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A B S T R A C T

Studies have shown that implicit theories of intelligence can shape many educational and work-related out-
comes. Espousing a belief that intelligence can change over time has been found to be associated with
achievement, adjustment, and well-being in various contexts. Nevertheless, little attention has been paid to the
role of implicit theories in other abilities in youth’s career-related functioning. This study examines the asso-
ciations of implicit theories of talent (i.e., entity and incremental beliefs about talent) with career exploration
self-efficacy, and talent development self-efficacy, in a sample of 700 Filipino undergraduate students. Results of
hierarchical regression analyses demonstrated that even after controlling for age, gender, academic engagement,
and academic self-efficacy, both entity and incremental theories of talent were linked to increased career ex-
ploration and talent development self-efficacy. Findings indicate that whereas incremental theory was more
strongly linked to career exploration self-efficacy, entity theory was more strongly related to talent development
self-efficacy.

People’s implicit theories or beliefs on whether certain personal
attributes are fixed (i.e., entity theory) or malleable (i.e., incremental
theory) have been shown to influence personal choices, judgements,
and reactions (Dweck, Chiu, & Hong, 1995; Dweck & Leggett, 1988).
Individuals can hold different implicit theories about their personal
attributes which create distinct meaning systems that affect how they
approach tasks, perceive their knowledge and their capacity in such
activities, and respond to challenges and setbacks (Dweck et al., 1995).
Thus far, existing studies have clearly demonstrated the performance-
related benefits of espousing an incremental theory about intelligence
or believing that intelligence can be improved through effort and
practice (Blackwell et al., 2007; Karlen et al., 2019; Dweck et al., 1995;
Dweck & Leggett, 1988; Hong et al., 1999; Mofield & Peters, 2018).

A key developmental task that adolescents are expected to accom-
plish involves the exploration of possible career pathways and the de-
velopment of talents or non-academic abilities (Nalipay & Alfonso,
2018; Yuen et al., 2010). Having confidence that one can successfully
complete career-related tasks or career decision making self-efficacy
has been associated with optimal academic and occupational outcomes
(Betz, 2000; Lent et al., 1994; Lent et al., 1999; Maddux, 2002).
Nevertheless, despite the abundance of studies showing the relationship

of implicit theories on a variety of academic and emotional outcomes
(Burnette et al., 2013; Costa & Faria, 2018; Dweck et al., 1995), few
studies have explored the link between students’ implicit beliefs and
career-related outcomes particularly in non-Western contexts.

Hence, the present research aims to examine the associations of
implicit theories of talent (i.e., entity and incremental theories about
talent) with career exploration self-efficacy and talent development
self-efficacy in a sample of Filipino undergraduate students.

1. Implicit theories of abilities and student outcomes

Implicit theories or beliefs pertain to individuals’ mental working
models which guide expectations, provide interpretations of new in-
formation, and influence behaviors (Dweck et al., 1995; Makel et al.,
2015). Dweck et al. (1995) have differentiated two general assumptions
that people make about the malleability of highly valued personal at-
tributes (e.g., intelligence or morality). On one hand, some people hold
an entity theory or fixed mindset, a belief that personal qualities are
permanent or non-malleable. On the other hand, others endorse an
incremental theory or a growth mindset, a belief that personal char-
acteristics are malleable and modifiable over time. Individuals who

https://doi.org/10.1016/j.childyouth.2020.105470
Received 22 July 2020; Received in revised form 7 September 2020; Accepted 9 September 2020

⁎ Corresponding author at: Rm. D2-2F-28, The Education University of Hong Kong, 10 Lo Ping Rd., Tai Po, New Territories, Hong Kong Special Administrative
Region.

E-mail address: jadatu@eduhk.hk (J. Alfonso D. Datu).
1 Both are considered first authors as they equally contributed in the preparation of this manuscript.

Children and Youth Services Review 118 (2020) 105470

Available online 18 September 2020
0190-7409/ © 2020 Elsevier Ltd. All rights reserved.

