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A B S T R A C T

Using data of 40 native Dutch teachers and their native majority (n= 112) and ethnic minority
students (n = 180), this study examined to what extent teachers experience differences in self-
efficacy in teaching individual majority and minority students. We hypothesized that teachers
would feel less self-efficacious in relation to ethnic minority students and that the difference in
self-efficacy would be more pronounced when ethnic group differences are more salient (i.e., in
the context of behavioral problems, ethnically less diverse classrooms, and for teachers with high
ethnic identification). Our results show that teachers feel somewhat less self-efficacious with
ethnic minority versus majority students. And, the difference in self-efficacy with minority versus
majority students was more pronounced in relation to internalizing problem behaviors and
somewhat more distinct in classrooms with relatively few ethnic minority students. The findings
indicate the importance of a student specific assessment of teacher self-efficacy in diverse school
contexts.

1. Introduction

The concept of teacher self-efficacy refers to teachers' beliefs in their ability to bring about desired student outcomes (Guskey &
Passaro, 1994) and it is a powerful predictor of higher student motivation (Schunk, 1991) and academic achievement (Caprara,
Barbaranelli, Steca, & Malone, 2006; Ross, 1992), as well as less teacher stress and burnout (Schwarzer & Hallum, 2008; Wang, Hall,
& Rahimi, 2015). The positive effects of self-efficacy are commonly explained with Bandura's (1997) self-efficacy theory, which states
that self-efficacious people are more task-involved and persistent in the face of obstacles. In an educational context, self-efficacy thus
results in positive and effective teachers' classroom behaviors. Recently, Zee and Koomen (2016) conducted a review of 165 research
papers, which indeed revealed positive links between teacher self-efficacy and instructional support, classroom organization, and
emotional support. Moreover, some of the studies in their review tested and found indirect effects on teacher well-being and student
academic adjustment via teachers' behaviors.

Until recently, few studies have investigated teacher self-efficacy in ethnically diverse classrooms (Siwatu & Starker, 2010; Tucker
et al., 2005). Yet, studies on student-teacher interactions have shown that teachers – who typically belong to the ethnic majority
group (e.g. Hughes, Gleason, & Zhang, 2005; Thijs, Westhof, & Koomen, 2012) – tend to report differential experiences with ethnic
minority and majority students. For example, teachers appear to hold biased expectations towards minorities (Tenenbaum & Ruck,
2007; van den Bergh, Denessen, Hornstra, Voeten, & Holland, 2010) and to have less favorable perceptions of their relationships with
ethnic minority versus majority students (Hughes et al., 2005; Thijs et al., 2012). It is unclear, however, whether teachers also
experience different levels of self-efficacy in relation to students of different ethnicities. Given the increasing ethnic diversity in
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schools and the importance of teacher self-efficacy for effective education, a closer investigation of these questions is timely and
pertinent.

The present study, therefore, examined whether teachers' sense of self-efficacy with individual students depends on the ethnicity
of those students. We gathered data in the Netherlands, where elementary school children typically have one or two teachers the
whole year round (Thijs & Verkuyten, 2014), and we investigated native Dutch primary school teachers (grades 4–6) in relation to
students who were either native Dutch (ethnic majority) or of non-Western immigrant-origin (ethnic minority). In the Netherlands,
students of non-Western backgrounds do relatively poorly in school on a variety of indicators (Gijsberts, Huijnk, & Dagevos, 2012).
For instance, on average they score lower on standardized tests at the end of primary school and are represented more often in
vocational rather than academic tracks than their peers with native-born parents (Van de Werfhorst & Van Tubergen, 2007).
Moreover, people from Turkish, Moroccan, Surinamese, or Antillean immigrant-origin (the largest groups in our sample) face re-
latively high levels of discrimination in the Netherlands, and have low socioeconomic status (SES) as they experience, for instance,
high levels of unemployment and poorer housing (Huijnk, Gijsberts, & Dagevos, 2014).

Rather than measuring teachers' self-efficacy with their students or the classroom in general (Chan, 2008; Gibson & Dembo, 1984;
Tschannen-Moran & Woolfolk Hoy, 2001), we used a newly developed instrument to assess teachers' sense of self-efficacy at the level
of individual students (Zee, Koomen, Jellesma, Geerlings, & de Jong, 2016). Thus, we focused on possible differences in teachers' self-
efficacy in relation to individual majority and minority students. Additionally, we examined whether the difference in self-efficacy
depends on student problem behavior, teacher ethnic group identification, and/or the ethnic classroom composition.

1.1. Teacher self-efficacy

Self-efficacy has proven to be a very useful concept for understanding the motivations and behaviors of individual teachers.
However, educational researchers have operationalized teacher self-efficacy in different and sometimes contrasting ways (Klassen,
Tze, Betts, & Gordon, 2011; Tschannen-Moran & Woolfolk Hoy, 2001). Bandura (1997, p. 3), who coined the term, defined self-
efficacy as “beliefs in one's capabilities to organize and execute the courses of action required to produce given attainments”. In his
social cognitive theory (1977) he distinguished these beliefs from so-called efficacy expectations, i.e., the convictions that the required
courses of action, if adequately performed, would indeed lead to the desired outcomes. Paralleling this distinction, Gibson and Dembo
(1984) developed a teacher self-efficacy measure, which measured both personal teaching efficacy, involving teachers' personal beliefs
about their ability to influence students' learning and behavior, and teaching efficacy, involving teachers' convictions that it is gen-
erally possible for teachers to influence their students. Although teaching efficacy is an integral component of teacher self-efficacy in
Gibson and Dembo's model, later researchers have questioned its value and focused on personal efficacy only (Klassen et al., 2011;
Tschannen-Moran & Woolfolk Hoy, 2001).

Next, whereas teacher self-efficacy was initially considered to be a general teacher characteristic (Gibson & Dembo, 1984;
Schwarzer & Jerusalem, 1995) later research has examined how self-efficacy can vary within teachers. It has been shown, for
example, that teachers can experience different levels of self-efficacy when teaching different subjects and different types of students
(Raudenbush, Rowan, & Cheong, 1992; Ross, Cousins, & Gadalla, 1996). Another line of research has examined teacher self-efficacy
in specific domains of teaching (Tsouloupas, Carson, Matthews, Grawitch, & Barber, 2010; Woolfolk Hoy & Burke Spero, 2005). The
most prominent work in this field was conducted by Tschannen-Moran and Woolfolk Hoy (2001, 2007) who developed a domain-
specific instrument pertaining to three unique but interrelated domains of teaching: instructional strategies, classroom management,
and student engagement. Recently, Zee, Koomen, et al. (2016) used Tschannen-Moran and Woolfolk Hoy's (2001) instrument to
construct a domain-specific measure for teacher self-efficacy at the student level. They added a fourth domain of emotional support –
which is considered important for students' academic engagement and achievement (Roorda, Koomen, Spilt, & Oort, 2011) – and they
formulated items that pertained to individual students rather than students in general (e.g., “How much can you do to adjust your
lessons to the proper level for this particular student?” rather than “How much can you do to adjust your lessons to the proper level
for students?”). The study showed that teachers do not only experience different levels of self-efficacy in varying domains of teaching
but also with individual students in their classrooms (Zee, Koomen, et al., 2016). Given the novelty of this approach there has been no
research on the effects of this student-level self-efficacy yet, but it stands to reason that it affects teachers' student-specific classroom
behavior and thus helps to explain the educational adjustment of individual students (see Zee & Koomen, 2016).

1.2. The role of student ethnicity

Very little is known about teacher self-efficacy in relation to students from different ethnic or racial backgrounds (further referred
to as ER minority students; see Umaña-Taylor et al., 2014).1 The available research has taken a between-teacher approach by focusing
on whether teachers feel generally self-efficacious in dealing with a diverse group of students (Siwatu, 2007; Tucker et al., 2005).
Although such an approach is clearly relevant, it neglects the distinction between different domains of teaching and it cannot be used
to determine whether the same teacher experiences different levels of self-efficacy while interacting with individual ER minority
versus ER majority students. In the present study, we used Zee, Koomen, et al.'s (2016) measure to examine teachers' self-efficacy

1 Following Umaña-Taylor et al.'s (2014) integrated conceptualization of ethnic and racial identity we do not make a distinction between ethnicity and race because
we are concerned with majority group teachers and their relations with the particular groups of ethnic/racial minority students in the context of the country they live
in.
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with ethnic minority and majority students across the domains of behavioral management, student engagement, instructional stra-
tegies, and emotional support.

It is reasonable to expect that students' ethnicity is one of the characteristics that can create differential experiences in teacher
self-efficacy. Several studies in Europe and the United States have shown that, compared to majority group students, teachers report
lower expectations for students from some ER minority groups (Glock, Krolak-Schwerdt, Klapproth, & Böhmer, 2013; Irizarry, 2015;
Pigott & Cowen, 2000; Tenenbaum & Ruck, 2007; van den Bergh et al., 2010) and less positive interpersonal relationships (Hughes
et al., 2005; Spilt, Hughes, Wu, & Kwok, 2012; Thijs et al., 2012). These findings can be related to the notion of ethnic or racial
incongruence: as teachers often belong to the ER majority, their relations with ER minority students are ER incongruent (Howes &
Shivers, 2006; Saft & Pianta, 2001). In incongruent relationships, teachers and students typically have different cultural backgrounds
with the related differences in norms and expectations which make miscommunications and misunderstandings likely (Pigott &
Cowen, 2000; Saft & Pianta, 2001; Van Der Zee, Van Oudenhoven, & De Grijs, 2004; Zimmerman, Khoury, Vega, Gil, & Warheit,
1995). In addition, teachers' judgments and experiences of ethnically or racially incongruent student interactions might be affected by
their social identity concerns. According to Social Identity Theory (SIT, Tajfel & Turner, 1979), people are motivated to make
evaluative distinctions between their in-group (group they belong to) and out-groups (to which they do not belong), and this could
explain why teachers sometime have biased perceptions of ER out-group versus in-group children. Indeed, direct tests of the in-
congruence hypothesis have shown that it is the combination of teacher and student ethnicity (or race) rather than students' ethnicity
(or race) alone that can predict teachers' assessments and perceptions of minority versus majority students (Driessen, 2015; Saft &
Pianta, 2001; but see Ewing & Taylor, 2009 and Pigott & Cowen, 2000). Furthermore, research demonstrates that negative re-
lationships and negative affect hinder teacher self-efficacy (Yoon, 2002; Zee, de Jong, & Koomen, 2015) because these experiences
are an important source of information about one's capability to effectively respond to students (Pianta, Hamre, & Stuhlman, 2003;
Spilt, Koomen, & Thijs, 2011). Thus, across all teaching domains, we expected the ethnic majority teachers to experience less self-
efficacy in teaching ethnic minority compared to ethnic majority students.

