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A B S T R A C T   

This cross-national study provides new insights in teacher efficacy in today’s culturally diverse 
classrooms using survey data of 269 early childhood and primary school teachers in England, 
Italy, the Netherlands and Poland. Teacher efficacy can be viewed as a two dimensional concept 
in which both general beliefs are measured alongside (diversity-related) domain-specific beliefs. 
These beliefs are related to the cultural classroom context and the use of intercultural classroom 
practices. Our results indicate that policies and professional development targeted at the recip
rocal relation between diversity-related efficacy and practices are important when preparing 
teachers for working in diverse classroom contexts.   

1 Introduction 

In light of ongoing globalization, classroom practices that address the topic of diversity and inclusion are becoming more 
important. Such intercultural classroom practices are necessary for creating a classroom culture where all students, regardless of their 
cultural and linguistic background are provided with the best opportunity to learn (Richards, Brown, & Forde, 2007). However, many 
teachers feel ill-prepared in dealing with cultural and linguistic diversity and find it challenging to work with diverse populations (Slot, 
Halba, & Romijn, 2017). This raises the need for supporting teachers and improving their intercultural competences. A key component 
in improving teachers’ intercultural competences is their sense of self-efficacy. The concept of teacher efficacy plays an important role 
in explaining differences in overall teacher effectiveness with high levels of efficacy having positive effects on several student and 
teacher outcomes. However, little attention has been devoted to teacher efficacy in ethnically diverse classrooms (Geerlings, Thijs, & 
Verkuyten, 2018). The current cross-national study provides new insights in teachers’ self-efficacy beliefs in today’s socio-culturally 
diverse classrooms and it’s crucial role in improving intercultural classroom practices. 

1.1 Teachers’ self-efficacy: a multifaceted concept 

The concept of teacher efficacy is rooted in Bandura’s (1977) social cognitive theory, where self-efficacy refers to an individual’s 
judgement of capability to perform a particular action. Research on teacher efficacy dates back to education studies of the RAND 
organization in the mid-1970s, who found strong links to teacher success and student performance, and the concept has gained 
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increasing research interest ever since (Klassen, Tze, Betts, & Gordon, 2011; Kleinsasser, 2014). Within the field of education, teacher 
efficacy is commonly defined as a “teacher’s belief in his or her capability to organize and execute courses of action required to 
successfully accomplishing a specific teaching task in a particular context” (Tschannen-Moran, Woolfolk Hoy, & Hoy, 1998, p. 233). It 
is a motivational construct based on one’s perception of competence rather than actual level of competence (Tschannen-Moran & 
Woolfolk Hoy, 2007). The relation between teacher efficacy and practice is therefore reciprocal by nature and self-efficacy beliefs can 
work as self-fulfilling prophecies. If teachers perceive their teaching performance to be successful, self-efficacy beliefs are raised, which 
contributes to their expectations of future success. Likewise, self-efficacy beliefs are lowered if teachers perceive their performance as a 
failure, contributing to the expectation that future performances will also fail (Tschannen-Moran & Woolfolk Hoy, 2007). Teacher 
efficacy is therefore believed to be one of the key beliefs influencing teachers’ professional behaviors (Durksen, Klassen, & Daniels, 
2017) and supporting positive efficacy beliefs may enhance overall teacher effectiveness (Von Suchodoletz, Jamil, Larsen, & Hamre, 
2018). 

Since the RAND studies, many measurements of the concept have been developed. In their review on teachers’ self-efficacy, Klassen 
et al. (2011) recommend the use of measures derived from the work of Tschannen-Moran and colleagues (e.g., Tschannen-Moran & 
Barr, 2004; Tschannen-Moran & Woolfolk Hoy, 2001) for future research as these measures show considerably more congruence with 
self-efficacy theory compared to many other of the reviewed measures. Tschannen-Moran and Woolfolk Hoy (2001) propose a 
three-dimensional concept (efficacy regarding student engagement, instructional strategies, and classroom management) that assesses a 
broad range of teacher capabilities, without being so specific that it becomes useless for comparisons of teachers across contexts, levels, 
and subjects. Although this general model of teacher efficacy is mostly agreed on today (Fackler & Malmberg, 2016), several re
searchers, including Tschannen-Moran and Woolfolk Hoy (2007), emphasize that teacher efficacy is context-specific. Depending on 
this context, teachers may feel more or less efficacious in teaching certain students, subjects or in different settings. Several studies 
therefore have used domain-specific measurements to address efficacy in teaching areas such as literacy and STEM. Klassen et al. 
(2011) acknowledge the added value of such domain-specific measurements but stress that too specific measurements of self-efficacy 
may provide theoretically less useful information and thus they argue for a two-pronged approach including a “multifaceted general 
teacher efficacy relevant to most teaching situations, along with domain-specific measures” (p. 33). 