T

http://www.sciencedirect.com/science/journal/01907409
https://www.elsevier.com/locate/childyouth
https://doi.org/10.1016/j.childyouth.2020.105470
https://doi.org/10.1016/j.childyouth.2020.105470
mailto:jadatu@eduhk.hk
https://doi.org/10.1016/j.childyouth.2020.105470
http://crossmark.crossref.org/dialog/?doi=10.1016/j.childyouth.2020.105470&domain=pdf


hold a fixed mindset tend to adopt performance goals that focus on
demonstrating abilities in order to meet others’ expectations (Dweck
et al., 1995). People who hold a growth mindset, on the other hand,
tend to focus more on learning goals and prioritize intellectual devel-
opment, often choosing challenging tasks (Dweck et al., 1995; Dweck &
Leggett, 1988). In the face of negative outcomes, they tend to exert
more effort, develop better problem-solving strategies, and continue
improving their abilities (Costa & Faria, 2018; Dweck & Leggett, 1988;
Robins & Pals, 2002).

It is important to note, however, that neither belief is “superior
over” the other since both views simply offer alternative ways of con-
structing reality, each having its own set of costs and benefits (Dweck
et al., 1995). For example, having an entity theory can be highly pre-
dictive of specific behaviors. However, the straightforwardness of this
view often leads to simplistic judgements and helpless coping styles. In
contrast, an incremental theory offers a more complex but less pre-
dictable reality. Nevertheless, it may foster effective persistence in the
face of obstacles. These mindsets have differential functions which may
uniquely influence one characteristic or personal quality over another
(Dweck et al., 1995). For example, fixed mindsets may be more ap-
propriate for traits and situations which are more predictable whereas
growth mindsets may be more suitable for states and scenarios which
may less predictable.

There is a considerable body of evidence exploring the associations
of students’ implicit beliefs with favorable academic outcomes (Aronson
et al., 2002; Blackwell et al., 2007; Burnette et al., 2013; Costa & Faria,
2018; Dweck et al., 1995; Karlen et al., 2019; Makel et al., 2015; Robins
& Pals, 2002; Romero et al., 2014). For example, students with incre-
mental theory of intelligence are more likely to have higher grade point
average and domain-specific grades in verbal and quantitative subjects
(Costa & Faria, 2018). The entity view was also positively associated
with students’ grades in verbal and quantitative subjects but at a lower
magnitude than the incremental view (Costa & Faria, 2018). In an ex-
periment conducted by Aronson et al. (2002) among African American
college students who were encouraged to adopt an incremental view of
intelligence, participants obtained higher grade point averages and
reported greater academic engagement and greater enjoyment of the
learning process nine weeks after. They also became less vulnerable to
racial stereotype threat. Aside from observing an upward trajectory in
the grades of junior high school students who hold an incremental
theory of intelligence, Blackwell et al. (2007) have detected positive
changes in their classroom motivation using an intervention that cul-
tivated an incremental theory of intelligence. Similarly, students’ in-
cremental theory of self-regulated learning was found to be positive
associated with grit (i.e., perseverance of effort and consistency of in-
terest), stronger learning goals, higher intrinsic motivation, and aca-
demic achievement (Karlen et al., 2019).

Prior investigations have also examined the link between students’
implicit theories and a variety of emotional and psychological out-
comes. For example, people’s implicit theories have been found to
predict distinct self-regulatory processes. Specifically, people who be-
lieve that human attributes are malleable rather than fixed were more
likely to endorse the following self-regulatory processes: learning goals
over performance goals; mastery-oriented strategies over helpless-or-
iented strategies (goal operating); and positive expectation over nega-
tive emotions (goal monitoring) (Burnette et al., 2013). Further, there
has been evidence that students who adopted an entity view of in-
telligence tend to show extrinsic motivational orientations while those
who espoused an incremental view tend to adopt intrinsic types of
school motivation (Robins & Pals, 2002). Middle school students who
believed that their intelligence can be developed and that their emo-
tions can be controlled, were more likely to have higher grades, move in
advanced math subjects, and report fewer depressive symptoms
(Romero et al., 2014). Despite the growth in evidence showcasing the
distinct associations between students’ implicit beliefs about in-
telligence and various outcomes, there is scarce research on the link

between implicit theories and career-related outcomes.
Research suggests that people may hold different theories for dif-

ferent attributes. For example, one may believe that intelligence is fixed
(i.e., entity theory) while moral character is malleable (i.e., incremental
theory) (Dweck et al., 1995). In a study involving academically gifted
students, majority of respondents viewed intelligence as malleable
(incremental view) and giftedness as fixed (entity view) suggesting that
people may have different implicit theories even with seemingly related
attributes (Makel et al., 2015). As such, it is logical to assume that
students who hold an entity or incremental theory of intelligence may
not necessarily have the same type of belief about their talents and vice
versa. Interestingly, Costa and Faria (2018) observed that students from
Asia and Oceania reported a positive association between incremental
beliefs and achievement, European students noted a positive link be-
tween entity beliefs and achievement, while American students dis-
played a negative association between entity beliefs and achievement.
Considering these distinct associations of implicit theories about in-
telligence among students from different contexts, the present study
aims to provide evidence as to how entity and incremental beliefs may
operate in a non-Western context (i.e., Philippines).