1.3. Conditions for differential self-efficacy

There are several conditions that may affect teachers' sense of self-efficacy with ER minority versus majority students. Here, we
focus on the (perceived) problem behavior of the students, teachers' Dutch identification, and the proportion of ethnic minority
children in the classroom. These three conditions might increase the salience of ethnic group boundaries for teachers, and therefore
were expected to moderate the relation between student ethnicity and teacher self-efficacy.

1.3.1. Student problem behavior
The extent to which teachers feel self-efficacious can be undermined by disruptive and challenging behavior in the classroom

(Lambert, McCarthy, O'Donnell, & Wang, 2009; Tschannen-Moran & Woolfolk Hoy, 2001; Tsouloupas et al., 2010; Yoon, 2002).
Research has shown that teacher self-efficacy at the student level strongly depends on the perceived problem behaviors of the student
(Zee, de Jong, & Koomen, 2016). Students' problem behavior may also amplify the anticipated negative effect of ER incongruence on
teachers' self-efficacy. Teaching students with problem behavior can be demanding and can generate uncertainty among teachers, as
it requires a proper understanding of the behavior and its underlying causes. It may be more difficult to acquire such an under-
standing when teachers and students do not share the same ER background (Pigott & Cowen, 2000; Saft & Pianta, 2001). Moreover,
from a social psychological perspective, teachers can be expected to reduce their uncertainty by making ethnic in-group and out-
group distinctions with the related stereotypes that provide readymade explanations (Hogg & Terry, 2000). Consistent with these
notions, research has shown that ethnic minority students often receive disproportionally harsh treatment and discipline from their
(ethnic majority) teachers (Bates & Glick, 2013; Gregory, Allen, Mikami, Hafen, & Pianta, 2014; Gregory & Mosely, 2004; Skiba,
Michael, Nardo, & Peterson, 2002). Likewise, in an earlier Dutch study there was a weak relation between students' ethnicity and
problem behavior but the latter appeared to have stronger effects on majority teachers' relationships with minority versus majority
students (Thijs et al., 2012). In the present study, we considered both internalizing (e.g., emotional problems, anxiety) and ex-
ternalizing problem behavior (e.g., aggression, hyperactivity) for teachers' self-efficacy with minority versus majority students. Al-
though the latter type of problem behavior has been found to have a stronger impact on self-efficacy at the student level (Zee,
Koomen, et al., 2016), both types of problems can place strong demands on teachers and therefore increase the importance of
relationship (in)congruence.

1.3.2. Teacher ethnic identification and classroom ethnic composition
Social Identity Theory (Tajfel & Turner, 1979) postulates a basic tendency to make evaluative in- and out-group distinctions but it

does not claim that these distinctions are inevitable. In fact there are various personal and contextual factors that determine whether
group boundaries are psychology salient and meaningful (Hogg & Terry, 2000; Turner, Hogg, Oakes, Reicher, & Wetherell, 1987). On
the personal level, in-group identification functions as a ‘lens’ through which the social world is perceived. Higher identifiers view
their group as an important reflection of the self and therefore are motivated to think about their group in a positive way. Thus
stronger identification implies a stronger tendency to make a positive distinction in favor of one's own ethnic group (Turner &
Reynolds, 2001). We expected that teachers' identification with their majority ethnic in-group entails a less positive perception of
ethnic minority versus ethnic majority students, and thereby increases the expected difference in self-efficacy with these two groups
of students.

At the contextual level, we examined the role of the ethnic composition of the classroom. The presence of ethnic minority children
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may influence the degree to which ethnic group boundaries are salient to both students and teachers. When the proportion of
minority students in class is low, their ethnic background will stand out more which makes it more likely for majority teachers to
think in terms of ethnic group differences (cf., Thijs & Verkuyten, 2012). Conversely, when majority teachers have many minority
students in their classrooms, they are more likely to focus on individual differences among these students, and this diminishes their
tendency to view their interaction with students in terms of ethnic group differences. For these reasons, we expected teachers to
experience more self-efficacy with minority versus majority students in classrooms with a relatively high number of minority chil-
dren.

1.4. In summary

To summarize, the aim of this study was to investigate the extent to which ethnic majority teachers experience differences in self-
efficacy when teaching individual ethnic minority and majority students. We assumed that there is a higher possibility of mis-
communications and misunderstandings in ethnically incongruent relationships, and that ethnic group boundaries can become
psychologically relevant to teachers. Our overall expectation was that ethnic majority group teachers would feel less efficacious
towards ethnic minority than towards ethnic majority children. Given the novelty of this line of research, no hypotheses were
developed about specific domains of self-efficacy. Rather, we explored whether our findings differ for the domains of behavioral
management, student engagement, instructional strategies, and emotional support. Furthermore, we examined three conditions that
are likely to increase the salience of ethnic group boundaries and therefore can be expected to increase the difference in teacher self-
efficacy towards ethnic majority versus minority students. We expected this difference to be especially pronounced for students with
perceived problem behaviors, for teachers who strongly identify with their majority in-group, and in classrooms with relatively few
minority students.

2. Method

2.1. Participants and procedure

The data for this study was gathered between January and March of 2014 in 18 schools located in urban and rural areas across the
Netherlands. To select these schools we first sampled provinces with at least the national average of 5% non-native Dutch inhabitants
(including both first and second-generation migrants). This sampling excluded the more remote provinces of the Netherlands
(Zeeland, Drenthe, Friesland, and Groningen). Next, schools with an ethnic minority student population of at least 5% were selected
for participation. In total 489 schools where contacted by email and phone, of which 18 participated in the study, which amounts to a
3.6% response rate.

Participants were 40 native Dutch teachers (Mage = 41.58 years, SD= 12.98; 30 females) with an average teaching experience of
15.68 years (SD = 11.66).2 They were asked to fill out a survey regarding eight individual students within their classroom (grade
4–6). This survey was a paper and pencil form that teachers completed, while all of their students anonymously and voluntarily
completed questionnaires in the classroom. In addition to this, teachers filled out a digital questionnaire after completion of the paper
and pencil survey. This questionnaire contained questions about teachers' ethnic identification. Parents of the students were provided
with letters informing them about the aim and procedures of the study, and were asked to provide passive consent (obtained for 96%
of students). All participating teachers signed a written informed consent form at the start of the study.

Our comparative research question required a substantial number of ethnic minority students; preferably, the proportion of native
Dutch and non-native Dutch students in our sample would be comparable in size. However, only 8% of schools in the Netherlands
have an ethnic minority student population of 50% or higher (Hartgers, 2007). Thus, we needed to significantly oversample ethnic
minority students. A stratified random sampling procedure was used in which a research assistant was instructed to select the first
three Moroccan-Dutch, the first three Turkish-Dutch and first two native-Dutch students on the attendance list. Turks and Moroccans
are the largest and most typical non-Western minority groups in the Netherlands. If these ‘quota’ could not be filled, the assistants
were asked to select students of another non-Western ethnicity, or if that was not possible, with other native-Dutch students. In-
formation on the ethnic origin of the students was initially provided by the teachers, but we verified this by comparing it to students'
self-reports (see Measures). As three teachers did not fill out the survey for all of the eight selected students, questionnaire data were
available for 300 students. Seven students were excluded from the sample because of ‘ethnic misidentification’ by their teachers.
Their teachers labeled them as Dutch, but the students themselves indicated to have a parent from another Western-European country
(e.g. Belgium, Spain, and Germany), Australia or the US. It was not clear, if the ethnic background of these non-native Dutch Western
students was noticeable to their teachers, and as such, whether this background would play a role in their interaction. These students
of non-Dutch, Western origin where thus omitted. Subsequently, 23 (7.67%) students had missing values on the independent vari-
ables (see Measures), and as the pattern of missing values appeared to be completely at random according to Little's MCAR test (χ2(5)
= 4.005, p= 0.568), these students were not included in the analyses. Our final sample consists of 292 students of whom 112 were
of native Dutch origin, and 180 were of non-native Dutch (non-Western) origin (Mage = 10.54 years, SD = 1.01; 50.3% female). The
non-native group predominantly consisted of students with a Turkish (36.1%), Moroccan (31.1%), Eastern European (10%) or

2 Originally, there were 44 teachers, but unfortunately two of them provided incomplete information about their students and three of them did not provide
information at all.
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Surinamese/Antillean (5.6%) background, and the large majority of them had lived in the Netherlands (91.5%) all their lives.
Descriptive statistics for these students, their teachers, and their classrooms are given in Table 2. Compared to their native majority
peers, the ethnic minority students were somewhat older. There was variation in the proportion of ethnic minority students selected
per teacher, and the ethnic classroom composition ranged from 0% to 100% Dutch students.

