
Lorenzetti, N. L. (2026). It’s just who he is: Inter- and intra-personal mindsets of teacher education 
students and racialized referrals for student misbehaviors. Educational Research: Theory and Practice, 

37(2), 67-80. 

Correspondence concerning this article should be addressed to Nicole L. Lorenzetti. E-mail: 
nlorenzetti@ccny.cuny.edu  

 

It’s Just Who He Is: Inter- and Intra-Personal 
Mindsets of Teacher Education Students and 

Racialized Referrals for Student Misbehaviors 
 

Nicole L. Lorenzetti 
 

The City College of New York, CUNY 
 

Abstract: This research examines whether teacher education students (TES) mindset beliefs, both 
inter- and intrapersonal, underly racialized disciplinary decisions. This correlational research 
design used a convenience sample of 704 TES who completed the Mindsets Survey and the 
Teachers’ Interpersonal Attributions of Student Behavior survey. The more a TES held an entity 
mindset of intelligence, the more likely they were to refer Black non-compliant/disruptive students 
and White students with ADHD out of the classroom. When differences in intrapersonal and 
interpersonal intelligence beliefs were parsed out, participants holding stronger entity beliefs in 
interpersonal intelligence were more likely to recommend removing Black students with disruptive 
behavior from the classroom. One implication of this research is that addressing mindset beliefs 
in teacher preparation programs is a low-cost, low-effort way to address TES beliefs about 
students that may help combat implicit biases. This research is a first step toward building support 
for this knowledge base. This would serve as a form of prejudice reduction that would have real, 
tangible consequences for the discipline gap. 
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INTRODUCTION 
 
When students act out in classrooms, teachers must choose whether to remove that student 

from the classroom for discipline or to keep them in the classroom to work through their behavior. 
The psychological mechanism that underlies this decision process is a point of continued research 
(e.g., Amjad et al., 2023; Prenger & Schildkamp, 2018); however, there may be multiple constructs 
that work together to drive this decision-making. One of those constructs proposed in this study is 
teachers’ mindset beliefs about intelligence and personality.  

To date, research on the effect of teachers' intrapersonal and interpersonal mindsets 
regarding both intelligence and personality on their classroom disciplinary referrals has been 
strictly theoretical in nature if not entirely absent in the literature. This research is also lacking 
among teacher education students (TES) specifically. Recent research has found that TES, 
regardless of their racial attitudes, were more likely to recommend Black students for disciplinary 
referral than their White peers displaying similar behavior (Lorenzetti & Johnson, 2022), but the 
underlying psychological mechanism through which teachers make these decisions is still 
theoretical.  
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This research extends previous studies on this topic by the author by examining whether 
TES mindsets, both about themselves and about their students, are underlying these racialized 
disciplinary decisions. This extends theoretical research into empirical work that can help fill a 
gap in the literature on TES and their beliefs and attitudes toward students. The purpose of this 
research is to determine if there is a connection between teacher education students’ implicit 
theories of intelligence (entity vs. incremental) and personality (fixed vs. malleable) about 
themselves (intrapersonal) and students (interpersonal) on their student disciplinary decisions for 
common but disruptive classroom misbehaviors. 

 
WHAT ARE MINDSETS?  

Mindsets are implicit theories about human characteristics, such as intelligence and 
personality, that shape how we view not just ourselves and other people, but also the larger world 
(Yeager & Dweck, 2012; Yeager & Dweck, 2020). The way we currently understand mindset is 
through a spectrum of belief, with entity (or fixed) theories on one side of the spectrum and 
incremental (or growth) theories on the other. Entity theories about characteristics (such as 
intelligence and personality) mean that people view those characteristics as more rigid, fixed, and 
stable, and incremental theories about characteristics mean that people view those characteristics 
as more malleable, changing, and unstable (Yeager & Dweck, 2012). There are a whole host of 
constructs on which a person can hold this spectrum of beliefs, and each construct may yield 
different beliefs (Bernecker & Job, 2022). These beliefs are, indeed, a spectrum, and not a binary, 
even if this is how mindsets are colloquially discussed (Dweck, 2012). Yeager and Dweck (2012), 
in their original operationalizing of mindset theory, explain that beliefs about intelligence and 
beliefs about personality are different and distinct phenomena; in this study, therefore, the author 
has opted to view these in the same way and to investigate both, separately and together.  