A key point in the current study is whether self-efficacy regarding teaching diverse student populations can be considered domain- 
specific in the same way as teaching diverse subjects (e.g., STEM). One line of research stresses that there is nothing particularly special 
about teachers’ competences to work with different student populations as these competences appear to be part of any good teaching 
(e.g., Malinen et al., 2013; Mitchell, 2008). On the other hand, it could be argued that teaching diverse student populations consists of 
more than just good teaching and requires specific pedagogical content knowledge (e.g., Fitchett, Starker, & Salyers, 2012; Richards 
et al., 2007; Young, 2010). This knowledge goes beyond mere awareness of and respect for the fact that ethnic groups have different 
values and includes a detailed understanding of the cultural characteristics and contributions of different ethnic groups (Gay, 2002). 
Likewise, a specific set of skills is needed, such as promoting equity and mutual respect among students and validating students’ 
cultural identity in classroom practices and instruction materials (Richards et al., 2007; Slot, Romijn, & Wysłowska, 2017). In addition, 
similar to teachers feeling more or less efficacious in teaching different subjects, recent studies indicate that teachers also perceive 
differences in their competences when working with different populations and feel less efficacious working with ethnic and linguistic 
minority students versus majority students (e.g., Geerlings et al., 2018; Malo-Juvera, Correll, & Cantrell, 2018). We therefore argue 
that teaching socio-culturally and linguistically diverse students can be considered domain-specific and that this domain-specificity 
should be explored when assessing teacher efficacy in the context of diverse classrooms. 

Despite the increasing diversity in classrooms and the well-established importance of teacher efficacy for effective education, many 
self-efficacy instruments do not specifically assess efficacy to teach in socio-culturally and linguistically diverse educational settings 
(Siwatu & Starker, 2010). Some exceptions are the Multicultural Efficacy Scale (Guyton & Wesche, 2005), the measurement of immi
gration-related self-efficacy as proposed by Tatar, Ben-Uri, and Horenczyk (2011), or the Culturally Responsive Teaching Self-Efficacy 
(CRTSE) Scale (Siwatu, 2007). These first two measurements focus exclusively on teachers’ self-efficacy beliefs regarding working 
with culturally diverse student populations. Listed competences in these scales include the ability to identify problems that may arise 
as a result of diversity or the ability to help students examine their prejudices towards other students. In contrast, the CRTSE scale of 
Siwatu (2007) also includes more general teacher competencies such as the ability to recognize students’ prior knowledge in order to 
promote deeper learning. However, within this scale both general and more diversity-related competences are taken together into one 
self-efficacy construct. Thus, with regard to the topic of diversity and inclusion, to the best of our knowledge there are no studies so far 
that respond to the call of Klassen et al. (2011) for a two-pronged approach on self-efficacy. In the current study we therefore address 
both general and diversity-related domain-specific self-efficacy as two related, yet separate constructs within the measurement of the 
concept of self-efficacy. 

1.2 Teacher efficacy in diverse classroom contexts 

A sense of satisfaction with one’s past teaching successes, commonly referred to as mastery experience, is believed to be the strongest 
contributor to self-efficacy beliefs (Bandura, 1977; Tschannen-Moran & Woolfolk Hoy, 2007). The context in which teachers operate is 
therefore of great importance as it provides them with the actual experiences to build up their efficacy. As different contexts confront 
teachers with different challenges, there is a need for greater understanding how context variables are linked to higher levels of teacher 
efficacy (Tschannen-Moran & Woolfolk Hoy, 2007). Although numerous studies have investigated the effects of teacher characteristics 
(e.g., Fackler & Malmberg, 2016; Pas, Bradshaw, & Hershfeldt, 2012; Von Suchodoletz et al., 2018) and structural classroom char
acteristics (e.g., Calik, Sezgin, Kavgaci, & Kilinc, 2012; Guo, Justice, Sawyer, & Tompkins, 2011) on teachers’ efficacy beliefs, studies 
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on the role of the wider classroom context and student population are rare and results are inconsistent. Adams and Forsyth (2006) 
found that socio-economic status of students in American primary and secondary schools was positively related to teacher efficacy at a 
school level and Bertoret (2009) showed that lower perceived student diversity in Spanish primary and secondary schools was linked to 
higher self-efficacy levels. In contrast, Rubie-D, avies, Flint, and McDonald (2012) found that primary school teachers in New Zealand 
feel more efficacious in schools with higher percentages of low SES students. They hypothesized that this might reflect good and highly 
experienced teachers’ explicit choice to teach in low socio-economic areas, though they did not have the data to support this statement. 
In relation to this, a cross-national study by Fackler and Malmberg (2016) also shows small positive effects of the percentage of 
students with a different home language or from low-educated families on teacher efficacy, but these specific findings were not further 
interpreted in their discussion. Furthermore, the study by Geerlings et al. (2018) shows that Dutch teachers in primary school 
classrooms with a higher representation of minority students feel more efficacious in teaching minority students compared to teachers 
in classrooms with a smaller share of minority students. As the ethnic in-group identification of the teacher did not significantly 
moderate this effect, they state that teachers in more diverse classes might feel more efficacious in teaching minority students, because 
they have more experience in working with those children. Yet, another recent study by Von Suchodoletz et al. (2018) found no 
relation between students’ socio-economic background and teacher efficacy of American preschool teachers. Thus, more research is 
necessary to understand if and why teachers feel more or less efficacious in relation to minority group students of various racial and 
ethnical groups (Geerlings et al., 2018). 