2.2. Measures

2.2.1. Student specific teacher self-efficacy
To measure teachers' self-efficacy in relation to each of the selected students we used a student-specific adaptation (see Zee,

Koomen, et al., 2016) of the Teacher Self-Efficacy Scale (TSES) (Tschannen-Moran & Woolfolk Hoy, 2001). In this adaptation, the
original three domains of Instructional Strategies (IS), Behavior Management (BM) and Student Engagement (SE) are considered, but
the items were formulated at the level of the individual student rather than classroom. Additionally, based on the CLASS framework
Emotional Support (ES) was added as a fourth domain of self-efficacy (Hamre et al., 2013). In order to assess the items for content
validity, the student-specific TSES was pilot tested with six elementary school teachers, who reviewed the items for clarity of
wording, and relevance of the response scale. The IS subscale consists of six items (e.g., ‘How much can you do to get this student to
apply alternative strategies?’) and the BM subscale consists of five items (e.g., ‘How much can you do to get this student to follow
classroom rules?’). SE and ES are both measured with seven items (e.g. respectively ‘How much can you do to help this student value
learning?’ and ‘How well can you provide a safe and secure environment for this student?’). Answers are measured on seven point
Likert type scales ranging from 0 (nothing) to 6 (a great deal). The overall factor structure and the structures of the four subscales were
validated in a large sample of 107 teachers and 841 students that included the participants of the present study (for more elaborate
details, see Zee, Koomen, et al., 2016). Additionally, student specific TSES was shown to be concurrently valid, as it was moderately
correlated the original TSES scale (r = 0.59, p < 0.001).

For the smaller subsample used in this study, the proposed factor structure was retested in Mplus 7.4 (Muthén & Muthén, 2012).
Exploratory factor analyses were conducted, comparing three and four factor structures at both the within and between level for the
TSES measurement. These analyses showed (see Table 1), that a model with three factors at both the within and between levels fit the
model significantly worse than a model with four factors at the between (Δ χ2 (22) = 43.390, p < 0.001) and within model (Δ χ2

(0) = 156.008, p < 0.001). The final model with four factors at both the within and the between level also significantly differs from
the model with four factors at the within and three at the between level, and thus fit the data somewhat better (Δ χ2 (22) = 36.529,
p < 0.05). And because, theoretically, we preferred the four factor model, we decided to estimate the four-factor as previously used
(Zee, Koomen, et al., 2016). We therefore proceeded with a confirmatory factor analysis, modeling four factors at both levels, which
showed a reasonable model fit (χ2 (526) = 1174.817, p < 0.001, RMSEA = 0.065, CFI = 0.904, SRMR within = 0.063,
SRMR between = 0.154). There were some cross-loadings between the items for the domains of instructional strategies and student
engagement. Additional analyses were conducted, in which the cross-loaded items were omitted from the analysis and this showed
similar directions for all effects. We present the analyses with cross-loading items included.

Given the hierarchical nature of the data, we report on reliability of scales with omega's instead of Cronbach's alpha's as suggested
by Geldhof, Preacher, and Zyphur (2014). We constructed four subscales and omega's at between and within levels were satisfactory
for each of them (IS: ω within = 0.92, ω between = 0.97; BM: ω within = 0.95, ω between = 0.94; SE: ω within = 0.92, ω between = 0.97;
ES: ω within = 0.85, ω between = 0.95). Additionally, we created an overall scale by averaging values of all items as an indicator of a
general sense of teacher self-efficacy (ω within = 0.91, ω between = 0.99).

2.2.2. Student problem behavior
Teachers' perception of students' problem behavior was measured with the teacher version of the Strengths and Difficulties

Questionnaire (SDQ) (Goodman, 1997, 2001). More specifically, we used the emotional problems subscale for the assessment of
children's internalizing problems. This subscale includes five items (e.g., ‘is often unhappy, down, in tears’) and omega's illustrate a
reliable scale (ω within = 0.79, ω between = 0.87). For the assessment of externalizing problems, we used the five items of the hy-
peractivity subscale (e.g., ‘is restless, hyperactive, can't sit still for a long time’) and five items of the conduct problems subscale (e.g.,
‘often fights with other children, or bullies them’). These items together formed a reliable scale for externalizing problem behavior (ω
within = 0.89, ω between = 0.70). All items were measured on a 5 point Likert scale ranging from 0 (completely disagree) to 4 (completely
agree).

Table 1
Model fit statistics for exploratory factor analysis for Student-specific teacher self-efficacy.

Nr. of factors χ2 Df CFI RMSEA SMRS within SMRS between

3 within/3 between 899.461 (456) 0.934 0.058 0.035 0.097
3 within/4 between 856.071 (434) 43.390 (22)*** 0.937 0.058 0.034 0.067
4 within/3 between 700.063 (434) 156.008 (0)*** 0.961 0.046 0.028 0.092
4 within/4 between 663.534 (412) 36.529 (22)* 0.963 0.046 0.028 0.073

Note. *p < 0.05, **p < 0.01, ***p < 0.001 (two-sided).
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2.2.3. Teacher ethnic identification
Teachers' identification with their Dutch in-group was measured with 4 items that have been successfully used in previous studies

(e.g., Hindriks, Verkuyten, & Coenders, 2014; Verkuyten & Martinovic, 2006). The items were ‘My Dutch identity is an important part
of who I am’, ‘I strongly identify with the Netherlands’, ‘I am proud to be Dutch’, and ‘I feel strongly connected to Dutch people’ (5-
point Likert scale; 0 = strongly disagree, 4 = strongly agree; ω between = 0.92).

2.2.4. Student ethnicity and ethnic classroom composition
Ethnic background of the students was reported by both students and teachers. However, teachers often did not explicitly cate-

gorize students whom they perceived to be native Dutch, which means that the teacher data was incomplete (27.2% missing).
Therefore, we relied on information provided by the students and this information was coded based on the country of birth of the
student's parents and the ethnic self-labeling of the students (both open-ended questions). Students were considered to have an ethnic
majority (native Dutch) background (coded 0) if they indicated that both their parents were born in the Netherlands and also
described themselves as ethnic Dutch. Students were labeled as being of an ethnic minority (non-native Dutch) origin (coded 1) when:
1) at least one parent was born outside of the Netherlands and the student self-identified with a non-Dutch label (such as Moroccan or
Moroccan-Dutch), 2) at least one parent was born outside of the Netherlands but the student self-identified with the label ‘Dutch’, or
3) at least one parent was born in the Netherlands but the student self-identified with a non-Dutch label (such as Moroccan or
Moroccan-Dutch). If students only answered one of the questions, this answer was used to indicate their ethnic background. Ethnic
labels provided by the teachers matched the categorization that followed from this procedure (the seven cases in which this was not
the case pertained to children with a Western non-Dutch label, such as Belgian or German, and where excluded for the sample). Thus,
students that were labeled as non-native (non-Western) Dutch students were also labeled as such by their teachers.

The proportion of non-Dutch students in the classroom was computed by dividing the number of students with a non-native Dutch
background (based on student information as described above) in each of the classrooms by the total number of students in the
classroom.

2.2.5. Control variables
We control for students' and teachers' age (in years) and gender (0 = male, and 1 = female).

2.3. Data analytic strategy

We investigated differential teacher self-efficacy by estimating multilevel regression models in Mplus 7.4 (Muthén & Muthén,
2012). Multilevel analysis is required to account for the possible dependency of the student data, given that students were nested
within teachers. Because the structure of our data is not independent and because our dependent variable was slightly, though not
problematically, skewed (Skewness =−0.866, Kurtosis = 0.291), all models were estimated using the MLR estimator. This esti-
mator provides maximum likelihood parameter estimates with standard errors and a chi-square test statistic that are robust to non-
normality and non-independence. In the initial step of our analyses, we estimated an intercept only model to estimate the amount of
variance in self-efficacy located at the students and the teacher level. The effect of student ethnicity on teacher self-efficacy was
added in a first model, while in a second model we took the control variables into account (age, gender). In a third model we added
direct effects for problem behavior, Dutch identification and ethnic classroom composition. Finally, in the fourth model of our
analyses we tested the hypotheses about the conditions for differential self-efficacy by adding interaction effects between student
ethnicity and the proposed moderators (problem behavior, Dutch identification and ethnic classroom composition).

Given our restricted sample size and the fact that we had directional hypotheses, we used one-sided significance tests to test the
effects of student ethnicity, students' problem behavior, teachers' ethnic identification, and ethnic classroom composition, and the
interactions between ethnicity and these conditions. We used two-sided tests for control variables. For all tests, alpha levels were set
at 0.05 or lower. In models, one, two and three, fixed effects were estimated for all variables. In model four, a random effect of
student ethnicity was estimated to estimate cross-level interactions between student ethnicity and teachers' Dutch identification and
ethnic composition of the classroom.

For sake of model sparsity, these steps were first conducted using the overall construct of student specific self-efficacy.
Subsequently, we explored possible differences in the effects for each of the four domains. These latter analyses were conducted by
estimating the model presented in the last step of our analysis separately for each of the four domains by using Bonferoni corrections.
Due to sample size restrictions, it was not possible to examine the four domains simultaneously in a single multivariate model. We
presented standardized effects in Tables and Figures. All continuous variables were centered on their mean to enhance the inter-
pretation of the findings.

3. Results

3.1. Preliminary analyses

For descriptive purposes, we first inspected the mean scores for ethnic minority and majority students on the main study variables
(Table 2). There were significant mean differences on internalizing problem behavior; teachers reported significantly less inter-
nalizing problem behavior among ER minority students. No mean differences were found for externalizing problem behavior. Mean
differences in teacher self-efficacy towards minority- and majority students show that teachers feel less efficacious with ER minority
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students in the domains of instructional strategies and student engagement, but not in the domains of behavioral problems or
emotional support.

Inspection of correlations in Table 3 showed that girls displayed less externalizing problems and teachers experienced more
efficacy in managing behavior of- and emotionally supporting girls. Age was not correlated to efficacy. At the teacher-level, none of
the covariates was found to be interrelated.

3.2. Differential teacher self-efficacy

We conducted a multivariate multilevel regression analysis of student specific teacher self-efficacy. We first estimated an inter-
cept-only model (Model 0, Table 4) and the intraclass correlations for teacher self-efficacy was 0.250 (p < 0.01). This means that
25% of the variance in self-efficacy related to differences between teachers and that the variability in self-efficacy was strongly
related to differences at the student level. In our next step, we estimated the effect of student ethnicity (see Model 1, Table 4) and
teachers were found to experience somewhat less self-efficacy with ethnic minority students. This expected effect was significant with
one-sided hypothesis testing (p = 0.035). However, it explained a marginal 1.4% of the variance in teacher self-efficacy. In the

Table 2
Descriptive statistics and analysis of variance of difference between ethnic majority and -minority students.