Intelligence. Mindsets about intelligence are rooted in beliefs about the nature of 
intellectual abilities and their potential for growth and development in their intelligence (Bernecker 
& Job, 2019; Yeager & Dweck, 2020). These mindsets can broadly be categorized into two main 
types: entity and incremental mindsets, commonly called fixed and growth mindsets, respectively. 
An entity mindset about intelligence suggests that individuals believe intelligence is innate and 
stable; people are born with a certain level of intelligence that cannot be significantly changed with 
effort. An incremental mindset about intelligence suggests that intelligence is not fixed and can be 
developed over time through effort, learning, and perseverance. These two contrasting belief 
systems have been shown to be related to attitudes toward learning and achievement (Yeager & 
Dweck, 2020).  

Personality. Mindsets about personality are implicit beliefs and attitudes that people hold 
about themselves and others about the mutability of human traits and characteristics that show up 
in behavior (Bernecker & Job, 2019; Yeager & Dweck, 2020). These characteristics include such 
things as intelligence, creativity, resilience, and social skills. A fixed personality mindset believes 
that these traits are static and unchangeable, which can lead to a black-and-white view of 
personality traits being a binary of good or bad; a malleable personality mindset leads people see 
personality traits as malleable and capable of development or growth through effort, learning, and 
experience. These differing mindsets can profoundly influence how individuals approach personal 
development, relationships, and challenges, impacting their willingness to, for example, seek 
growth, embrace change, and cultivate resilience in the face of adversity. 

Interpersonal and intrapersonal mindsets. Very little literature on mindset beliefs 
addresses the difference between interpersonal and intrapersonal mindset beliefs. Interpersonal 
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mindsets are those that a person holds toward other people; intrapersonal mindsets are those that a 
person holds about themselves. Intrapersonal mindset encompasses beliefs about one's own 
abilities, strengths, and weaknesses. In contrast, interpersonal mindset encompasses attitudes, 
beliefs, and behaviors in relation to others, and is only understood within social contexts. While 
literature is sparse on the distinction and connection between these two ways of believing in the 
construct, there is a great deal of research on intrapersonal versus interpersonal beliefs in other 
areas in education psychology (e.g., motivation through attribution theory via Weiner, 2000; 
multiple intelligences via Gardner, 1989). If it is understood that humans have differing beliefs 
intrapersonally and interpersonally on various constructs, it stands to reason that a person can also 
have differing intelligence and personality mindsets, for example, at both intrapersonal and 
interpersonal levels. Figure 1 below shows this relationship and what is still not known.  

 
Figure 1 

Interpersonal and Intrapersonal Mindset Conceptual Figure 

 
 

How these two types of mindsets are related to each other is understudied in the general 
population and virtually nonexistent in the literature on teachers, and how this relationship then 
mediates – or even moderates – how teachers interact with students is badly needed to begin to 
parse the mechanical underpinnings of these relationships. Buchanan (2024) performed a 
systematic review of the mindset literature and called for more work into the psychology of 
mindset, to which this study hopes to contribute.  

Additionally, when examined through this lens, there is a whole body of literature devoted 
to examining teacher intrapersonal intelligence mindsets and how these beliefs impact student 
academic outcomes even though that specification (“intrapersonal”) is not specified (e.g., 
Bernecker & Job, 2019; Macnamara & Burgoyne, 2023; Yeager & Dweck, 2020); there is, 
however, significantly less literature available on interpersonal intelligence mindsets and the 
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impact of these beliefs on areas outside of academic achievement. Often mindsets are lumped into 
one category, and this research seeks to tease out these two ways of holding mindset beliefs.  