1.1. Career and talent development self-efficacy

Self-efficacy is the belief about one’s capability of showing skills and
performing actions needed to achieve a desired goal in a specific do-
main or situation (Bandura, 1977; Maddux, 2002). Personal accom-
plishments (e.g., successes and failure in specific tasks), vicarious ex-
periences (e.g., observing others succeed or fail), verbal persuasions
(e.g., words of encouragement from mentors), as well as physiological
and emotional states (e.g., fatigue and anxiety level) influence self-ef-
ficacy beliefs (Bandura, 1977; Maddux, 2002). Prior studies have un-
derscored the benefits of self-efficacy beliefs in the areas of career de-
velopment such as choosing academic and career interests, selection of
academic and career options, and implementing academic and occu-
pational plans (Betz, 2000; Lent et al., 1994; Lent et al., 1999). Further,
promotion of academic and career-related self-efficacy in elementary
and high school students is essential for attaining success in future
stages of career development (Lent et al., 1999). Meta-analytic studies
have also shown that students’ self-efficacy beliefs and outcome ex-
pectations, served as robust predictors of vocational interest develop-
ment, career-related choices, and occupational performances (Lent
et al., 1994; Lent, Brown, & Hackett, 2002; Lent et al., 1999). However,
past studies relied on assessing self-efficacy in the areas of career de-
cision making and implementing vocational tasks which may not pro-
vide comprehensive insights on other aspects of career development in
adolescence.

Yuen et al. (2010) have conceptualized career and talent develop-
ment self-efficacy which covers life skills in three vocational domains:
(1) exploring career possibilities (career exploration); (2) developing
his or her talents (talent development); and (3) acquiring and applying
positive work habits and values (work habits and values). Career ex-
ploration self-efficacy encompasses students’ confidence in in-
vestigating possible vocational pathways and making career-related
plans and decisions based on one’s knowledge, interest, talents, and
capabilities (Yuen et al., 2010). Talent development self-efficacy per-
tains to students’ confidence in recognizing and developing their talents
and abilities (Gagné, 2004; Yuen et al., 2010).

Few studies have investigated antecedents and correlates of career
and talent development self-efficacy. For instance, there is an evidence
showing how career awareness intervention impacts on career ex-
ploration self-efficacy in an Egyptian sample. Positive traits like self-
compassion (Nalipay & Alfonso, 2018) and selected grit dimensions
(Datu et al., 2017) have been linked to increased career exploration and
talent development self-efficacy. Clearly, there is a need to pinpoint
specific psychological factors that might be linked to self-efficacy be-
liefs in the areas of career exploration and talent development.
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1.2. Theoretical framework

This study relied on two theories to rationalize the link of implicit
theories of talent to self-efficacy in the areas of career exploration and
talent development namely: social cognitive perspective on motivation
and personality (Dweck & Leggett, 1988) and social cognitive career
theory (SCCT; Lent et al., 1994; Lent et al., 2002). Social cognitive
perspective on motivation and personality argues that individuals are
likely to espouse either an entity theory (i.e., those who hold the belief
that an ability is fixed or unchangeable) or an incremental theory (i.e.,
those who hold the belief that an ability is malleable and can be im-
proved with effort) about cognitive ability or intelligence (Dweck &
Leggett, 1988). Regardless of the research context and methodological
approach, studies on implicit theories have consistently shown that
incremental beliefs, more than entity beliefs, have been linked to a
variety of favorable academic, emotional, and psychological outcomes
(Burnette et al., 2013; Costa & Faria, 2018; Dweck et al., 1995). Dweck
and Leggett (1988) have posited that incremental theorists, with their
goals focused on learning, tend to report greater confidence and posi-
tive expectations when evaluating their potential for success. Entity
theorists on the other hand, with their goals focused on performance,
are more likely to report feelings of vulnerability, helplessness, and
anxiety when evaluating past and future performances. It is therefore
reasonable to hypothesize that an incremental view of talent may be
associated with greater career exploration self-efficacy and talent de-
velopment self-efficacy. On the other hand, an entity view of talent may
be linked to lower levels of career exploration self-efficacy and talent
development self-efficacy.