Native Dutch
N = 112

Non-native Dutch
N = 180

Df 1

Student level Range M SD M SD

Female 0–1 0.54 0.50 0.48 0.50 −0.06
Age 9–13 10.29 0.96 10.69 1.02 0.40**
Internalizing prob. behavior 0–4 1.15 0.98 0.88 0.87 −0.27*
Externalizing prob. behavior 0–4 0.96 0.81 0.95 0.84 −0.01
SS TSE – Instructional strategies 0–6 4.98 0.81 4.72 1.00 −0.26*
SS TSE – Behavioral management 0–6 5.23 0.93 5.22 1.09 −0.01
SS TSE – Student engagement 0–6 4.94 0.91 4.65 1.09 −0.29*
SS TSE – Emotional support 0–6 5.12 0.72 4.97 0.81 −0.15

Native Dutch
N = 40

Teacher level Range M SD

Age 20–63 41.58 12.98
Female (ref. Male) 0–1 0.75 0.44
Dutch identification 0–3 2.44 0.76
Ethnic composition classroom 0–1 0.57 0.30

Note. 1 Anova with ethnic majority as reference group. *p < 0.05, **p < 0.01, ***p < 0.001 (two-sided).

Table 3
Bivariate correlations between student- and teacher level variables.

Student level 1. 2 3. 4. 5. 6. 7. 8.

1. ER minority background –
2. Female −0.051 –
3. Age 0.190** 0.061 –
4. Internalizing prob. behavior −0.139* 0.076 −0.042 –
5. Externalizing prob. behavior −0.005 −0.253** −0.059 0.301*** –
6. SS TSE – Instructional strategies −0.136* 0.087 −0.019 −0.297*** −0.480*** –
7. SS TSE – Behavioral management −0.001 0.191** 0.054 −0.204*** −0.714*** 0.528*** –
8. SS TSE – Student engagement −0.138* 0.126* 0.017 −0.273*** −0.567*** 0.911*** 0.586*** –
9. SS TSE – Emotional support −0.095 0.140* 0.025 −0.227*** −0.527*** 0.861*** 0.647*** 0.872***

Teacher level 1. 2. 3.

1. Age –
2. Female (ref. Male) −0.298 –
3. Dutch identification 0.017 −0.120 –
4. Ethnic composition classroom −0.079 0.293 0.125

Note. *p < 0.05, **p < 0.01, ***p < 0.001 (two-sided).
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subsequent model we took the covariates into account (see Model 2, Table 4) and we found that teachers experienced more self-
efficacy in relation to girls compared to boys. Students' age had no significant effect on teacher self-efficacy. The results moreover
show that teachers' gender or age did not have a significant effect on self-efficacy. Even when adding the covariates to the model, the
effect of student ethnicity remains negative and significant. Compared to model 1, model 2 explains 2% of the total residual variance
in teacher self-efficacy. Additional analyses were conducted to investigate whether there were any interactions between the effects of
student ethnicity and the effects of age and gender. These were found not to be significant, indicating that teachers do not feel
differently efficacious towards older versus younger minority students and male versus female minority students.

Initial analyses also included a measure of parental socioeconomic status. This status was reported by teachers (no parental
indication was available, as parents did not participate in the study). Descriptive statistics showed that, compared to their native
Dutch majority peers, ethnic minority students had considerably lower SES backgrounds. Results of these analyses showed that when
controlling for parental SES the effect of student ethnicity was no longer found to be significant. This is likely due to the fact that,
though there is substantial variation in ethnicities among students with middle and high SES backgrounds, in this study, students of
low SES backgrounds are mostly of ethnic minority origins. Because of this conflation, which is quite common in studies among
ethnic minorities, it is difficult to disentangle the effects of ethnicity and socioeconomic background. Moreover, we judged the
measure of parental socioeconomic status available in this study as somewhat problematic, as teachers rather than the parents
themselves assessed them. Teachers may link students' academic outcomes to parental socioeconomic status, thus creating a bias in
their perception of the latter. We, therefore, decided no longer to include this variable as control variable.3

3.3. The moderating role of problem behavior, identification and classroom composition

The third model shows the results for the effects of problem behavior, teachers' Dutch identification and the ethnic composition of
the classroom (Model 3, Table 4). Problem behavior had a negative effect on teacher self-efficacy and externalizing problem behavior
in particular. After adding these variables to the model, the negative effect of student ethnicity remained significant (B= −0.185,
p < 0.05). Furthermore, on the teacher level, neither the extent to which teachers identified with their Dutch ethnic background,
nor the ethnic composition of the classrooms was related to teacher self-efficacy. Adding these variables to the model explained an
additional 41.6% in the residual variance in teacher self-efficacy.

In the next step (Model 4, Table 4) we examined whether teachers' self-efficacy with minority versus majority students was
dependent on students' problem behavior, teachers' ethnic identification and the ethnic composition of the classroom. To this aim, we
added the interactions between student ethnicity and those variables to our model. In line with our hypothesis, there was a significant
interaction effect between students' non-Dutch background and internalizing problem behavior (B =−0.158, p = 0.024; 95% CI:
−0.290, −0.026). No such interaction effect was found for externalizing problem behavior. The interaction indicates that teachers

Table 4
Standardized effects of ethnicity, conditions and controls on student-specific teacher self-efficacy.

Model 0 Model 1 Model 2 Model 3 Model 4

Student level
Non-Dutch (cont. Dutch) −0.170* −0.166* −0.185* −0.110*
Female 0.154** 0.009 0.017
Age −0.073 −0.058 −0.082~

Conditions
Internalizing problem behavior −0.121** −0.029
Externalizing problem behavior −0.589*** −0.602***
Non-Dutch * Int. prob. beh. −0.158*
Non-Dutch * Ext. prob. beh. 0.026

Teacher-level
Female 0.226 0.262 0.266
Age −0.001 0.021 0.052

Conditions
Dutch identification 0.123 0.126
Ethnic composition classroom 0.023 −0.119
Non-Dutch * Dutch id. 0.007
Non-Dutch * Ethnic comp. 0.197~

Variance
Level 1 (stud.) 0.532 0.518*** 0.498*** 0.276*** 0.231***
Level 2 (teacher) 0.177 (ICC 0.250) 0.182** 0.188** 0.115** 0.082*
Total (% explained vs previous model) 0.709 0.700 (1.4%) 0.686 (2%) 0.391 (43%) 0.313 (19.9%)

AIC 698.593 694.676 692.954 531.266 516.896

Note. One-sided tests for ethnicity, conditions and interactions, others two-sided test. ~p < 0.06, *p < 0.05, **p < 0.01, ***p < 0.001.

3 We did conduct additional analyses to assess whether the results of the analysis in which parental SES was included differ from the results in which this variable is
not included as a control variable. These analyses revealed that all variables and interactions were estimated to have a similar direction and effect size, except for the
effect of student ethnicity, which, when SES was included, no longer had a significant effect on student specific teacher self-efficacy.
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felt less self-efficacious with minority as compared to majority students with high internalizing problem behaviors (see Fig. 1).
However, teachers also felt somewhat more self-efficacious with those students when internalizing problems are minimal. We found
no significant interaction effect between teachers' identification and the student's ethnic background. However, there was a small,
marginally significant positive interaction between ethnicity and the proportion of minority students in class (B= 0.197, p = 0.06;
95% CI: −0.003, 0.398). Thus, in line with our expectations, teachers felt somewhat more self-efficacious with minority versus
majority students when teaching classrooms with a higher proportion of ER minority students, and feel less so when teaching
classrooms with a lower proportion (see Fig. 2). Adding the moderators to the model explained an additional 19.9% of the variance in
teacher self-efficacy compared to the previous model without interactions.

3.4. Exploring differences between domains of self-efficacy

We explored whether there were differences in the directions and sizes of the effects of the different variables for the four separate
domains of student specific teacher self-efficacy. Given that this is a replication of our previous analysis, we used more stringent
criteria for significance in our hypothesis testing by dividing the p-value criteria by 4.

As shown in Table 5, the expected interaction between student ethnicity and internalizing problem behaviors was found to have
the same negative direction for all domains. However, for behavior management and emotional support the interaction effects were
not significant. The effect on efficacy for instructional strategies (B = −0.242) and student engagement (B= −0.176) are similarly
negative and larger; the effect is only found to be significant for the domain of instructional strategies (p= 0.0055) but for the
domain of student engagement the effect is only marginally significant (p= 0.034, with one-sided testing). This indicates that
teachers felt somewhat less efficacious in instructing minority students with internalizing problems compared to majority students
with internalizing problems. Moreover, although the direction of the interaction effects between student ethnicity and the proportion
of minority students in the classroom was similar for all domains, the results also show that this effect was significant only in the
domains of instructional strategies (p = 0.046, with one-sided testing) and student engagement (p= 0.044, with one-sided testing).
This indicates that teachers found themselves somewhat more self-efficacious in instructing and engaging ER minority students in
classrooms with a higher percentage of minority students, and less so in classrooms with low percentages of minority students. The
interaction effect between Dutch identification of the teacher and ethnicity was not significant for any of the domains of teacher self-
efficacy.

Overall, the findings for general self-efficacy hold for the domains of instructional strategies and student engagement in
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particular. Teacher self-efficacy for behavioral management was mainly explained by externalizing problem behavior and unrelated
to students' ethnic background.