Research on personality mindsets, however, is near non-existent regardless of whether it’s 
looking at intrapersonal or interpersonal beliefs; a Google Scholar search within the original 
Yeager and Dweck (2012) for “personality mindset” finds 25 results, not all of which use the 
personality mindset measure in their research; among those that do, most of these articles use the 
measure with a learning or academic outcome variable. This study hopes to begin to fill some of 
these gaps discussed here, and also to connect these beliefs to implicit biases as well.   
 
MINDSETS AS A COMPONENT OF IMPLICIT BIAS  

Mindsets are, in and of themselves, implicit theories about “the malleability of human 
characteristics” (Yeager & Dweck, 2012, p. 302). Implicit theories are theories humans hold about 
how the world around them works regardless of whether they recognize they hold those beliefs, 
and these inform implicit biases, which are interconnected through the cognitive frameworks that 
shape perceptions, attitudes, and behaviors (Rattan & Georgeac, 2017). In other words, beliefs 
become attitudes, which become biases (Lorenzetti & Johnson, 2022). There is evidence that 
teacher beliefs about student intelligence are connected to their biases about their students 
(Stephens et al., 2022; Tenenbaum & Ruck, 2007), which includes biases around students’ races. 
Research has shown extensive evidence that teachers hold lower expectations for their students of 
color and track them into lower-level tracks more frequently than their White peers (Stephens et 
al., 2022; Tenenbaum & Ruck, 2007). It’s clear that teachers – who, as members of the general 
public match the implicit racial biases of the public (Starck et al., 2020) – are, in aggregate, biased 
against students of color, specifically Black, Latiné, and Native American students (Okonofua et 
al., 2022). But the argument can’t just stop there; the next logical question is: Why? Following this 
– what can we do to change this, particularly beginning in teacher preparation programs that serve 
TES?  

Previous research has found that implicit biases as measured by the Implicit Association 
Test (IAT) were not directly connected to teacher decisions about hypothetical disciplinary 
decisions TES would make toward students (Lorenzetti & Johnson, 2022); additionally, Stephens 
et al. (2022) also provide information that IAT tasks may not be the best way to measure implicit 
bias. This leads to a bigger question: If the reliability of the IAT is not satisfactory for measuring 
implicit bias, then what exactly is implicit bias and how do we measure it – if we even can? This 
study continues the author’s pursuit of a cognitive model that explains implicit bias, proposing 
here that mindset beliefs may be one component of a larger model that in total makes up what we 
currently call “implicit racial biases.” Mindset beliefs are “about the potential to change not about 
the actual likelihood of change to occur” (Bernecker & Job, 2022, p. 180), making these beliefs a 
ripe candidate for exploration into their informing of implicit racial biases. Ultimately, this may 
lead to better measures of implicit racial bias that allow for targeted interventions using the 
components of implicit racial bias as opposed to the larger umbrella term. 

 
MINDSETS, IMPLICIT BIAS, AND STUDENT DISCIPLINARY REFERRALS 

Individuals with a fixed inter- and intrapersonal mindset may be more prone to rigid 
stereotypes and biases because they believe abilities and traits are innate, stable, and immutable. 
Conversely, those with a growth intrapersonal mindset may tend to be more open-minded and 
adaptable, recognizing the potential for change and development in themselves and others, which 
can mitigate the impact of implicit biases.  
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Mindsets, be they fixed or growth, influence implicit biases through the development and 
reification of beliefs. There is evidence that holding entity or incremental interpersonal intelligence 
beliefs about students impacts how teachers teach those students (see Stephens et al., 2022 for 
review). Stephens et al. (2022) set out to “examine the potential effects of the [teacher education] 
programme on [teacher education students’] implicit bias as well as their mindset about 
intelligence” (p. 4). In line with evidence presented in the Bernecker & Job (2019) review, a long-
term, extensive program designed to shift implicit bias impacted students’ implicit biases, with 
those in the program three years showing “fewer implicit biases and less endorsement of a fixed 
mindset” – and more likely to endorse a growth intelligence mindset (Stephens et al, 2022, p. 9). 