A few recent cross-national studies addressed the possible effect of the macro-context on self-efficacy (e.g., Fackler & Malmberg, 
2016; Malinen et al., 2013; Vieluf, Kunter, & Van de Vijver, 2013). This wider context is important to include in efficacy research as the 
concept in itself may be culturally contingent upon the wider national cultural context and prevailing multicultural policies, the 
psychological and practical relevance of the concept might vary across countries, and differences in average teacher efficacy may 
display differences in self-presentational norms (Vieluf et al., 2013). Indeed, Fackler and Malmberg (2016) found that a significant 
proportion of the variance of teacher efficacy was located at the country level. Country differences were smaller than differences 
between teachers, but larger than differences between schools. Malinen et al. (2013) compared teacher efficacy of Chinese, Finnish and 
South African teachers and found several unique country characteristics. The Finnish model, for instance, showed that teacher training 
related to inclusive education had a significant effect on self-efficacy, while this relationship was absent for the other two countries. 
Overall, these studies indicate that not only the micro-context in which teachers operate affects teacher efficacy, but the macro-context 
is important to consider as well. Nonetheless, only a limited number of studies so far included this macro-context and more 
cross-national research is still needed to further test theories on teacher efficacy in diverse contexts (Klassen et al., 2011). 

1.3 Teacher efficacy and intercultural classroom practices 

A substantial body of research demonstrates positive effects of high levels of teacher efficacy, yet studies predominantly address the 
effects on other within-teacher factors, such as burn-out and job satisfaction (e.g., Schwarzer & Hallum, 2008; Wang, Hall, & Rahimi, 
2015) and student outcomes, such as motivation, engagement and learning (e.g., Caprara, Barbaranelli, Steca, & Malone, 2006). In 
addition, these conclusions are primarily based on results of primary and secondary school teachers and studies on the self-efficacy of 
professionals working in ECEC are limited (Von Suchodoletz et al., 2018). The relationship between teacher efficacy and actual 
classroom practices is studied to a much lesser extent. Given the reciprocal relationship between self-efficacy and practice and the 
notion that the effect of teacher efficacy on student outcomes may be mediated by classroom practices and quality (Goddard & 
Goddard, 2001; Tucker et al., 2005; Zee & Koomen, 2016), the relationship between teacher efficacy and actual classroom practices is 
important to consider. Studies that do investigate this relationship generally indicate positive relations between classroom practices 
and teachers’ self-efficacy beliefs. Guo, Piasta, Justice, and Kaderavek, (2010) found strong positive associations between American 
preschool teachers’ self-efficacy beliefs and classroom quality in terms of the instructional and emotional support that teachers pro
vide. Pakarinen et al. (2010) found similar results for emotional support in Finnish kindergartens. Furthermore, Almog and 
Schechtman (2007) found that Israeli primary school teachers with higher levels of self-efficacy cope better with different problem 
behaviors such as hostility, hyperactivity and impulsiveness, low achievement and social rejection. Nonetheless, Zee and Koomen 
(2016) conclude in their review on teacher efficacy and its effect on classroom practices that this research field is still rather frag
mentated and more knowledge and integration of studies is necessary to yield any valid conclusions. 

The lack of knowledge on the effects of teacher efficacy on classroom practices is even more apparent when it comes to intercultural 
classroom practices. One study that investigated the relationship between teacher efficacy and such practices to some extent is a small 
scale mixed-method study by Siwatu (2011) using his CRTSE scale and in-depth interview data. American pre-service teachers who 
were classified as having high self-efficacy beliefs according to the CRTSE scale, also indicated they had more opportunities to practice 
these competences in actual classroom settings compared to the teachers with low self-efficacy beliefs. In addition, some studies show a 
positive relation between teacher efficacy and attitudes towards socio-cultural diversity and inclusive practices (Gao & Marger, 2011; 
Gutentag, Horenczyk, & Tatar, 2018; Siwatu & Starker, 2010). However, the actual effects on intercultural practices were presupposed 
rather than tested. Thus, more research on this relationship is needed to gain new insights in how self-efficacy beliefs of teachers can 
play a role in improving intercultural classroom practices. 

1.4 Current study 

As can be concluded from the literature, the concept of teacher efficacy in the context of socio-culturally and linguistically diverse 
classroom contexts is an understudied topic. This holds for including a diversity-related construct in the measurement of teacher efficacy 
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itself, as well as for the relation between efficacy and intercultural practices in classrooms. Moreover, studies on how teacher efficacy is 
affected by classroom diversity or the wider macro context (e.g. multicultural policies) are scarce and results are inconclusive. Given the 
increasing need for intercultural classroom practices and the challenges many professionals still encounter when working in diverse 
classrooms, more knowledge is needed on the crucial role of teacher efficacy. The current study intends to add to existing research by 
analyzing cross-national data of four countries – England, Italy, the Netherlands and Poland – to investigate the role of teacher efficacy in 
diverse classroom contexts. The included countries were selected since they differ considerably in terms of population, (migration) 
history, culture, size and adopted policy approaches to inclusive (classroom) practices. For instance, Eurostat data of 2018 shows that 
the percentage of people born in another country than the country of residence varies considerably across the participating countries, 
ranging from 1.8 % in Poland to 14.4 % in England. Parent’s country of birth has been related to socio-economic status and proven to 
affect the likelihood of child poverty in several European countries (Cadima, Nata, Evangelou, & Anders, 2017). Despite the lower share 
of cultural and linguistic diversity in Poland compared to the other three countries, in terms of socio-economic status Poland is char
acterized by relatively high child poverty rates (22.8 %) and in contrast to other European countries the poverty rates of children in 
Poland with foreign-born parents are lower than those of children born in the country (Cadima et al., 2017). 