4. Discussion

Although teacher self-efficacy has been studied extensively over the past decades, little attention has been paid to teacher self-
efficacy in multiethnic classrooms. The few studies that have addressed this topic have assessed between-teacher differences in feeling
capable to teach in a manner that is sensitive to the ER background of their students (Siwatu, 2007; Tucker et al., 2005). Of course,
such a research approach is very valuable, as it can highlight the factors that contribute to teachers' subjective experiences of dealing
with diversity in their classrooms (e.g. Fitchett, Starker, & Salyers, 2012; Siwatu, 2011). However, by definition, it focuses on
teachers' global and rather explicit judgments on the roles of student race or ethnicity. Teacher-level research can investigate the role
of classroom-, teacher-, or school factors, but it cannot examine how teachers' self-efficacy with individual students is uniquely
affected by the ER background of the latter. Our study used a new measure for student-specific teacher self-efficacy, which allowed us
to investigate both between- and within-teacher variability. Thus, we were able to examine the unique role of ER status vis à vis other
student characteristics.

Our results showed that native Dutch teachers tend to experience somewhat less self-efficacy with ethnic minority students
compared to native Dutch majority students. This finding is in line with previous research that has found that teachers hold more
negative perceptions of ER minority students, both in interpersonal student-teacher relationships (Hughes et al., 2005; Saft & Pianta,
2001; Thijs et al., 2012) and in academic expectations (Glock et al., 2013; Irizarry, 2015; Pigott & Cowen, 2000; Tenenbaum & Ruck,
2007; van den Bergh et al., 2010). However, it is important to note that, overall, student minority status explained only a small part of
the variance in teacher self-efficacy, and that externalizing behavior appeared to be much more relevant.

Consistent with our hypotheses, the effects of ethnic minority status appeared to depend on students' teacher-perceived inter-
nalizing behaviors, and the ethnic composition of the classroom. Teachers found it more difficult to teach minority students as
compared to majority students when they perceived strong internalizing problems, and thus these problems made the minority-
majority difference in self-efficacy stronger. Remarkably, teachers also felt somewhat more self-efficacious with ethnic minority
students when they perceived weak internalizing problems. It is not directly clear why this interaction effect was absent for ex-
ternalizing problems but a possible reason is that dealing with internalizing problems might require more subtle and culturally
sensitive pedagogic skills than dealing with externalizing problems (Le Roux, 2002; Wubbels, den Brok, Veldman, & van Tartwijk,
2006).

With regard to the ethnic context of the classroom, we found that teachers in classrooms with a lower proportion of ethnic
minority students felt somewhat less self-efficacious in teaching minority students, while teachers in highly diverse classrooms feel
somewhat more self-efficacious. We expected this effect based on social psychological theorizing on the role of group distinctions
(Hogg & Terry, 2000; Tajfel & Turner, 1979; Turner et al., 1987), and more specifically we anticipated that when the proportion of
minority students in class is low, the ethnic background of these minority students stand out more (cf., Thijs & Verkuyten, 2012).
However, we did not find a moderating effect of teachers' own ethnic in-group identification, and this suggests another and more
simple explanation. Possibly, teachers in more diverse classes have more experiences with culturally different students and this can
make them feel more self-efficacious in teaching minority group students. This interpretation suggests that the particular intergroup
context is less important for teachers' self-efficacy than their personal experiences and intercultural skills. Teachers who have more
experiences with minority group students might perceive these students more as individual students rather than in terms of their
ethnic background. Moreover, our study shows that strength of teachers' Dutch identification did not affect their differential self-

Table 5
Standardized effects of conditions on student-specific teacher self-efficacy.

SS TSES - IS SS TSES - BM SS TSES - SE SS TSES - ES

Student level
Non-Dutch (cont. Dutch) 0.186~ −0.071 −0.210~ −0.152

Conditions
Internalizing problem behavior −0.066□ 0.011 −0.051 −0.017
Externalizing problem behavior −0.510*** −0.858*** −0.602*** −0.516***
Non-Dutch * Int. prob. beh. −0.242* −0.026 −0.176~ −0.138□
Non-Dutch * Ext. prob. beh. 0.073 −0.070 0.036 0.054

Teacher-level variables
Conditions
Dutch identification 0.147 0.076 0.123 0.110
Ethnic composition classroom −0.203~ −0.021 −0.122 −0.123
Non-Dutch * Dutch identification 0.067 −0.009 0.061 0.027
Non-Dutch * Ethnic comp. classroom 0.252~ 0.081 0.231~ 0.192□

Variance
Level 1 (student) 0.304*** 0.283*** 0.262*** 0.223***
Level 2 (teacher) 0.074 0.019 0.055 0.123~

AIC 588.407 529.616 541.483 515.730

Note. Model estimation includes control variables at both student and teacher level. □ < 0.1, ~p < 0.05, *p < 0.0125, **p < 0.0025, ***p < 0.00025.
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efficacy with minority versus majority students, which seems to suggest that identification does not make differences between ER
minority and majority backgrounds more salient to teachers.

Consistent with previous research (Tsouloupas et al., 2010; Zee, Koomen, et al., 2016), students' externalizing behavior problems
(perceived by the teacher) were found to be the strongest predictor of teachers' student-specific self-efficacy. It is important to note,
however, that these problems could not explain the effect of minority status in our study. In fact, teachers reported similar levels of
externalizing problems for the minority and majority students in the sample. Although many US based studies often show an
overestimation of externalizing problems among ER minority, particularly African-American youth (Bates & Glick, 2013; Skiba et al.,
2002), findings in the Netherlands have been inconsistent. Some studies find higher externalizing problem behavior among ethnic
minority youths (Stevens et al., 2003), while others do not (Crijnen, Bengi-Arslan, & Verhulst, 2000), or have found mixed findings
depending on immigrant-origin (Vollebergh et al., 2005). Thus, our findings with regards to externalizing problem behavior and
ethnic minority status are not exceptional in the Dutch context.

Our exploration of domain specific self-efficacy revealed that the overall results are most clearly found for the domains of
instructional strategies and student engagement, and to a lesser extent for the domain of emotional support. In contrast, teacher self-
efficacy for behavioral management was mainly predicted by students' externalizing problem behavior, which was found not to
depend on students' ethnic background. This is in line with previous work showing that behavioral management is relatively dis-
tinctive from tasks that focus on supporting the learning process through instruction, motivation and emotional support (Tschannen-
Moran & Woolfolk Hoy, 2001; Zee, Koomen, et al., 2016). The differential experiences with students thus seem to occur with regard
to efforts to advance learning rather than in managing student behavior in the classroom.

4.1. Limitations

There are several limitations to our study that should be taken into account when interpreting the findings. First, our results could
be affected by selectivity because participation might have been appealing to schools with self-efficacious teachers, and not so much
to schools with already strenuous work-loads and perhaps, therefore, less self-efficacious teachers. However, the response rate within
schools was reasonable (67%) and the within school teacher difference may compensate for the selectivity of participating schools. In
addition, we found a wide range of responses on the self-efficacy measures, including scores towards the lower end of the scale. This
indicates that some of the participating teachers experienced themselves to be not very efficacious.

A second limitation of our study is that we were not able to assess the effect of students' ethnic/racial background on student
specific teacher self-efficacy, while properly controlling for parental socioeconomic status. Previous research has shown that teachers
have more negative perceptions of students from a low SES background (Auwarter & Aruguete, 2008; Dee, 2005; Podell & Soodak,
1993), and experience less self-efficacy in schools with a high percentage of low SES students (Goddard & Goddard, 2001). And, as
such, SES may have a negative impact on student specific teacher self-efficacy. However, the measure for SES available in this study
was based on teacher reports of parental education and job status. These reports may, however, be biased as teacher may link
students' academic outcomes to parental socioeconomic status. Additional analyses using this measure of parental SES as a control
variable show similar results for the effects of problem behavior and the interaction effects, though the effect of student ethnicity is
smaller. Nonetheless, future studies should preferably also include a parent-reported measure of socioeconomic status in order to
disentangle the effects of socioeconomic status and ethnic/racial background on teachers' self-efficacy.

Similarly, problem behavior was reported by teachers rather than the students themselves. Teachers with a problematic relation
with a particular student might be more likely to perceive the behavior of this student more negatively, thus creating a bias in their
perception of the latter. Future studies could include a parent-reported measure of socioeconomic status, and student- or parental
assessments of student problem behavior, as studies have shown that these reports tend to diverge (Stevens et al., 2003), and may
thus also have different effects on teacher self-efficacy.

Next, given sample size restrictions, we were not able to assess differences for specific ethnic minority groups. The two largest
minority groups in our sample, students of Turkish and Moroccan background, are small (respectively 65 and 56 students), and
analysis of differences would not generate enough variance at both the within- and between-teacher level. However, previous studies
have shown that teachers potentially do distinguish between students of Turkish and Moroccan origin in their assessment of student
teacher relationships (Thijs et al., 2012) or behavioral problems (Vollebergh et al., 2005). Future studies should thus not only include
student and parent assessments of socioeconomic background, but also investigate differences in self-efficacy with regard to different
ER minority groups.

Fourth, we interpreted the effects of student ER background in terms of ethnic incongruence but it is important to note that all of
our teachers belonged to the native Dutch majority group. Unfortunately, there are relatively few ER minority teachers in the
Netherlands (Thijs et al., 2012) but future research could selectively oversample them to strengthen the interpretation of the current
findings. Based on the present findings and previous research on student-teacher relationship incongruence (e.g., Saft & Pianta,
2001), we would anticipate that ER minority teachers feel slightly more efficacious with co-ethnic (or co-racial) rather than other-
ethnic (or other-racial) students.

Fifth, due to the cross-sectional design of the study we were not able to establish the direction of influence between the constructs
considered. It is possible that some of the relations go in the reverse direction, and that there are reciprocal influences. The recent
review by Zee and Koomen (2016) shows that there is little longitudinal research into teacher self-efficacy. However, studies that do
use a longitudinal design show that for instance academic achievement can be both a predictor and a outcome of teacher self-efficacy
(Caprara et al., 2006). Although our findings are in line with our theoretical expectations and previous studies, future research should
include longitudinal data to test the directions of influence. Related to this, the timing within the school year might be of influence on
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student-self-efficacy as well. It is possible that, in the beginning of the school year, when relationships between students and teachers
are newly formed, (assumptions based on) student characteristics may play a larger role in feelings of self-efficacy, while other
factors, such as students' performance in class, may play a larger role once the school year progresses. It would be interesting if future
studies would be directed at mapping changes in student-teacher relations over the course of the school year.