Social cognitive career theory (SCCT) points out that personality,
goal pursuit, self-efficacy beliefs, and outcome expectations shape ca-
reer outcomes (Lent et al. 1994). This model also states the domain-
specificity and varying relations of self-efficacy beliefs on career-related
behaviors (Lent et al., 2002). Hence, a student may feel very confident
about successfully developing his or her talent (i.e., talent development
self-efficacy) but may feel less confident about exploring possible career
paths in the future (i.e., career exploration self-efficacy). As implicit
theories of talent operate as a dispositional factor that predisposes
students to think whether their talent (e.g., in music or in sports) is
malleable (incremental theory) or fixed (entity theory), their self-effi-
cacy beliefs on talent development and career exploration are likewise
affected. Further, as extant literature has highlighted the benefits as-
sociated with espousing an incremental theory on specific abilities, it is
logical to expect that an incremental theory of talent may be linked to
increased career exploration and talent development self-efficacy.
While the social cognitive perspective on motivation and personality
(Dweck & Leggett, 1988) defines the differential functions of espousing
either an entity theory or an incremental theory about talent, the social
cognitive career theory (Lent et al., 1994; Lent et al., 2002) justifies the
relations of these beliefs on students’ talent development and career
exploration self-efficacy.

Given that prior studies have linked academic engagement to ca-
reer-related outcomes (Datu and Buenconsejo, in press; Hu & Wolniak,
2013; Šverko, & Babarović, 2019), we controlled for the effects of
agentic, behavioral, cognitive, and emotional engagement in the hy-
pothesized regression models linking implicit theories to self-efficacy
beliefs in the areas of career exploration and talent development. We
also added academic self-efficacy as a covariate as social cognitive ca-
reer theory of well-being (Lent et al., 1994; Lent et al., 2002) has argued
that this academic-related self-efficacy belief influences career func-
tioning.

Specifically, we evaluated the following hypotheses in this study:
Hypothesis 1: Incremental theory of talent will positively predict

career exploration and talent development self-efficacy after controlling
for age, gender, academic engagement dimensions, and academic self-
efficacy.

Hypothesis 2: Entity theory of talent will not predict career

exploration and talent development self-efficacy after controlling for
age, gender, academic engagement dimensions, and academic self-ef-
ficacy.

2. Methods

2.1. Participants and procedures

There were 700 Filipino undergraduate students from a private
college in Laguna City, Philippines who participated in the study. The
average age of participants was 19.77 with a standard deviation of 4.09.
The sample comprised 402 female and 298 male students. Prior to
administration survey, the corresponding author secured ethical clear-
ance to conduct data gathering activities from the Human Research
Ethics University of his university. Consent forms were distributed to
college president and target participants. On the average, completion of
paper-and-pencil survey took around 25 min. Participants answered the
survey packets in their respective classrooms.

2.2. Measures

Implicit theories of talent. We adapted the 8-item implicit beliefs
about giftedness scale (Makel et al., 2015) to assess participants’ per-
ceived levels of entity and incremental theories of talent in the present
study. Sample items in the scale include: “You have a certain amount of
talent and you really can’t do much to change it.” (entity theory), and
“No matter who you are, you can change your talent” (incremental
theory). Items were rated via a 6-point Likert Scale with 1 suggesting
“Strongly disagree” and 6 indicating “Strongly agree”. The Cronbach’s
alpha coefficients of entity and incremental theories about talent sub-
scales were 0.81, and 0.81 respectively.

Academic engagement. In order assess the participants’ active con-
tributions in teacher’s classroom instructions or lessons (agentic en-
gagement), eager participation in academic tasks (behavioral engage-
ment), experiencing positive feelings towards academic activities
(emotional engagement), and cognitive and meta-cognitive efforts in
understanding lessons and performing academic tasks (cognitive en-
gagement), we used the 22-item academic engagement scale (Reeve &
Tseng, 2011). Here are sample items in the scale: “During class, I ex-
press my preferences and opinions.” (agentic engagement), “I listen
carefully in class” (behavioral engagement), “Class is fun” (emotional
engagement), and “I try to make all different ideas fit together and
make sense when I study” (cognitive engagement). Items were marked
on a 5-point Likert Scale with 1 indicating “Strongly disagree” and 5
suggesting “Strongly agree”. The Cronbach’s alpha coefficients of
agentic, behavioral, cognitive, and emotional engagement subscales
were 0.83, 0.91, 0.86, and 0.79 respectively.