Another important macro-contextual difference between the countries concerns the national education system and at what age 
children enter primary school. Thus, whether teachers working with similar age ranges are considered primary school teachers or 
teachers working in ECEC differs across the countries. Despite differences between the two systems, we assume that the role of self- 
efficacy beliefs for teachers successful professional behaviors is similar for teachers working with younger and older children. 
Moreover, over the past decades ECEC has gained legitimacy as a formal institution due to its increasing role in preparing children for 
formal education. This marks a shift towards an increasing educational function of early childhood provisions (e.g., Douglass & Gittell, 
2012) and therefore we included both teachers working in ECEC provisions as well as in primary schools. 

The central model of our study provides an answer to the research question: Is there a relationship between the experienced socio- 
cultural context of the classroom and the use of intercultural classroom practices and to what extent is this relationship mediated by 
teacher efficacy? The following sub questions and hypotheses guided our research. 

1 Can teacher efficacy be viewed as a two-dimensional concept in which both general efficacy beliefs are measured alongside (di
versity-related) domain-specific beliefs? We argue that teaching diverse student populations can be considered domain-specific in 
the same way as teaching diverse subjects and we hypothesized that both dimensions of efficacy are related to each other, but also 
yield unique information on teachers’ efficacy beliefs.  

2 Is there a relationship between practices and socio-cultural classroom context and to what extent is this relationship mediated by 
both dimensions of teacher efficacy? We hypothesized a positive direct relation between classroom diversity and intercultural 
classroom practices as there is more need for such practices in classrooms with higher proportions of children from diverse socio- 
cultural and linguistic backgrounds. However, as teachers are the one’s confronted with this need and the challenges of working in 
diverse classrooms, we expected this relation to be mediated by diversity-related teacher efficacy. As self-efficacy is strongly 
affected by mastery experiences, we hypothesized that teachers working in more diverse classrooms would have higher levels of 
diversity-specific teacher efficacy, since they are more likely to have more experience working with diverse populations. Moreover, 
given the reciprocal but context-specific relationship between efficacy and behavior, we expected positive relations between 
diversity-related teacher efficacy beliefs and intercultural classroom practices as well. Within this mediation model, no hypotheses 
were formulated for the general self-efficacy construct given the lack of prior research on this topic.  

3 What differences can be found in the predictive models of the four countries? Since the included countries show several macro- 
contextual differences, it is reasonable to expect some country differences, though no concrete hypotheses were formulated. 

2 Method 

2.1 Research design 

The current study uses quantitative survey data collected in 2018 as part of a large research project (ISOTIS) with the overall aim to 
contribute to effective policy and practice development at different system levels in order to effectively combat early arising and 
persisting educational inequalities. The survey aimed to identify needs and obstacles (para) professionals face in their work with socio- 
culturally and linguistically diverse children and families in ten European countries and to examine the characteristics of organiza
tional culture and structure that can support professionals in their work. Within the countries, we collected data from professionals in 
the same sites in which a parent survey was conducted. The sites per country were selected according to the following criteria: a 
considerable percentage of the targeted groups for the parent survey (Turkish, North-African, Romani, socioeconomically disadvantaged 
low-income native-born group) and a representation of different local policy contexts. The online staff survey collected data from N =
1058 professionals working with children and families in various settings, such as ECEC, primary schools, after-school care and or
ganizations in the social work sector. The collected data provides up-to-date information on a wide range of topics including staff’s 
attitudes and practices related to diversity, staff’s support needs and self-efficacy, as well as organizational characteristics and pro
fessional development opportunities (for an overview, see Slot, Romijn, Cadima, Nata, & Wysłowska, 2018). 

2.2 Sample 

As a wide range of professionals was included in the staff survey for a variety of purposes, the current paper focusses on a subsample 
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of countries with similar sample statistics and data collection procedures. We included the data from N = 269 teachers working in 
ECEC and primary school in four countries: England, Italy, The Netherlands and Poland. A targeted approach was used in which a small 
number of centers/schools were directly contacted in two sites within each country. A total number of 19 locations from London and 
Manchester was included in the English sample. On average, 4 teachers per location participated. The Dutch sample consisted of 15 
locations from Rotterdam and Utrecht with on average 3 participating teachers per center. The Italian sample consisted of 15 locations 
from Milan and Turin with on average 5 participating teachers per center. The number of participating locations in Poland was a bit 
smaller with only 9 locations from Warsaw and Łódź, though the response rates per location were a bit a higher with on average 6 
teachers per location. This targeted approach resulted in response rates of 52 % (England and Italy), 74 % (The Netherlands) and 100 % 
(Poland). 