4.2. Practical implications for research and practice

Our study has several possible implications for research and practice. First, the fact that teachers experience very different levels
of self-efficacy in relation to individual students clearly suggests that our within-teacher approach has strong added value.
Apparently, teacher self-efficacy depends on the interaction with individual students, and future research could use student-specific
measures to more precisely predict student outcomes. For example, on average, existing studies have found only modest links
between teacher self-efficacy and student achievement (Zee & Koomen, 2016), but those studies focused on between- rather than
within-teacher differences. As teachers' classroom behaviors are considered important outcomes of their efficacy beliefs, future
research could also examine how student-specific teacher self-efficacy is related to the quality of the student-teacher relationship.

Next, given the research on the importance of both student-teacher interactions (Saft & Pianta, 2001) and of teacher self-efficacy
for the development and achievement of students (Caprara et al., 2006; Ross, 1992), school psychologists may want to pay attention
to student factors that, either alone or in combination with others, affect teachers' self-efficacy in these interactions (such as be-
havioral problems, ER minority status, SES and gender). In doing so, they would be able to provide more detailed feedback and
specifically targeted support for teachers in feeling self-efficacious with particular students. And although our findings show that, by
itself, student ER minority status may not be the most prominent student characteristic for teacher self-efficacy, they do show that
several other characteristics are important, in particular externalizing problem behavior. Moreover, it appears that varying student
characteristics and school or classroom contexts may interact and jointly reduce feelings of self-efficacy with regards to certain
students. Thus, rather than focusing exclusively on the ER background of minority students as such, it seems important for school
psychologists to consider the moderating conditions under which this background can potentially factor into teachers' feelings of self-
efficacy. More specifically, they might help teachers become aware of these conditions by asking them to complete student-specific
questionnaires as used in the present study, and by systematically discussing the results for different minority and majority students
with them. Presumably, it is by reflecting on their interactions with individual children rather than discussing their dealings with
diversity “in the abstract”, that they learn much more about the role of children's ER background in their daily teaching practices.

Third, and related to the importance of moderating conditions, teachers were found to differentiate more in their experience of
self-efficacy with ethnic minority and majority students in class contexts with a lower proportion of ethnic minority students. This
means that ethnic diversifying classrooms could help teachers gain experiencing in teaching a diverse student population. Thus, it is
especially teachers in less diverse school settings who may benefit from additional guidance or support in managing cultural diversity
in the classroom, in order to enhance their sense of self-efficacy in ER incongruent student-teacher interactions.

4.3. Conclusions

Teacher self-efficacy is an important factor for various outcomes such as student motivation and academic achievement. Yet, not
much is known about whether and when teachers experience differences in self-efficacy in teaching students with different ethnic
backgrounds. Our study shows that teachers reported extensive within-teacher variability in self-efficacy. However, only a small
proportion of this variability was related to the ethnic background of students. Native Dutch majority group teachers reported to
experience less self-efficacy with ER minority than majority group students. Moreover, when having to deal with internalizing
problem behavior of students and, to a lesser extent, when teaching in classes with relatively few ethnic minority students, teachers
felt particularly less efficacious in relation to ER minority group students. Future research, could examine other classroom (e.g.
multicultural education; classroom norms about diversity) and teacher (e.g., teacher identity) characteristics that could help us to
understand when and why teachers feel less or more self-efficacious in relation to minority group students of various ethnic and racial
groups.

Acknowledgements

This research was supported by grant 411-12-036 from the Netherlands Organization for Scientific Research.

References

Auwarter, A. E., & Aruguete, M. S. (2008). Effects of student gender and socioeconomic status on teacher perceptions. The Journal of Educational Research, 101(4),
242–246. http://dx.doi.org/10.3200/JOER.101.4.243-246.

Bandura, A. (1997). Self-efficacy: The exercise of control. New York: W. H. Freeman and Company.
Bates, L. A., & Glick, J. E. (2013). Does it matter if teachers and schools match the student? Racial and ethnic disparities in problem behaviors. Social Science Research,

42(5), 1180–1190. http://dx.doi.org/10.1016/j.ssresearch.2013.04.005.
Caprara, G. V., Barbaranelli, C., Steca, P., & Malone, P. S. (2006). Teachers' self-efficacy beliefs as determinants of job satisfaction and students' academic achievement:

A study at the school level. Journal of School Psychology, 44(6), 473–490. http://dx.doi.org/10.1016/j.jsp.2006.09.001.
Chan, D. W. (2008). General, collective, and domain-specific teacher self-efficacy among Chinese prospective and in-service teachers in Hong Kong. Teaching and

Teacher Education, 24(4), 1057–1069. http://dx.doi.org/10.1016/j.tate.2007.11.010.
Crijnen, A. A. M., Bengi-Arslan, L., & Verhulst, F. C. (2000). Teacher-reported problem behaviour in Turkish immigrant and Dutch children: A cross-cultural

J. Geerlings et al. Journal of School Psychology 67 (2018) 134–147

145

http://dx.doi.org/10.3200/JOER.101.4.243-246
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0020
http://dx.doi.org/10.1016/j.ssresearch.2013.04.005
http://dx.doi.org/10.1016/j.jsp.2006.09.001
http://dx.doi.org/10.1016/j.tate.2007.11.010


comparison. Acta Psychiatrica Scandinavica, 102(6), 439–444. http://dx.doi.org/10.1034/j.1600-0447.2000.102006439.x.
Dee, T. S. (2005). A teacher like me: Does race, ethnicity, or gender matter? American Economic Review, 95(2), 158–165. http://dx.doi.org/10.1257/

000282805774670446.
Driessen, G. (2015). Teacher ethnicity, student ethnicity, and student outcomes. Intercultural Education, 26(3), 179–191. http://dx.doi.org/10.1080/14675986.2015.

1048049.
Ewing, A. R., & Taylor, A. R. (2009). The role of child gender and ethnicity in teacher-child relationship quality and children's behavioral adjustment in preschool.

Early Childhood Research Quarterly, 24(1), 92–105. http://dx.doi.org/10.1016/j.ecresq.2008.09.002.
Fitchett, P. G., Starker, T. V., & Salyers, B. (2012). Examining culturally responsive teaching self-efficacy in a preservice social studies education course. Urban

Education, 47(3), 585–611. http://dx.doi.org/10.1177/0042085912436568.
Geldhof, G. J., Preacher, K. J., & Zyphur, M. J. (2014). Reliability estimation in a multilevel confirmatory factor analysis framework. Psychological Methods, 19(1),

72–91. http://dx.doi.org/10.1037/a0032138.
Gibson, S., & Dembo, M. H. (1984). Teacher efficacy: A construct validation. Journal of Educational Psychology, 76(4), 569–582. http://dx.doi.org/10.1037//0022-

0663.76.4.569.
Gijsberts, M., Huijnk, W., & Dagevos, J. (2012). Jaarrapport integratie 2011. Den Haag: Sociaal Cultureel Planbureau.
Glock, S., Krolak-Schwerdt, S., Klapproth, F., & Böhmer, M. (2013). Beyond judgment bias: How students' ethnicity and academic profile consistency influence

teachers' tracking judgments. Social Psychology of Education, 16(4), 555–573. http://dx.doi.org/10.1007/s11218-013-9227-5.
Goddard, R. D., & Goddard, Y. L. (2001). A multilevel analysis of the relationship between teacher and collective efficacy in urban schools. Teaching and Teacher

Education, 17, 807–818. http://dx.doi.org/10.1016/s0742-051x(01)00032-4.
Goodman, R. (1997). The strengths and difficulties questionnaire: A research note. Journal of Child Psychology and Psychiatry, 38(5), 581–586. http://dx.doi.org/10.

1111/j.1469-7610.1997.tb01545.x.
Goodman, R. (2001). Psychometric properties of the strengths and difficulties questionnaire. Journal of the American Academy of Child and Adolescent Psychiatry, 40(11),

1337–1345. http://dx.doi.org/10.1097/00004583-200111000-00015.
Gregory, A., Allen, J. P., Mikami, A. Y., Hafen, C. A., & Pianta, R. C. (2014). Eliminating the racial disparity in classroom exclusionary discipline. Journal of Applied

Research on Children: Informing Policy for Childern at Risk, 5(2).
Gregory, A., & Mosely, P. M. (2004). The discipline gap: Teachers' views on the over-representation of African American students in the discipline system. Equity &

Excellence in Education: University of Massachusetts School of Education Journal. http://dx.doi.org/10.1080/10665680490429280.
Guskey, T. R., & Passaro, P. D. (1994). Teacher efficacy: A study of construct dimensions. American Educational Research Journal, 31(3), 627–643. http://dx.doi.org/10.

