supporting resources (e.g., time, transport, internet access, or availability of local
communities). Leadership support is particularly important in such contexts. Evidence shows that
supportive school leadership can strengthen teachers’ resilience by enhancing key job resources such
as autonomy, feedback, opportunities for development, and collegial support (Bagdzitniené et al.,
2022). In a ECE context in Indonesia, transformational leadership has also been associated with
improved teacher performance and sustained support for teachers (Alam et al., 2023).

A key issue raised by reviewers is the apparent gap between a high Growth Mindset score
and varied (or low) participation in learning communities. Conceptually, growth mindset may
strengthen teachers’ perceived capability to improve, but it does not automatically ensure that beliefs
translate into observable practices. In social cognitive theory, self-efficacy—beliefs about one’s
capability to organize and execute actions—predicts effort, persistence, and engagement in
challenging tasks (Bandura, 1977). In that sense, growth mindset can be understood as a belief system
that may support self-efficacy, which in turn supports professional learning behaviors. However,
education research also shows that teachers’ stated beliefs are not always reflected in classroom or
professional practices because contextual constraints and institutional conditions can limit
enactment. Therefore, the high growth mindset score in this study could reflect a strong self-
perception of learning orientation, while the weaker or uneven learning community participation may
reflect barriers beyond individual belief (e.g., limited opportunities, time, competing workload, or
weak facilitation).

This gap has two implications for interpretation. First, the current findings should be read as
self-reported orientations, not direct evidence that growth mindset is consistently enacted in day-to-
day professional behaviors. Second, future work should triangulate survey results with additional data
sources (e.g., observation of professional collaboration, documentation of learning community
participation, or qualitative interviews) to confirm whether growth mindset beliefs are reflected in
sustained professional learning practices. From a professional development perspective, frameworks
emphasize that effective teacher learning requires structured opportunities, coherence,
collaboration, and sustained support—not only positive beliefs (Wenger, 1998).

The high Reflective Teaching score (M = 3.94) suggests that teachers report frequent child-
centered practices that allow children to explore, learn from mistakes, and solve problems
independently. This finding can be strengthened by linking it to sociocultural learning theory.
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Vygotsky's concept of the Zone of Proximal Development (ZPD) posits that learners can achieve
higher levels of performance with guidance from a more knowledgeable other (Vygotsky, 1978).
Instructional scaffolding, later elaborated as a tutoring process that supports learners to accomplish
tasks beyond their independent ability, operationalizes this idea in classroom interactions. Reflective
teaching—when teachers deliberately adjust prompts, questions, and supports based on children’s
responses—can be interpreted as a form of scaffolding in which educators calibrate assistance to help
children gradually internalize skills and strategies.

This theoretical linkage supports the argument that reflective teaching is not only an
instructional preference but a mechanism for cognitive and socio-emotional development in ECE.
Recent evidence syntheses in early childhood and primary settings indicate that teacher critical
reflection—particularly when supported by collaborative structures and reflective tools—contributes
to higher-quality teaching practice (Philp-Clark & Grieshaber, 2024). In addition, research on student
engagement increasingly emphasizes reciprocal, feedback-driven classroom interactions: students’
agentic engagement and in-the-moment reasoning can elicit and shape teachers’ subsequent
prompts, praise, and instructional adjustments (Reeve dkk., 2021; Mameli dkk., 2022; Nagpal dkk.,
2025).

Teachers’ reports of positive changes in children’s independence and enthusiasm (M = 3.98)
can be interpreted using a basic learning theory lens. In operant conditioning, behaviors that are
followed by reinforcing consequences tend to increase in frequency (Skinner, 1953). In ECE
classrooms, reinforcement can be delivered through teacher feedback, encouragement, and
structured opportunities for repeated practice. Growth mindset-oriented teaching often emphasizes
process feedback (effort, strategy use, persistence), which can function as positive reinforcement for
adaptive learning behaviors such as trying again, engaging longer, and attempting independent
problem solving.

Importantly, such reinforcement is typically embedded in interaction-rich activities. For
example, guided play combines structured exploration with adult scaffolding, creating repeated
opportunities for children to persist, receive process-focused feedback, and remain engaged while
learning (Weisberg et al., 2016). In addition, a meta-analysis in ECEC settings shows that higher-
quality teacher-child interactions are associated with better child outcomes (Perlman et al., 2016),
and experimental evidence indicates that professional development can improve teacher-child
interaction quality (Early et al., 2017).

Taken together, the findings suggest that professional development for ECE teachers in
Manggarai should not only offer content on growth mindset and reflective teaching, but also
strengthen the conditions that enable teachers to enact these orientations consistently. First, training
should be contextual and practice-based, focusing on classroom routines that operationalize growth-
oriented feedback and reflective scaffolding. Second, schools and local education stakeholders should
reduce barriers to participation in learning communities by providing structural support (e.g.,
scheduled collaboration time, facilitation, and accessible formats such as cluster-based or blended
communities). This recommendation is supported by evidence that the development and
sustainability of professional learning communities depend on organizational conditions—such as
facilitative leadership, shared goals, and structured time for collaborative inquiry (Schaap & de Bruijn,
2018; Lei et al., 2024). Moreover, large-scale analyses using TALIS 2018 data indicate that teacher
collaboration can strengthen teaching efficacy and is associated with more innovative teaching
practices, underscoring the value of strengthening collaboration structures as part of teacher
professional development (Qin et al., 2025; Koo & Yoo, 2025).

This study has several limitations that should guide interpretation. First, the sample is small (n
= 29) and purposively selected from one regency, limiting generalizability to other regions. Second,
the design is cross-sectional and descriptive; therefore, the findings describe tendencies but cannot
establish causal relations among growth mindset, professional engagement, teaching practices, and
child outcomes. Third, the measures rely on self-report, which may be influenced by social desirability
and may not fully reflect actual classroom practices or documented participation in learning
communities. Fourth, children’s behavior outcomes are teacher-perceived rather than directly
observed or assessed. Finally, the study did not directly measure cultural orientation (e.g.,
collectivism) or resource constraints, so cultural and contextual explanations remain interpretive.
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Future studies should adopt mixed methods by combining surveys with observations, interviews, and
participation records to test the belief-practice alignment more directly. Researchers may also
include measures of teacher self-efficacy, cultural orientation, and access to professional learning
resources to examine how these factors mediate professional engagement and reflective teaching
practices.

4. CONCLUSION

ECE teachers in Manggarai, Indonesia show a balanced growth mindset and strong professional
commitment. They believe they can improve, remain resilient during teaching challenges, and use reflective,
child-centered strategies; teachers also report children becoming more independent and enthusiastic learners
when growth-mindset practices are applied. However, professional development can be strengthened through
greater institutional support, as participation in formal learning communities is still inconsistent. Context-
relevant training on growth mindset and reflective pedagogy, alongside collaborative teacher environments, is
needed. These findings inform efforts to improve ECE quality in resource-constrained settings and support
children’s social-emotional and cognitive growth.
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