Academic self-efficacy. We used the 8-item academic self-efficacy
scale (Chemers, Hu, & Garcia, 2001) to assess the participants’ con-
fidence in performing academic-related activities. Here are sample
items in the scale: “I know how to schedule my time to accomplish my
tasks.” and “I am very capable of succeeding at this college.”. Items
were rated using a 7-point Likert scale with 1 suggesting “Strongly
disagree” and 7 indicating “Strongly agree”. The Cronbach’s alpha
coefficient of this scale was 0.91.

Career exploration and talent development self-efficacy. To assess the
participants’ perceived confidence in the areas of exploring career op-
portunities and improving their talent, we used subscales on career
exploration and talent development self-efficacy (i.e., total of 12 items)
in the career development self-efficacy scale (Yuen et al., 2010). Sample
items the scale include: “Explore my career path and goal” (career ex-
ploration self-efficacy) and “Recognize my potential strengths in extra-
curricular activities” (talent development self-efficacy). Items were
marked on a 6-point Likert scale with 1 indicating “Extremely lacking
confidence” and 6 suggesting “Extremely confident”. The Cronbach’s
alpha coefficients of career exploration and talent development self-
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efficacy subscales were 0.88, and 0.85 respectively.
Note that we used English versions of the abovementioned scales as

English serves as the official medium of instruction in Philippine higher
education institutions.

2.3. Data analyses

Little’s (1988) missing completely at random (MCAR) test was
conducted to examine the proportion and pattern of missing data in the
dataset. The dataset had 0.60% missing responses. As result of MCAR
test showed that the missing responses were not missing completely at
random, χ2 = 1078.03, df = 931, p < .01, we used ex-
pectation–maximization imputation strategy in dealing with the
missing responses in this study. Prior research (Schlomer, Bauman, &
Card, 2010) has indicated its effectiveness in managing datasets with
missing responses. Then, descriptive statistics (i.e., mean and standard
deviation values), Cronbach’s alpha coefficients, and zero-order corre-
lational coefficients were calculated. To address primary research ob-
jectives, two hierarchical regression models were tested which ex-
amined the unique contributions of entity and incremental theories
about talent to career exploration (Model 1) and talent development
(Model 2) self-efficacy after controlling for age, gender, academic en-
gagement dimensions, and academic self-efficacy. Specifically, age,
gender, academic engagement dimensions, and academic self-efficacy
were entered as predictors in Step 1, while both dimensions of implicit
beliefs about talent were entered as predictors in Step 2. These analyses
were performed using the 25th version of Statistical Package for the
Social Sciences (SPSS).

3. Results

Table 1 reports the descriptive statistics (i.e., mean and standard
deviation), Cronbach’s alpha coefficients, and zero-order correlational
coefficients among the predictors, outcomes, and covariates. All scales
yielded good reliability estimates. A review of correlational coefficients
indicates that incremental theory of talent was positively correlated
with most engagement dimensions (i.e., behavioral, cognitive, and
emotional dimensions), academic self-efficacy, and all outcome vari-
ables (i.e., career exploration and talent development self-efficacy). On
the other hand, entity theory was positively correlated with emotional
and cognitive dimensions of school engagement, academic self-efficacy,
and all outcome variables.

Results of hierarchical regression analyses are reported on Table 2.
Consistent with Hypothesis 1, incremental theory of talent positively
predicted career exploration and talent development self-efficacy after
controlling for the effects of age, gender, academic engagement di-
mensions, and academic self-efficacy. Entity theory of talent positively
predicted both outcome variables after controlling for demographic
covariates, academic engagement dimensions, and academic self-effi-
cacy which did not support Hypothesis 2. Interestingly, a review of

regression weights suggests that whereas incremental theory of talent
served as a stronger predictor of career exploration self-efficacy, entity
theory of talent served as a stronger predictor of talent development
self-efficacy.

4. Discussion

Existing studies (Blackwell et al., 2007; Dweck & Leggett, 1988;
Karlen et al., 2019; Hong et al., 1999) have shown that espousing
growth mindset was more adaptive than endorsing a fixed mindset
about intelligence. These findings, however, do not provide insights
into the role of implicit theories in other areas of psychological func-
tioning (e.g., emotions and morality) to students’ career-related out-
comes. This study addresses this key research gap through exploring the
link of growth and fixed mindsets about talent to career-related self-
efficacy beliefs.