3102/00028312031003627.
Hamre, B. K., Pianta, R. C., Downer, J. T., DeCoster, J., Mashburn, A. J., Jones, S. M., ... Rivers, S. E. (2013). Teaching through interactions. The Elementary School

Journal, 113, 461–487. http://dx.doi.org/10.1086/669616.
Hartgers, M. (2007). Scholen in de randstad sterk gekleurd. Sociaaleconomische Trends, 4(3), 12–18.
Hindriks, P., Verkuyten, M., & Coenders, M. (2014). Interminority attitudes: The roles of ethnic and national identification, contact, and multiculturalism. Social

Psychology Quarterly, 77, 54–74. http://dx.doi.org/10.1177/0190272513511469.
Hogg, M. A., & Terry, D. J. (2000). Social identity and self-categorization processes in organizational contexts. Academy of Management Review, 25(1), 121–140. http://

dx.doi.org/10.5465/AMR.2000.2791606.
Howes, C., & Shivers, E. M. (2006). New child-caregiver attachment relationships: Entering childcare when the caregiver is and is not an ethnic match. Social

Development, 15(4), 574–590. http://dx.doi.org/10.1111/j.1467-9507.2006.00358.x.
Hughes, J. N., Gleason, K. A., & Zhang, D. (2005). Relationship influences on teachers' perceptions of academic competence in academically at-risk minority and

majority first grade students. Journal of School Psychology, 43(4), 303–320. http://dx.doi.org/10.1016/j.jsp.2005.07.001.
Huijnk, W., Gijsberts, M., & Dagevos, J. (2014). Jaarrapport Integratie 2013. Den Haag: Sociaal Cultureel Planbureau.
Irizarry, Y. (2015). Selling students short: Racial differences in teachers' evaluations of high, average, and low performing students. Social Science Research, 52,

522–538. http://dx.doi.org/10.1016/j.ssresearch.2015.04.002.
Klassen, R. M., Tze, V. M. C., Betts, S. M., & Gordon, K. A. (2011). Teacher efficacy research 1998–2009: Signs of progress or unfulfilled promise? Educational

Psychology Review, 23(1), 21–43. http://dx.doi.org/10.1007/s10648-010-9141-8.
Lambert, R. G., McCarthy, C., O’Donnell, M., & Wang, C. (2009). Measuring elementary teacher stress and coping in the classroom: Validity evidence for the Classroom

Appraisal of Resources and Demands. Psychology in the Schools, 46(10), 973–988. http://dx.doi.org/10.1002/pits.20438.
Le Roux, J. (2002). Effective educators are culturally competent communicators. Intercultural Education, 13(1), 37–48. http://dx.doi.org/10.1080/

1467598012011292.
Muthén, L. K., & Muthén, B. O. (2012). Mplus User's Guide (7th ed.). Los Angeles, CA: Muthén & Muthén.
Pianta, R. C., Hamre, B. K., & Stuhlman, M. (2003). Relationships between teachers and children. In W. M. Reynolds, & G. E. Miller (Vol. Eds.), Educational psychology: .

Vol. 7. Handbook of psychology (pp. 199–234). Hoboken, NJ: John Wiley & Sons, Inc. http://dx.doi.org/10.1002/0471264385.wei0710.
Pigott, R. L., & Cowen, E. L. (2000). Teacher race, child race, racial congruence, and teacher ratings of Children's school adjustment. Journal of School Psychology, 38(2),

177–195. http://dx.doi.org/10.1016/S0022-4405(99)00041-2.
Podell, D. M., & Soodak, L. C. (1993). Teacher efficacy and bias in special education referrals. The Journal of Educational Research, 86(4), 247–253. http://dx.doi.org/

10.1080/00220671.1993.9941836.
Raudenbush, S. W., Rowan, B., & Cheong, Y. F. (1992). Contextual effects on the self-perceived efficacy of high school teachers. Sociology of Education, 65(2), 150–167.

http://dx.doi.org/10.2307/2112680.
Roorda, D. L., Koomen, H. M. Y., Spilt, J. L., & Oort, F. J. (2011). The influence of affective teacher-student relationships on students' school engagement and

achievement: A meta-analytic approach. Review of Educational Research, 81(4), 493–529. http://dx.doi.org/10.3102/0034654311421793.
Ross, J. A. (1992). Teacher efficacy and the effects of coaching on student achievement. Canadian Journal of Education/Revue Canadienne de L'éducation, 17(1), 51.

http://dx.doi.org/10.2307/1495395.
Ross, J. A., Cousins, J. B., & Gadalla, T. (1996). Within-teacher predictors of teacher efficacy. Teaching and Teacher Education, 12(4), 385–400. http://dx.doi.org/10.

1016/0742-051x(95)00046-m.
Saft, E. W., & Pianta, R. C. (2001). Teachers' perceptions of their relationships with students: Effects of child age, gender, and ethnicity of teachers and children. School

Psychology Quarterly, 16(2), 125–141. http://dx.doi.org/10.1521/scpq.16.2.125.18698.
Schunk, D. H. (1991). Self-efficacy and academic motivation. Educational Psychologist, 26(3–4), 207–231. http://dx.doi.org/10.1080/00461520.1991.9653133.
Schwarzer, R., & Hallum, S. (2008). Perceived teacher self-efficacy as a predictor of job stress and burnout: Mediation analyses. Applied Psychology, 57(s1), 152–171.

http://dx.doi.org/10.1111/j.1464-0597.2008.00359.x.
Schwarzer, R., & Jerusalem, M. (1995). Generalized self-efficacy scale. In J. Weinman, S. Wright, & M. Johnston (Eds.). Measures in health psychology: A user's portfolio

(pp. 35–38). Windsor: NFER-Nelson.
Siwatu, K. O. (2007). Preservice teachers' culturally responsive teaching self-efficacy and outcome expectancy beliefs. Teaching and Teacher Education, 23(7),

1086–1101. http://dx.doi.org/10.1016/j.tate.2006.07.011.
Siwatu, K. O. (2011). Preservice teachers' culturally responsive teaching self-efficacy-forming experiences: A mixed methods study. The Journal of Educational Research,

104(5), 360–369. http://dx.doi.org/10.1080/00220671.2010.487081.
Siwatu, K. O., & Starker, T. V. (2010). Predicting preservice teachers' self-efficacy to resolve a cultural conflict involving an African American student. Multicultural

Perspectives. http://dx.doi.org/10.1080/15210961003641302.
Skiba, R. J., Michael, R. S., Nardo, A. C., & Peterson, R. L. (2002). The color of discipline: Sources of racial and gender disproportionality in school punishment. The

Urban Review, 34(4), 317–342. http://dx.doi.org/10.1023/A:1021320817372.
Spilt, J. L., Koomen, H. M. Y., & Thijs, J. T. (2011). Teacher wellbeing: The importance of teacher–student relationships. Educational Psychology Review, 23(4),

J. Geerlings et al. Journal of School Psychology 67 (2018) 134–147

146

http://dx.doi.org/10.1034/j.1600-0447.2000.102006439.x
http://dx.doi.org/10.1257/000282805774670446
http://dx.doi.org/10.1257/000282805774670446
http://dx.doi.org/10.1080/14675986.2015.1048049
http://dx.doi.org/10.1080/14675986.2015.1048049
http://dx.doi.org/10.1016/j.ecresq.2008.09.002
http://dx.doi.org/10.1177/0042085912436568
http://dx.doi.org/10.1037/a0032138
http://dx.doi.org/10.1037//0022-0663.76.4.569
http://dx.doi.org/10.1037//0022-0663.76.4.569
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0075
http://dx.doi.org/10.1007/s11218-013-9227-5
http://dx.doi.org/10.1016/s0742-051x(01)00032-4
http://dx.doi.org/10.1111/j.1469-7610.1997.tb01545.x
http://dx.doi.org/10.1111/j.1469-7610.1997.tb01545.x
http://dx.doi.org/10.1097/00004583-200111000-00015
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0100
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0100
http://dx.doi.org/10.1080/10665680490429280
http://dx.doi.org/10.3102/00028312031003627
http://dx.doi.org/10.3102/00028312031003627
http://dx.doi.org/10.1086/669616
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0120
http://dx.doi.org/10.1177/0190272513511469
http://dx.doi.org/10.5465/AMR.2000.2791606
http://dx.doi.org/10.5465/AMR.2000.2791606
http://dx.doi.org/10.1111/j.1467-9507.2006.00358.x
http://dx.doi.org/10.1016/j.jsp.2005.07.001
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0145
http://dx.doi.org/10.1016/j.ssresearch.2015.04.002
http://dx.doi.org/10.1007/s10648-010-9141-8
http://dx.doi.org/10.1002/pits.20438
http://dx.doi.org/10.1080/1467598012011292
http://dx.doi.org/10.1080/1467598012011292
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0165
http://dx.doi.org/10.1002/0471264385.wei0710
http://dx.doi.org/10.1016/S0022-4405(99)00041-2
http://dx.doi.org/10.1080/00220671.1993.9941836
http://dx.doi.org/10.1080/00220671.1993.9941836
http://dx.doi.org/10.2307/2112680
http://dx.doi.org/10.3102/0034654311421793
http://dx.doi.org/10.2307/1495395
http://dx.doi.org/10.1016/0742-051x(95)00046-m
http://dx.doi.org/10.1016/0742-051x(95)00046-m
http://dx.doi.org/10.1521/scpq.16.2.125.18698
http://dx.doi.org/10.1080/00461520.1991.9653133
http://dx.doi.org/10.1111/j.1464-0597.2008.00359.x
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0220
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0220
http://dx.doi.org/10.1016/j.tate.2006.07.011
http://dx.doi.org/10.1080/00220671.2010.487081
http://dx.doi.org/10.1080/15210961003641302
http://dx.doi.org/10.1023/A:1021320817372


457–477. http://dx.doi.org/10.1007/s10648-011-9170-y.
Spilt, J. L., Hughes, J. N., Wu, J.-Y., & Kwok, O.-M. (2012). Dynamics of teacher-student relationships: Stability and change across elementary school and the influence

on children's academic success. Child Development, 83(4), 1180–1195. http://dx.doi.org/10.1111/j.1467-8624.2012.01761.x.
Stevens, G. W. J. M., Pels, T., Bengi-Arslan, L., Verhulst, F. C., Vollebergh, W. A. M., & Crijnen, A. A. M. (2003). Parent, teacher and self-reported problem behavior in

The Netherlands: Comparing Moroccan immigrant with Dutch and with Turkish immigrant children and adolescents. Social Psychiatry and Psychiatric Epidemiology,
38, 576–585. http://dx.doi.org/10.1007/s00127-003-0677-5.

Tajfel, H., & Turner, J. C. (1979). An integrative theory of intergroup conflict. In W. G. Austin, & S. Worchel (Eds.). The social psychology of intergroup relations (pp. 33–
47). Monterey, CA: Brooks/Cole.