The vast majority of the teachers was female (94.2 %). Moreover 4.5 % indicated another nationality than the nationality of the 
country of residence (either a single other nationality or a combination of nationalities) and 7.6 % indicated the use of another lan
guage at home (either a single other language or in combination with the majority language). Participants who were born in a different 
country or who indicated a dual nationality with both parents born in a different country were categorized as having a non-native 
background (5.2 %). Approximately half (54.6 %) of the teachers worked in ECEC centers, whereas the other half (45.4 %) worked 
in primary school. To justify the combined sample of ECEC and primary school teachers, preliminary analyses were conducted to 
investigate meaningful differences between the two types of professionals. These analyses showed measurement invariance could be 
established for self-efficacy and intercultural classroom practices. Moreover, no meaningful differences were found for teachers’ 
background characteristics (age, sex and ethnic background), except for teachers’ education level. Teachers’ education level, 
expressed in International Standard Classification of Education (ISCED) levels to allow for comparison between countries (UNESCO, 
2011), was on average M = 5.27 (SD = 1.82) with ISCED 3 (upper secondary education, 25.5 %), ISCED 6 (bachelor or equivalent, 20.9 
%) and ISCED 7 (master or equivalent, 37.7 %) being reported most frequently. The larger standard deviation is mostly due to dif
ferences in national education requirements of teachers working in ECEC centers or in primary schools, with the minimal education 
level of ECEC teachers being lower in the four countries. This is reflected in the data with ISCED levels of ECEC teachers being sig
nificant lower compared to ISCED levels of primary school teachers for all countries except for the Dutch sample. Therefore, we 
decided to include ISCED levels in the final model as a control variable. 

Descriptive statistics of the sample are displayed in Table 1. It shows that teachers from the English sample are on average 
somewhat younger compared to the other country samples and have less years of experience, but they do work the most hours per 
week. Teachers in the Italian sample are somewhat older and have more years of experience compared to the other country samples. 
Their average education level, however, is lower compared to the three other country samples, as well as the number of hours in their 
work week. In addition, all participants in Italy and Poland have a native background, whereas 16.3 % of the teachers in the Dutch 
sample and 9.0 % of the teachers in the English sample indicate a non-native background. No noticeable differences were visible 
between the country samples for sex and educational setting (percentage of ECEC and primary school teachers). 

2.3 Measures and procedures 

Adapted scales of existing questionnaires were used to draft a first version of the questionnaire, which was piloted in several 
countries. The final English version of the questionnaire was used to prepare the online version that could be answered in approxi
mately 30–45 min. Translations from the nine other languages were copied into the program resulting in ten language-specific, though 
structurally identical, versions of the online questionnaire. The questionnaire was ethically approved by the Faculty Ethics Review 
Board of Utrecht University and all participants consented to the use of their anonymized data for publication purposes. For the current 
study three scales were used: teachers’ self-efficacy beliefs, diversity of the classroom context and intercultural classroom practices. 

2.3.1 Teachers’ self-efficacy beliefs 
Using a 5-point Likert scale teachers were asked to what extent they feel they can perform several competencies, ranging from not at 

all (1), very little (2), somewhat (3), quite well (4), to to a very large degree (5). A total of seven items was used to measure self-efficacy. 
Five general competencies – derived from the self-efficacy scale of Tschannen-Moran and Woolfolk Hoy (2001) – were listed, such as 
making contact with challenging children or adapting activities to individual needs. In addition, we formulated two competencies 
specifically related to working with children from diverse cultural and linguistic backgrounds. Thus, a two-factor model of self-efficacy 
was tested with teachers’ general self-efficacy beliefs as a first factor and teachers’ diversity-related self-efficacy beliefs as a second 
factor. 

Table 1 
Descriptive statistics of total sample and sample per country.   

N Age (SD) Experience (SD) ISCED (SD) Work hours (SD) Background 

England 78 35.35 (11.01) 7.58 (8.11) 5.64 (1.71) 37.63 (8.28) 9.0 % 
Italy 94 49.13 (8.71) 21.37 (13.30) 4.43 (1.93) 26.35 (6.19) 0.0 % 
The Netherlands 43 43.95 (11.89) 15.85 (10.53) 5.74 (1.27) 29.58 (6.37) 16.3 % 
Poland 54 43.10 (10.57) 11.19 (12.05) 5.69 (1.74) 29.11 (12.49) 0.0 % 
Total 269 43.05 (11.66) 14.21 (12.49) 5.27 (1.82) 30.74 (9.56) 5.2 %  
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2.3.2 Diversity of the classroom context 
Teachers reported on the levels of socio-cultural diversity of the context they worked in, estimating the percentage of children 

within their school or center with a certain background on a 5-point Likert scale ranging from almost none (1), around 25 % (2), around 
50 % (3), around 75 % (4), to almost all (5). Teachers estimated the percentage of children from low income/low educated families and/ 
or with a cultural or linguistic background that differs from the dominant country culture and language. The estimated levels of di
versity were highly interrelated with overall Pearson correlation ranging from 0.65 to 0.87. An average of the three levels of diversity 
was used in the final model to measure diversity of context (Cronbach’s α = 0.89). 