Our research demonstrated that incremental theory of talent posi-
tively predicted career exploration and talent development self-efficacy
after controlling for relevant demographic covariates, academic en-
gagement, and academic self-efficacy. These results indicate that stu-
dents’ growth mindset in talent was linked to increased confidence at
exploring career prospects and nurturing skills and talent. These find-
ings corroborate previous research findings about the benefits asso-
ciated with a belief that abilities are modifiable through effort (Karlen
et al., 2019; Makel et al., 2015; Mofield & Peters, 2018). It is plausible
that a growth mindset may relate to optimal career-related self-efficacy
beliefs given that previous research showed that a tendency to calibrate
actions based on situational and contextual factors is linked to career
and talent development self-efficacy (Datu et al., 2017).

It is surprising, however, that entity theory about talent positively
predicted career exploration and talent development self-efficacy.
These findings imply that espousing a fixed mindset or believing that
talent is not changeable is associated with higher confidence in se-
lecting career opportunities and improving talent or skills. Although
these findings were not consistent with our predictions and the initial
propositions of the social cognitive perspective on motivation and
personality (Dweck & Leggett, 1988), recent studies suggest that en-
dorsing entity theory may be linked to adaptive outcomes as there are
situations in life where adopting fixed mindset is equally beneficial
(Dweck, 2006). For example, if a student commonly fails at Math major
exams throughout his secondary school, espousing an entity theory
might prevent him from considering career opportunities where ex-
ceptional mathematical skills are needed such as enrolling in en-
gineering and statistics undergraduate programs.

Social cognitive career theory (SCCT; Lent et al., 1994) has em-
phasized the importance of dispositional factors and personal beliefs on
career decision-making self-efficacy, outcome expectations, and actual
career behaviors. Our findings corroborate its theoretical predictions
through showing that students’ implicit beliefs about talent may relate
to career exploration and talent development self-efficacy. To date, this

Table 1
Descriptive statistics, reliability, and correlational analyses among implicit theories about talent dimensions, academic engagement, academic self-efficacy, career
exploration and talent development self-efficacy.

r

M SD 1 2 3 4 5 6 7 8 9
1. Entity theory of talent 4.14 1.03 (0.87)
2. Incremental theory of talent 4.09 0.94 0.38*** (0.81)
3. Agentic engagement 3.25 0.72 0.04 0.03 (0.83)
4. Behavioral engagement 3.98 0.72 0.06 0.18*** 0.19*** (0.91)
5. Emotional engagement 3.91 0.67 0.11** 0.19*** 0.17*** 0.59*** (0.79)
6. Cognitive engagement 3.86 0.55 0.17*** 0.24*** 0.28*** 0.55*** 0.62*** (0.86)
7. Academic self-efficacy 5.38 0.90 0.19*** 0.18*** 0.19*** 0.36*** 0.36*** 0.39*** (0.91)
8. Talent development self-efficacy 4.56 0.93 0.28*** 0.27*** 0.21*** 0.40*** 0.41*** 0.41*** 0.36*** (0.85)
9. Career exploration self-efficacy 4.73 0.92 0.18*** 0.26*** 0.13*** 0.50*** 0.44*** 0.44*** 0.33*** 0.70*** (0.88)

Note: * p < .05, ** p < .01, *** p < .001; Cronbach’s alpha coefficients are located across the diagonal.
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seems to be the first investigation to demonstrate the associations of
entity and incremental theories of talent with self-efficacy in the do-
main of career and talent development.

In general, this research has a painted more complicated pattern on
how mindsets track career-related self-efficacy beliefs. Results demon-
strated that both growth and fixed mindsets are associated with con-
fidence in exploring career choices and fostering personal talents.
Clearly, students’ fundamental beliefs about the malleability of their
talents might serve as a potential pathway towards optimal career de-
velopment in a non-Western context (i.e., Philippines).