Tenenbaum, H. R., & Ruck, M. D. (2007). Are teachers' expectations different for racial minority than for European American students? A meta-analysis. Journal of
Educational Psychology, 99(2), 253–273. http://dx.doi.org/10.1037/0022-0663.99.2.253.

Thijs, J. T., & Verkuyten, M. (2012). Ethnic attitudes of minority students and their contact with majority group teachers. Journal of Applied Developmental Psychology,
33(5), 260–268. http://dx.doi.org/10.1016/j.appdev.2012.05.004.

Thijs, J. T., & Verkuyten, M. (2014). School ethnic diversity and students' interethnic relations. British Journal of Educational Psychology, 84(1), 1–21. http://dx.doi.org/
10.1111/bjep.12032.

Thijs, J. T., Westhof, S., & Koomen, H. M. Y. (2012). Ethnic incongruence and the student-teacher relationship: The perspective of ethnic majority teachers. Journal of
School Psychology, 50(2), 257–273. http://dx.doi.org/10.1016/j.jsp.2011.09.004.

Tschannen-Moran, M., & Woolfolk Hoy, A. (2001). Teacher efficacy: Capturing an elusive construct. Teaching and Teacher Education, 17(7), 783–805. http://dx.doi.
org/10.1016/S0742-051X(01)00036-1.

Tschannen-Moran, M., & Woolfolk Hoy, A. (2007). The differential antecedents of self-efficacy beliefs of novice and experienced teachers. Teaching and Teacher
Education, 23(6), 944–956. http://dx.doi.org/10.1016/j.tate.2006.05.003.

Tsouloupas, C. N., Carson, R. L., Matthews, R. A., Grawitch, M. J., & Barber, L. K. (2010). Exploring the association between teachers' perceived student misbehaviour
and emotional exhaustion: The importance of teacher efficacy beliefs and emotion regulation. Educational Psychology, 30(2), 173–189. http://dx.doi.org/10.1080/
01443410903494460.

Tucker, C. M., Porter, T., Reinke, W. M., Herman, K. C., Ivery, P. D., Mack, C. E., & Jackson, E. S. (2005). Promoting teacher efficacy for working with culturally diverse
students. Preventing School Failure: Alternative Education for Children and Youth, 50(1), 29–34. http://dx.doi.org/10.3200/PSFL.50.1.29-34.

Turner, J. C., Hogg, M. A., Oakes, P. J., Reicher, S. D., & Wetherell, M. S. (1987). A self-categorization theory. In J. C. Turner, M. A. Hogg, P. J. Oakes, S. D. Reicher, &
M. S. Wetherell (Eds.). Rediscovering the social group: A self-categorization theory (pp. 42–64). Oxford, UK: Blackwell.

Turner, J. C., & Reynolds, K. J. (2001). The social identity perspective in intergroup relations: Theories, themes, and controversies. Blackwell handbook of social
psychology: Intergroup processes. Vol. 4. Blackwell handbook of social psychology: Intergroup processes (pp. 133–152). Malden, MA: Blackwell.

Umaña-Taylor, A. J., Quintana, S. M., Lee, R. M., Cross, W. E., Rivas-Drake, D., Schwartz, S. J., ... Sellers, R. M. (2014). Ethnic and racial identity during adolescence
and into young adulthood: An integrated conceptualization. Child Development, 85(1), 21–39. http://dx.doi.org/10.1111/cdev.12196.

Van de Werfhorst, H. G., & Van Tubergen, F. (2007). Ethnicity, schooling, and merit in the Netherlands. Ethnicities, 7(3), 416–444.
van den Bergh, L., Denessen, E., Hornstra, L., Voeten, M., & Holland, R. W. (2010). The implicit prejudiced attitudes of teachers: Relations to teacher expectations and

the ethnic achievement gap. American Educational Research Journal, 47(2), 497–527. http://dx.doi.org/10.3102/0002831209353594.
Van Der Zee, K. I., Van Oudenhoven, J. P., & De Grijs, E. (2004). Personality, threat, and cognitive and emotional reactions to stressful intercultural situations. Journal

of Personality, 72(October 2004), 1069–1096. http://dx.doi.org/10.1111/j.0022-3506.2004.00290.x.
Verkuyten, M., & Martinovic, B. (2006). Understanding multicultural attitudes: The role of group status, identification, friendships, and justifying ideologies.

International Journal of Intercultural Relations, 30, 1–18. http://dx.doi.org/10.1016/j.ijintrel.2005.05.015.
Vollebergh, W. A. M., ten Have, M., Dekovic, M., Oosterwegel, A., Pels, T., Veenstra, R., ... Verhulst, F. (2005). Mental health in immigrant children in the Netherlands.

Social Psychiatry and Psychiatric Epidemiology, 40(6), 489–496. http://dx.doi.org/10.1007/s00127-005-0906-1.
Wang, H., Hall, N. C., & Rahimi, S. (2015). Self-efficacy and causal attributions in teachers: Effects on burnout, job satisfaction, illness, and quitting intentions.

Teaching and Teacher Education, 47, 120–130. http://dx.doi.org/10.1016/j.tate.2014.12.005.
Woolfolk Hoy, A., & Burke Spero, R. (2005). Changes in teacher efficacy during the early years of teaching: A comparison of four measures. Teaching and Teacher

Education, 21(4), 343–356. http://dx.doi.org/10.1016/j.tate.2005.01.007.
Wubbels, T., den Brok, P., Veldman, I., & van Tartwijk, J. (2006). Teacher interpersonal competence for Dutch secondary multicultural classrooms. Teachers and

Teaching: Theory and Practice. http://dx.doi.org/10.1080/13450600600644269.
Yoon, J. S. (2002). Teacher characteristics as predictors of teacher-student relationships: Stress, negative affect, and self-efficacy. Social Behavior and Personality: An

International Journal, 30(5), 485–493. http://dx.doi.org/10.2224/sbp.2002.30.5.485.
Zee, M., de Jong, P. F., & Koomen, H. M. Y. (2015). Students' disruptive behavior and the developement of teachers' self-efficacy: The role of teacher-perceived closeness and

conflict in the student-teacher relationship. (Submitted).
Zee, M., De Jong, P. F., & Koomen, H. M. Y. (2016). Teachers' self-efficacy in relation to individual students with a variety of social–emotional behaviors: A multilevel

investigation. Journal of Educational Psychology. http://dx.doi.org/10.1037/edu0000106.
Zee, M., & Koomen, H. M. Y. (2016). Teacher self-efficacy and its effects on classroom processes, student academic adjustment, and teacher well-being: A synthesis of

40 years of research. Review of Educational Research, 1–35. http://dx.doi.org/10.3102/0034654315626801.
Zee, M., Koomen, H. M. Y., Jellesma, F. C., Geerlings, J., & de Jong, P. F. (2016). Inter- and intra-individual differences in teachers' self-efficacy: A multilevel factor

exploration. Journal of School Psychology, 55, 39–56. http://dx.doi.org/10.1016/j.jsp.2015.12.003.
Zimmerman, R. S., Khoury, E. L., Vega, W. A., Gil, A. G., & Warheit, G. J. (1995). Teacher and parent perceptions of behavior problems among a sample of African

American, Hispanic, and non-Hispanic white studients. American Journal of Community Psychology, 23(2), 181–197. http://dx.doi.org/10.1007/BF02506935.

J. Geerlings et al. Journal of School Psychology 67 (2018) 134–147

147

http://dx.doi.org/10.1007/s10648-011-9170-y
http://dx.doi.org/10.1111/j.1467-8624.2012.01761.x
http://dx.doi.org/10.1007/s00127-003-0677-5
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0260
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0260
http://dx.doi.org/10.1037/0022-0663.99.2.253
http://dx.doi.org/10.1016/j.appdev.2012.05.004
http://dx.doi.org/10.1111/bjep.12032
http://dx.doi.org/10.1111/bjep.12032
http://dx.doi.org/10.1016/j.jsp.2011.09.004
http://dx.doi.org/10.1016/S0742-051X(01)00036-1
http://dx.doi.org/10.1016/S0742-051X(01)00036-1
http://dx.doi.org/10.1016/j.tate.2006.05.003
http://dx.doi.org/10.1080/01443410903494460
http://dx.doi.org/10.1080/01443410903494460
http://dx.doi.org/10.3200/PSFL.50.1.29-34
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0300
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0300
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0305
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0305
http://dx.doi.org/10.1111/cdev.12196
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0315
http://dx.doi.org/10.3102/0002831209353594
http://dx.doi.org/10.1111/j.0022-3506.2004.00290.x
http://dx.doi.org/10.1016/j.ijintrel.2005.05.015
http://dx.doi.org/10.1007/s00127-005-0906-1
http://dx.doi.org/10.1016/j.tate.2014.12.005
http://dx.doi.org/10.1016/j.tate.2005.01.007
http://dx.doi.org/10.1080/13450600600644269
http://dx.doi.org/10.2224/sbp.2002.30.5.485
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0365
http://refhub.elsevier.com/S0022-4405(17)30126-7/rf0365
http://dx.doi.org/10.1037/edu0000106
http://dx.doi.org/10.3102/0034654315626801
http://dx.doi.org/10.1016/j.jsp.2015.12.003
http://dx.doi.org/10.1007/BF02506935

	Teaching in ethnically diverse classrooms: Examining individual differences in teacher self-efficacy
	Introduction
	Teacher self-efficacy
	The role of student ethnicity
	Conditions for differential self-efficacy
	Student problem behavior
	Teacher ethnic identification and classroom ethnic composition

	In summary

	Method
	Participants and procedure
	Measures
	Student specific teacher self-efficacy
	Student problem behavior
	Teacher ethnic identification
	Student ethnicity and ethnic classroom composition
	Control variables

	Data analytic strategy

	Results
	Preliminary analyses
	Differential teacher self-efficacy
	The moderating role of problem behavior, identification and classroom composition
	Exploring differences between domains of self-efficacy

	Discussion
	Limitations
	Practical implications for research and practice
	Conclusions

	Acknowledgements
	References