2.3.3 Intercultural classroom practices 
Teachers also reported on their intercultural classroom practices on a 5-point Likert scale ranging from never (1), sometimes (2), 

regularly (3), often (4), to always (5). A total of 12 items – derived from the multicultural teaching competency scale of Spanierman et al. 
(2011) – was used to measure a wide range of diversity practices focusing on activities, integrating different cultural values, diversity 
of materials and provision of information in different languages. A total of 7 items with an exclusive focus on intercultural practices 
within the classroom (such as celebrating diverse cultural holidays, examining materials to reflect cultural diversity, and creating a 
warm and inclusive classroom environment) was used to construct the final scale on practices. A one-factor model on these 7 items was 
investigated to test for internal consistency. 

2.4 Missing data and analyses 

Data analysis proceeded in several steps. First, missing values on the self-efficacy and practices scale were imputed. Approximately 
11 % of the participants had missing values on the self-efficacy scale, whereas roughly 17 % of the participants had missing data on the 
practices scale. Both scales were simultaneously imputed using SPSS 24.0 multiple imputation method with 5 sets of iterations. Age, 
sex, educational setting, ISCED level, multicultural and multilingual beliefs, job satisfaction, organizational climate and professional 
development opportunities were included as predictors. Second, we used confirmatory factor analyses (CFA) in Mplus to analyze the 
scales and test the model fit of the two-factor model of self-efficacy. Third, measurement invariance was investigated for both scales to 
see whether the countries could be compared on their mean scores. We used the alignment method (Muthén & Asparouhov, 2014) to 
test to which extent factor loadings and intercepts were completely invariant between groups. Fourth, multivariate and univariate tests 
of variance on exported latent factor means were used to test for significant differences between countries. Lastly, we tested for an 
indirect effect of classroom diversity on intercultural classroom practices via teachers’ self-efficacy using path analysis in Mplus 
(Geiser, 2013). 

3 Results 

3.1 Teachers’ self-efficacy beliefs 

A CFA was used to test the hypothesized two-factor structure of the self-efficacy construct. The descriptive statistics and stan
dardized factor loadings of the scale are presented in Table 2. The CFA showed a sufficient fit χ2 (13) = 40.39, p < 0.001, RMSEA =
0.09, CFI = 0.96, SRMR = 0.04, with a correlation of .65 between the two latent means. The alignment method showed that all factor 
loadings and intercepts were completely invariant across countries, confirming we can compare countries on their mean scores. 
Descriptive statistics and exported latent means per country are shown in Table 3. A MANOVA shows there are significant differences 
between countries for both general self-efficacy (F(3,265) = 6.66, p < 0.001, partial η2 = 0.07) and diversity-related self-efficacy (F 
(3,265) = 11.78, p < 0.001, partial η2 = 0.12). LSD Post Hoc analyses show that general self-efficacy is significantly lower in the Italian 
sample compared to all other country samples, whereas for diversity-related self-efficacy all country differences are significant, with 
teachers from the Dutch sample scoring the highest, followed by England and Italy. Teachers in the Polish sample score the lowest on 
this self-efficacy construct and also show larger variation given the relatively large standard deviation. 

Table 2 
Descriptive statistics and standardized factor loadings of all self-efficacy items.   

N M SD Min Max Λ 

General self-efficacy       
Make contact with challenging children 269 3.84 0.75 1.00 5.00 0.66 
Intervene in disturbing behavior 269 3.96 0.72 1.00 5.00 0.68 
Promote children’s understanding 269 3.86 0.74 1.00 5.00 0.84 
Adapt to children’s individual needs 269 3.83 0.79 1.00 5.00 0.72 
Guide families in supporting child learning 269 3.66 0.80 1.00 5.00 0.60  

Diversity-related self-efficacy       
Work with culturally diverse children 269 3.83 0.89 1.00 5.00 0.88 
Work with linguistically diverse children 269 3.66 0.83 1.00 5.00 0.75  
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3.2 Diversity of classroom context 

Table 4 provides an overview of the diversity of the classroom context per county. The average level of diversity in the English 
sample lies between 50 % and 75 %, with over half of the teachers indicating diversity levels of 50 %. Diversity levels in Italy are rather 
similar based on mean scores, however, the variance is somewhat larger. The Netherlands shows the highest level of diversity with the 
vast majority of teachers indicating 75 % to almost all of the children in their classroom have a diverse cultural or linguistic back
ground or come from low income or low educated families. The opposite is true for Poland, where the majority of teachers indicate 
almost no cultural or linguistic diversity and with the majority indicating 25 % of the children come from low income or low educated 
families. 