4.1. Limitations and future research initiatives

First, the cross-sectional nature of this study precludes us from
sharing causal conclusions about the relationship of implicit beliefs of
talent and career-related self-efficacy beliefs. This shortcoming can be
addressed through adopting longitudinal and experimental designs in
future research. Second, this research solely used self-reported mea-
sures of explanatory and outcome variables which is susceptible to
social desirability and common method bias. This limitation can be
overcome by utilizing parent-reported measures to assess mindsets.
Third, as this study focused on examining the role of implicit beliefs of
talent in the Philippines, findings are not generalizable to sample from
other non-Western contexts. In future research, it is important to recruit
students in other non-Western (e.g., South Korea, Japan, and Hong
Kong) and Western (e.g., US) societies to strengthen the cross-cultural
generalizability on the benefits associated with growth and fixed
mindsets across cultures. In order to advance our understanding on why

implicit theories of talent relates to increased career development self-
efficacy, future studies should identify social, emotional, and cognitive
processes accounting for the positive links of mindsets about talent to
career outcomes.

4.2. Practical implications

Our research has practical implications for career educators and
practitioners who are working with youth populations. The findings
about the positive associations of entity and incremental theories of
talent with career exploration and talent development self-efficacy
point to the importance of focusing not only on students with growth
mindset but also those with fixed mindset. Despite the general notion
that growth mindsets catalyze favorable academic and emotional out-
comes, career guidance services should emphasize that adopting fixed
mindsets is beneficial depending on circumstantial or contextual fac-
tors. It is reasonable to recognize the career-related benefits of fixed
mindsets interventions in collectivist societies given that recent PISA
international comparison (Echazarra, 2020) suggests that growth
mindset was more prominent in individualistic countries (e.g., United
States, Denmark, and Germany). More investigations are needed to
clearly understand the roles of growth and fixed mindsets in non-in-
dividualistic or collectivist societies. Teachers and guidance counselors
are recommended to craft learning activities that would help students
explore and clarify their implicit beliefs, future vocational pathways,
and means to develop their talents. Indeed, this research alludes to the
career-related and talent-specific benefits of flexibly espousing growth
and fixed mindsets.

Table 2
Hierarchical regression analyses of demographic covariates, academic self-efficacy, and academic engagement dimensions, and implicit beliefs of talent as predictors
of career exploration self-efficacy (Model 1), and talent development self-efficacy (Model 2).

Model Variable β t 95% CI R2 ΔR2

1 Step 1 0.321 0.321***
Age 0.01 0.81 −0.003, 0.02
Gender 0.04 0.66 −0.08, 0.16
Agentic engagement −0.03 −0.58 −0.11, 0.06
Behavioral engagement 0.34*** 6.35 0.23, 0.44
Emotional engagement 0.28*** 4.66 0.16, 0.40
Cognitive engagement 0.23** 3.16 0.09, 0.37
Academic self-efficacy 0.11** 3.00 0.04, 0.18
Step 2 0.343 0.022***
Age 0.01 1.06 −0.006, 0.02
Gender 0.03 0.42 −0.09 0.14
Agentic engagement −0.02 −0.38 −0.01, 0.07
Behavioral engagement 0.34*** 6.46 0.24, 0.44
Emotional engagement 0.27*** 4.62 0.16, 0.39
Cognitive engagement 0.18* 2.44 0.03, 0.32
Academic self-efficacy 0.08* 2.36 0.01, 0.15
Entity theory of talent 0.06* 2.04 0.002, 0.12
Incremental theory of talent 0.11*** 3.32 0.05, 0.18

2 Step 1 0.269 0.269***
Age −0.001 −0.07 −0.02, 0.01
Gender 0.17** 2.69 0.05, 0.29
Agentic engagement 0.10* 2.34 0.02, 0.19
Behavioral engagement 0.20*** 3.63 0.09, 0.31
Emotional engagement 0.21*** 3.26 0.08, 0.33
Cognitive engagement 0.24*** 3.24 0.10, 0.39
Academic self-efficacy 0.18*** 4.86 0.11, 0.26
Step 2 0.314 0.045***
Age 0.003 0.37 −0.01, 0.02
Gender 0.14* 2.39 0.03, 0.26
Agentic engagement 0.11** 2.62 0.03, 0.20
Behavioral engagement 0.21*** 3.99 0.11, 0.32
Emotional engagement 0.20*** 3.25 0.08, 0.32
Cognitive engagement 0.17* 2.31 0.03, 0.32
Academic self-efficacy 0.14*** 3.93 0.07, 0.22
Entity theory of talent 0.15*** 4.83 0.09, 0.21
Incremental theory of talent 0.09** 2.64 0.02, 0.16

Note: *** p < .001, ** p < .01, * p < .05.
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