If the evidence, therefore, shows that teachers who hold entity interpersonal intelligence 
beliefs about students hold lower academic expectations for those students, provide more 
performance-based feedback to students, and provide them with less emotional support (Stephens 
et al., 2022), then it is a logical extension to assume that teachers who hold entity interpersonal 
intelligence beliefs about students are also likely to hold lower behavioral expectations for 
students. While there is no evidence either way on interpersonal fixed beliefs about students’ 
personalities either, it’s also a logical extension to apply this construct to the argument that it 
impacts how teachers see student personalities and how these are intertwined with their beliefs 
about student behavior in the classroom.  

Student classroom behavior has always been a topic of conversation in education circles, 
but it has increased in intensity since the onset of the COVID-19 pandemic across social media, 
mass media, and research (Prothero, 2023). Exclusionary discipline – or the removal of students 
from the classroom through suspensions and expulsions – has long been a feature of schools in the 
United States and has long-term impacts on student outcomes academically, socially, and 
emotionally (Okonofua et al., 2022). While frequent exclusionary discipline is a problem overall, 
it is an acute threat to the welfare of Black students specifically, seeing exclusionary discipline 
applied to them at rates now four times those of their White peers (Okonofua et al., 2022) for 
infractions often ignored in their White peers (Lorenzetti & Johnson, 2022; Okonofua et al., 2022).  

Since teachers are the ones who bear the brunt of student behavior, they are the connection 
between the student behavior and the exclusionary discipline decision by administration. What are 
the implicit beliefs that teachers hold about Black students that lead them to conclude that their 
infractions are more serious than their White peers? The investigation here is rooted in this 
question, asking what is the role of intelligence and personality mindset beliefs specifically in this 
thought process. We could argue – and many have successfully (Bernecker & Job, 2019) – that 
these mindset beliefs begin in early childhood, long before teachers enter employment in schools; 
therefore, we can back up our examination into teacher preparation programs that seek to prepare 
teachers specifically for their role in leading a classroom. Therefore, TES are the focus of this 
particular study.  

 
JUSTIFICATION FOR STUDY, RESEARCH QUESTIONS, AND HYPOTHESES 

While a host of research has found a relationship between student academic outcomes and 
both teacher interpersonal mindsets and student intrapersonal mindsets (e.g., Bernecker & Job, 
2019; Stephens et al., 2022; Yeager & Dweck, 2012), this study seeks to make the connection 
between teacher intra- and interpersonal mindsets about intelligence and personality and how they 
decide to deal with student behavior in the classroom around disciplinary referrals.  

To date, there is a dearth of research examining teachers’ interpersonal mindsets beliefs 
and the relationship to their own intrapersonal mindset beliefs. There is even less research available 
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about teachers’ intrapersonal and intrapersonal mindsets about intelligence and personality and 
how these relate to their beliefs about student behavior. To whittle this down even further, these 
beliefs in TES (both pre-service and in-service) are largely understudied. The goal of this study is 
to begin to fill that gap, with the larger aim to address these mindset beliefs in teacher training 
programs before TES enter full-time into the classroom. This would serve as a form of prejudice 
reduction that would have real, tangible consequences for the discipline gap.  

The purpose of this research is to determine if there is a connection between TES implicit 
theories of intelligence (entity vs. incremental) and personality (fixed vs. malleable) about 
themselves (intrapersonal) and others (interpersonal), specifically students, on their student 
disciplinary decisions for common but disruptive classroom misbehaviors. Specifically, this study 
has two confirmatory hypotheses.  

The first hypothesis is that TES who hold stronger entity theories of intelligence, either 
intra- or interpersonally, will be more likely to choose to remove students from the classroom for 
referral to either school administration or the school psychologist than teacher education students 
who those who hold incremental theories of intelligence. The second hypothesis is that TES who 
hold stronger fixed beliefs of personality, either intra- or interpersonally, will be more likely to 
choose to remove students from the classroom for referral to either school administration or the 
school psychologist than TES who those who hold malleable beliefs of personality.  