3.3 Intercultural classroom practices 

A CFA was used to investigate the model for intercultural classroom practices. The descriptive statistics and standardized factor 
loadings of the scale are presented in Table 5. The CFA showed a good fit χ2 (13) = 38.59, p < 0.001, RMSEA = 0.09, CFI = 0.96, SRMR 
= 0.04. The alignment method showed that all factor loadings and intercepts were completely invariant across countries, confirming 
we can compare countries on their mean scores. Descriptive statistics and exported latent means per country are shown in Table 6. An 
ANOVA shows there are significant differences between countries (F(3,265) = 15.02, p < 0.001, partial η2 = 0.15). LSD Post Hoc 
analyses show that intercultural classroom practices are significantly more reported in the English sample compared to all other 
countries. In addition, such practices are significantly less often reported in the Polish sample compared to the Italian sample. 

3.4 Relations between self-efficacy, diversity of classroom context and practices 

Table 7 shows that self-efficacy, diversity of the classroom context and intercultural classroom practices correlate positively with 
each other. The results show that though both constructs of self-efficacy correlate positively with classroom diversity and intercultural 
classroom practices, the relationship is the strongest for the diversity-related self-efficacy. Furthermore, as the data showed no re
lationships between self-efficacy and practices on the one hand and age, sex and teachers’ background on the other hand, these 
variables were not included in the final model due to the small country sample sizes. However, as we did find significant positive 
correlations between education levels of teachers and self-efficacy and practices, teacher ISCED level was included in the model as a 
control variable. 

To explore the relationship between the diversity of the classroom context, self-efficacy and intercultural classroom practices, we 
tested for direct and indirect effects using path analysis in Mplus. Fig. 1 shows the standardized results of the model that we used to test 
the direct effect of classroom diversity and both constructs of self-efficacy on practices as dependent variable, as well as an indirect 
effect of classroom diversity via self-efficacy, while controlling for teachers’ education level. The model showed a good fit χ2 (1) =
1.27, p = 0.26, RMSEA = 0.03, CFI = 1.00, SRMR = 0.02. The results indicate direct effects of all predictors, except for the effect of 
general self-efficacy on intercultural classroom practices. In addition, it demonstrates a significant effect of education level on both 
self-efficacy constructs as well as on practices, with higher ISCED levels predicting higher levels of self-efficacy and more reported use 

Table 3 
Descriptive statistics and latent means scores of self-efficacy per country.   

N M SD Min Max M F-scores SD F-scores 

General self-efficacy        
England 78 3.91 0.65 1.00 5.00 0.07 0.50 
Italy 94 3.62 0.52 2.80 5.00 − 0.16 0.41 
The Netherlands 43 4.03 0.50 2.80 5.00 0.17 0.40 
Poland 54 3.92 0.56 1.80 5.00 0.03 0.46  

Diversity-related self-efficacy        
England 78 3.90 0.64 2.50 5.00 0.13 0.66 
Italy 94 3.68 0.64 2.50 5.00 − 0.08 0.59 
The Netherlands 43 4.20 0.66 2.50 5.00 0.40 0.60 
Poland 54 3.28 1.01 1.00 5.00 − 0.38 0.91  

Table 4 
Levels of diversity of the classroom context per country.   

Cultural Linguistic Low-income Combined diversity  

M SD M SD M SD M SD 

England 3.55 1.00 3.37 0.98 2.97 0.77 3.30 0.77 
Italy 3.44 1.37 3.32 1.30 3.05 1.18 3.27 1.15 
The Netherlands 4.07 1.37 3.63 1.42 3.26 1.36 3.65 1.30 
Poland 1.17 0.38 1.17 0.38 2.22 0.63 1.52 0.35  
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Table 5 
Descriptive statistics and standardized factor loadings of all practices items.   

N M SD Min Max Λ 

Celebrating diverse cultural holidays 269 3.39 1.22 1.00 5.00 0.64 
Activities to increase cultural knowledge 269 3.36 1.18 1.00 5.00 0.75 
Integrating different cultural values 269 3.78 1.01 1.00 5.00 0.68 
Diverse materials for drawing skin, hair, eye color 269 4.09 1.01 1.00 5.00 0.50 
Adapt work to background children 269 3.45 1.18 1.00 5.00 0.73 
Create warm and inclusive environment 269 4.29 0.93 1.00 5.00 0.49 
Ensure materials reflect cultural diversity 269 3.52 1.14 1.00 5.00 0.75  

Table 6 
Descriptive statistics and latent means scores of practices per country.   

N M SD Min Max M F-scores SD F-scores 

England 78 4.11 0.62 2.57 5.00 0.39 0.56 
Italy 94 3.65 0.82 1.57 5.00 − 0.05 0.75 
The Netherlands 43 3.55 0.70 1.43 4.86 − 0.17 0.62 
Poland 54 3.31 0.74 1.57 5.00 − 0.35 0.66  

Table 7 
Pearson correlations between self-efficacy, diversity of classroom context and practices.   

2 3 4 5 6 7 8 

1. Diversity of context 0.16* 0.39** 0.27** − 0.05 − 0.10 − 0.11 0.15* 
2. General self-efficacy  0.73** 0.22** 0.20** − 0.05 − 0.05 − 0.00 
3. Diversity-related self-efficacy   0.39** 0.17* − 0.00 − 0.09 0.07 
4. Diversity practices    0.19** − 0.05 0.07 0.00 
5. ISCED     − 0.22** − 0.02 0.13 
6. Age     0.01 − 0.06 − 0.06 
7. Sex       − 0.17** 
8. Background        

Note.*p < 0.05 (2-tailed). ** p < 0.001 (2-tailed). 