Additionally, there are several exploratory questions. The first of these is the extent to 
which TES’ intrapersonal or interpersonal intelligence beliefs are more strongly connected to 
classroom disciplinary decisions; similarly, the second exploratory question the extent to which 
TES’ intrapersonal or interpersonal intelligence beliefs are more strongly connected to classroom 
disciplinary decisions. Next, will TES who hold stronger entity beliefs in intelligence or stronger 
fixed beliefs in personality refer White students out of the classroom more than Black students 
showing similar behavior? Finally, of those who chose to remove students from the classroom, is 
there a difference between referral to the school psychologist versus school administration, and is 
there a racial component to this?  

 
METHODS AND DATA SOURCES 

 
This study was a correlational research design that used a convenience sample of students 

at a large urban university who were students in a teacher preparation program over the age of 18 
(N=704). The teacher preparation program included both undergraduate and graduate students, 
and students were both pre-service and in-service teachers. Participants completed the battery of 
three surveys: the Mindsets Survey, Teachers’ Interpersonal Attributions of Student Behavior 
(TIASB) survey (vignettes with corresponding questions about disciplinary referral; Lorenzetti & 
Johnson, 2022), then the demographic survey, confidentially and anonymously through web-
hosted survey software. They received one credit for study completion to apply to coursework that 
asked students to complete anywhere from one to two study credits per semester. The 
demographics of the sample can be seen in Table 1.  

 
 
  



Lorenzetti, N. L. 

Educational Researcher: Theory & Practice, Volume 37, Issue 2, ISSN 2637-8965          73 

Table 1  

Participant Demographics 

Characteristic (n = 704) M (SD) 

Average Age in years 28.11 (8.20) 
Gender  

Male 19.0% 
Female 77.3% 
Non-binary or other 3.7% 

College/university level of participant  
Undergraduate 13.2% 
Graduate 86.8% 

Average time completed in program in semesters 2.01 (0.34) 
Certificate/license  

No 74.5% 
Yes, initial certification  6.2% 
Yes, alternate certification 14.8% 
Yes, professional certification 0.9% 
Other 3.6% 

Classroom teacher type  
Not employed as a teacher 56.3% 
In a public school 26.6% 
In a private school 10.7% 
In a charter school 6.4% 

Average number of years teaching (N=345) 2.45 (SD=2.19) 
 
MEASURES 

After screening for being 18 or older and consenting to participation, participants began 
with the Mindsets Survey (adapted from Bernecker & Job, 2019). This 12-question survey 
contained six questions on intelligence and six questions on personality. Within those six questions 
for each sub-scale, three questions were interpersonal and three were intrapersonal. Additionally, 
four questions were reverse coded. Each question was on a six-point Likert scale, with one being 
“not at all” and six being “completely”; the higher the mean score, the more the sample held entity 
beliefs about the variable (i.e., intelligence and personality). 

Following this was the TIASB, which contained eight short vignettes accompanied by a 
stock photo of a child, presenting four classroom behavior types pulled from child pathology 
criteria in the ICD-11 (ADHD, internalization/anxiety, non-compliance/disruptive behavior, non-
compliance/disorganized behavior; WHO, 1992). These vignettes had been developed and 
validated through previous studies (Lorenzetti & Johnson, 2022). After each vignette, participants 
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were asked which action they would most likely take with the student, and they were given four 
mutually exclusive options: keep the student in the classroom to work through the behavior; keep 
the student in the classroom and ignore the behavior; refer the student to the school psychologist 
for evaluation; and refer the student to the school administrator for discipline. Participants could 
only select one option.  

Following the vignettes and disciplinary options, participants completed a demographic 
survey.  

 
RESULTS 

 
Analyses began by parsing out the sub-scales on the Mindsets Survey and also parsing out 

intra- and interpersonal beliefs on those subscales. To do this, question responses were split into 
two categories (intelligence mindset scale and personality mindset scale), and then four sub-
categories within those two categories (intrapersonal intelligence mindset scale, interpersonal 
intelligence mindset scale, intrapersonal personality mindset scale, and interpersonal personality 
mindset scale). One question in each sub-scale was reverse coded; this was re-coded to match the 
other questions.  

To answer the first confirmatory hypothesis, that TES who hold stronger entity theories of 
intelligence, either intra- or interpersonally, will be more likely to choose to remove students from 
the classroom for referral to either school administration or the school psychologist than TES who 
those who hold incremental theories of intelligence, a logistic regression was used with the average 
score for intelligence on the mindsets survey as the predictor and the outcome of keeping the 
student in the classroom versus removing them for each of the eight students as the outcome 
variables. Two vignettes showed a statistically significant odds ratios, both representing non-
compliance/disruptive behavior: the Black student with disruptive behavior had an odds ratio of 
1.22 (95% CI [1.02, 1.46], p=0.019) and the White student with ADHD had an odds ratio of 1.22 
(95% CI [1.04, 1.43] p=0.014).  

Next, to answer the second confirmatory hypothesis that TES who hold stronger fixed 
beliefs of personality, either intra- or interpersonally, will be more likely to choose to remove 
students from the classroom for referral to either school administration or the school psychologist 
than TES who those who hold malleable beliefs of personality, a logistic regression was used with 
the average score for intelligence on the mindsets survey as the predictor and the outcome of 
keeping the student in the classroom versus removing them for each of the eight students as the 
outcome variables. There were no statistically significant relationships between fixed or malleable 
personality mindsets and participants’ decisions to remove or keep a student in the classroom.  

Additionally, there are several exploratory questions. The first of these is the extent to 
which TES’ intrapersonal or interpersonal intelligence beliefs are more strongly connected to 
classroom disciplinary decisions; similarly, the second exploratory question the extent to which 
TES’ intrapersonal or interpersonal intelligence beliefs are more strongly connected to classroom 
disciplinary decisions. The parsed beliefs for both intelligence and personality were put into a 
regression model as predictor variables and the binary variable of keeping a student in the 
classroom versus removing them for each vignette were put into the model as the outcome 
variables. A Bonferroni correction was used with the exploratory analyses to account for multiple 
statistical tests; with m=4 exploratory hypotheses, the Bonferroni correction would be set at 
α=0.0125. In the overall model, the relationships between all the variables were not statistically 
significant; however, more fungible beliefs about intrapersonal personality did reach statistical 
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overall significance for the model (t=-2.36, p=0.018), but did not reach significance with the 
Bonferroni correction (α=0.0125). Additionally, there was one specific vignette that did reach 
significance with the correction: the Black student with disruptive behavior (F4, 633=3.64, p=0.006), 
with stronger entity beliefs in interpersonal intelligence being significantly related to decisions 
about this student (t=2.72, p=0.007).  

The next exploratory question, will TES who hold stronger entity beliefs in intelligence or 
stronger fixed beliefs in personality refer White students out of the classroom more than Black 
students showing similar behavior, was examined by first seeing if there were differences in ratings 
between the two students showing similar behavior criteria. Wilcoxon signed-rank tests indicated 
that, in each pair of students, participants were more likely to refer one race of student out of the 
classroom more often than another at statistically significant levels (with the Bonferroni correction 
of α=0.0125); the test statistics for each pair can be seen in Table 4 below.  

 
Table 4 

Wilcoxon Signed-Rank Tests for Refer Out for Discipline Versus Keep in the Classroom  

Behavior Student more likely to be referred z p 

Non-compliance/disorganization White student -3.86 <0.001 
Non-compliance/disruptive behavior Black student -4.94 <0.001 
ADHD White student -7.77 <0.001 
Internalization/anxiety White student -10.67 <0.001 

 
Finally, to examine the relationship between referring out students of different races for 

similar behavioral concerns at different rates out further and to answer the last exploratory 
question, asking, of those who chose to remove students from the classroom, is there a difference 
between referral to the school psychologist versus school administration, descriptive statistics were 
run as seen in Table 5. This allows for the examination of frequencies for how many participants 
said they would refer the student to the school psychologist for evaluation and how many would 
refer the student to school administration for discipline.  
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Table 5 

Frequencies of Referral to School Psychologist for Evaluation Versus Referral to School Administration 
for Discipline 

Behavior Student race 
N referral to 

school 
psychologist 

N referral to 
school 

administration  
Non-compliance/disorganization White student 146 (20.9%) 26 (3.7%) 
Non-compliance/disorganization Black student 100 (14.6%) 15 (2.2%) 
Non-compliance/disruptive behavior White student 94 (13.8%) 38 (5.6%) 
Non-compliance/disruptive behavior Black student 127 (18.5%) 71 (10.4%) 
ADHD White student 353 (52.0%) 33 (4.9%) 
ADHD Black student 251 (36.9%) 28 (4.1%) 
Internalization/anxiety White student 362 (53.8%) 22 (3.3%) 
Internalization/anxiety Black student 198 (29.4%) 11 (1.6%) 

 
The table shows that there were large differences when participants chose to refer students 

out of the classroom, referring students to the school psychologist for evaluation much more often 
than to the school administrator for discipline. Looking at the numbers comparing White and Black 
students for similar behavior, participants were more likely to refer out the White students than the 
Black students for three of the four pathology categories; only the non-compliance/disruptive 
behavior showed that more participants chose to refer out the student to both the school 
psychologist and the administration at higher rates.  
 

DISCUSSION 
 

This study asked if participants’ mindsets about intelligence and personality were related 
to their classroom disciplinary decisions to either remove students from the classroom or keep 
them in the classroom to work through the behavior. The analyses found that the more a participant 
held an entity mindset of intelligence, the more likely they were to refer the Black non-
compliant/disruptive student and the White student with ADHD out of the classroom (to either the 
school psychologist for evaluation or the school administration for discipline) as opposed to 
keeping them in the classroom to work through the behavior or ignore it. There were no statistically 
significant relationships regarding beliefs about fixed personality and disciplinary 
decisions. Analyses did find that, when differences in intrapersonal and interpersonal intelligence 
beliefs were parsed out, participants who had stronger entity beliefs in interpersonal intelligence 
were more likely to make the decision to remove the Black student with disruptive behavior from 
the classroom than the White student.  

Within these referrals out of the classroom, however, even the relationships that did not 
reach statistical significance still showed differences in the number of participants choosing to 
refer students out of the classroom for evaluation versus discipline (Table 5), and even within those 
subcategories, by student race. While more participants chose to refer students to the school 
psychologist for evaluation than to school administration for discipline, more participants chose to 
refer White students for evaluation for three of the four pathology criteria – which is seemingly 
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help-seeking on the part of teachers – than for Black students. This finding is consistent with 
previous research by the author (e.g., Lorenzetti & Johnson, 2022; Bloshenko & Lorenzetti, 2024).  

The results here, while mixed, show that there are relationships between intelligence 
mindset beliefs and TES decisions about keeping students in the classroom or referring them out 
for either evaluation or discipline, with racial differences in how teachers would seek outside help 
for students showing common but disruptive classroom behaviors.  

Regardless of how or why teachers are choosing to remove students from the classroom, 
they are still removing students from the learning community and abdicating responsibility for 
dealing with student behavior. It is also problematic that White students are seen as needing help 
in terms of evaluation and support via referral to the school psychologist for behavior that has 
internalizing underpinnings, such as anxiety and disorganization – and even ADHD to an extent. 
However, in the hierarchy of disability, disruptive behavior is often seen as volitional and able to 
be controlled if students want to rather than as a symptom of a disability that requires additional 
classroom support. Minoritized students are often scrutinized through a lens that views their 
behavior as willful and defiant instead of in need of support as evidenced by the high numbers of 
Black students disproportionately diagnosed with disabilities that are subjective classifications, 
such as oppositional defiant disorder and emotional disturbance (Ahram et al., 2021; Ferri & 
Connor, 2005). This then contributes to the discipline disparities, even if it is not the only source 
(Okonofua et al., 2022).  

While this analysis shows great concern about how teachers are racializing student 
behavior based on their mindsets beliefs, this study only seeks to begin filling the gap in the 
literature of mindsets as implicit beliefs and their relationship to implicit racial bias as evidenced 
by the removal of Black students from the learning environment at higher rates than their White 
peers.  

 
LIMITATIONS 

Of course, no analysis is without its limitations. First, the construct of mindset beliefs had 
multiple strata, which may have overcomplicated the analyses. It may be worth deconstructing 
each analysis into its own data collection phase to get a better sense of exactly how each step 
informs the one prior to it.  

Additionally, the TIASB contained information on both Black and White male students as 
well as Black and White female students. Due to the heft of these analyses as they currently stood, 
the author chose to focus on race alone as opposed to the intersection of race and gender. This is 
an area of future analysis with the data, but also informs the analyses in that they were looking at 
students only by race.  

Finally, it should be noted that while the sample size is quite large, allowing for good 
statistical power, the sample is drawn from a population at a single university. While there are 
arguments to be made that a sample drawn from this population has merits in terms of holding the 
teacher education experience constant, it should be noted that these same merits can also be 
considered limitations in how this influences the results. The most notable limitation would be that 
there is a chance that TES experiences are different between those who are training to be in the 
classroom for the first time (i.e., preservice teachers) and those who are already in the classroom 
and seeking additional education (i.e., in-service teachers). One way to address this in the future 
would be to compare results by teacher type – namely, preservice versus in-service teachers. The 
second limitation of note is generalization – the population under study here is from a single 
university, and generalization of this information should be approached lightly.  
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FUTURE DIRECTIONS 

The first area of research to target moving forward is the relationship between mindset 
beliefs and interpersonal attribution beliefs, which are beliefs about where behaviors stem from 
(locus of causality), the consistency of the behavior (stability), and how much control people have 
over their behavior (controllability). While Yeager and Dweck (2012, 2020) are clear in their 
original development of mindset theory that it grows out of attribution theory, maybe they are, in 
fact, the exact same thing. They state: “Mindset theory proposes that situational attributions and 
goals are not isolated ideas but instead are fostered by more situation-general mindsets” (Yeager 
& Dweck, 2020, p. 1271). Maybe the only difference is that mindsets are on a continuum and 
unstable characteristics, but further research can flesh this argument out.  

Additionally, during the literature search for this paper, there were no papers that looked 
empirically at the relationship between intrapersonal and interpersonal mindset beliefs. How a 
person feels about their own characteristics and how they feel about someone else’s are not 
guaranteed to be the same; in fact, if we are speaking of something like implicit racial bias, they 
are guaranteed to not be the same. Therefore, the difference between these two kinds of beliefs 
when it comes to things like intelligence and personality may have great implications for how 
research on biases is done, not just in mindset beliefs but in other cognitive capacities as well. 
Moving forward, more research should be done looking at these two sides of the same belief coin.  
 

IMPLICATIONS AND CONCLUSION 
 
Research has shown that implicit bias trainings yield little, if any effect on people’s implicit 

biases (Dobin & Kalev, 2018), and while there is a great deal of speculation as to why that is, one 
answer can be found in the mindset beliefs literature. Breckner & Job (2022) briefly review the 
findings on shifting mindsets in people; while longitudinal studies have found the relative stability 
over time of these kinds of implicit theories, there is evidence that long-term interventional training 
can shift implicit beliefs. This is not a one-and-done process that is typical of implicit bias training, 
but rather a commitment to shifting beliefs about prejudices that impact interpersonal interaction 
in the world. One implication of this research is that this information provides a basis to understand 
two factors (mindset beliefs about intelligence and personality) that feed into implicit biases to 
find teacher education program interventions that address prejudice toward students before they 
enter a classroom with students who, based on the demographics of the teaching population versus 
the students they serve, are likely to be a racial and ethnic mismatch.  

Most research to date focuses on the impacts of teacher mindsets on student academic 
achievement, but we know that students must be present in the classroom to learn. Investigating 
whether TES’ mindset beliefs are related to student disciplinary decisions – particularly removing 
students showing symptoms of disability or distress – are a first step in figuring out how to support 
teachers’ addressing their racialized stereotypes about students while they are still in their teacher 
preparation programs. Addressing intra- and interpersonal mindset beliefs in teacher preparation 
programs is a low-cost, low-effort way to address TES beliefs about students that may also help 
combat implicit biases about students (Lorenzetti & Johnson, 2022). This research is a first step 
toward making this connection and building support for building this knowledge base.  
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