Fig. 1. Model of direct and indirect effects of diversity of the context and self-efficacy on practices controlled for ISCED level. Significant effects (p <
0.001) are indicated by bold lines. 
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of intercultural classroom practices. 
Table 8 shows the indirect and total effects of the model. The results indicate both a direct effect of diversity of the classroom 

context on intercultural classroom practices as well as an indirect effect via diversity-related self-efficacy. An indirect effect on 
practices via general self-efficacy was not found to be significant. 

A multigroup model taking the four countries into the equation shows a poor fit when all paths are fully constrained between the 
four countries, χ2 (31) = 64.65, p < 0.001, RMSEA = 0.13, CFI = 0.91, SRMR = 0.12. The modification indices showed that the path 
between classroom diversity and practices should be freely estimated for the Italian sample as well as the path between classroom 
diversity and general self-efficacy for the Polish sample to allow for a good model fit, χ2 (29) = 30.53, p = 0.39, RMSEA = 0.03, CFI =
1.00, SRMR = 0.10. The multigroup model showed significant effects similar to the overall model, with two exceptions concerning the 
two freely estimated paths. The freely estimated path in the Italian sample results in no significant effects of diversity of context on 
diversity practices in the English, Dutch and Polish sample, in contrast to the Italian sample where a significant positive effect was 
found (β = 0.33, SE = 0.08, p < 0.001). Furthermore, the freely estimated path in the Polish sample shows there is a significant positive 
effect of classroom diversity on general self-efficacy in the English, Italian and Dutch sample, in contrast to the Polish sample where a 
significant negative effect was found (β = 0.40, SE = 0.09, p < 0.001). Table 9 provides an overview of the direct and indirect effects 
per country. The indirect effect of classroom diversity on practices via diversity-related self-efficacy is significant in all four country 
samples, though the estimate is somewhat smaller in the Polish sample. 

4 Discussion 

Given today’s increasingly diverse school populations, the use of intercultural classroom practices becomes more important in 
order to provide all students with the best opportunities to learn. As many teachers feel ill-prepared in dealing with cultural and 
linguistic diversity (Slot, Halba et al., 2017), there is a need to support teachers and improve their intercultural competences. The goal 
of the present study was to provide new insights on the crucial role of teacher efficacy in this. A cross-national design with data from 
ECEC and primary school teachers from four countries – England, Italy, the Netherland and Poland – was used to answer our research 
question: Is there a relationship between the experienced socio-cultural context of the classroom and the use of intercultural classroom 
practices and to what extent is this relationship mediated by teacher efficacy? 

A first goal of this study was to examine to what extent teacher efficacy can be viewed as a two-dimensional concept in which both 
general efficacy beliefs relevant to most teaching situations are measured alongside (diversity-related) domain-specific beliefs. 
Knowledge on this domain-specific teacher efficacy is valuable, as we often teach to our strengths and reduced feelings of self-efficacy 
in some areas may result in teachers avoiding specific content or teaching methods (Wheatley, 2002). Our results indicate that both 
dimensions of efficacy are interrelated, but also yield unique information on teachers’ efficacy beliefs, and thus support our statement 
that teaching diverse student populations can be considered domain-specific. While some teachers reported similar beliefs for general 
self-efficacy and diversity-related self-efficacy, others reported differences in their self-efficacy beliefs. These differences may be 
explained by the relation between efficacy and other within-teacher factors. For instance, a positive relation between teacher efficacy 
and job stress and satisfaction has been well established (e.g., Schwarzer & Hallum, 2008; Wang et al., 2015), which might explain why 
teachers in the Dutch sample reported relatively high self-efficacy. Some studies show that Dutch teachers are in general rather 
satisfied with their overall organizational climate and show low levels of job stress (e.g., Slot, Romijn et al., 2018; Slot, Jepma, Muller, 
Romijn, & Leseman, 2018), which could be reflected in their higher reported self-efficacy. A second within-teacher factor that might 
explain these differences is teachers’ educational background. In line with previous studies (e.g., Tschannen-Moran & Johnson, 2011) 
we found that teacher efficacy was positively related to teachers’ educational background. Given that the average education level of 
teachers in the Italian sample is considerably lower, this might explain why these teachers also reported lower general self-efficacy 
compared to the teachers from the other three counties. 

Differences in teacher efficacy can also be explained by the experienced level of diversity of the classroom context. As mastery 
experiences are a strong contributor to self-efficacy beliefs (Bandura, 1997; Tschannen-Moran & Woolfolk Hoy, 2007) we hypothesized 
that teachers working in more diverse classroom contexts would show higher levels of diversity-related efficacy as they are more often 
confronted with the specific needs and challenges of a diverse classroom and thus likely had more opportunities to build up their 
efficacy beliefs in working with these diverse student populations. Our results confirmed this hypothesis and are in line with the study 
by Geerlings et al. (2018), who found that teachers feel more efficacious towards minority students when they work in classrooms with 
a higher share of minority students and interpreted this result as teachers being more experienced in working with diverse populations. 
This could explain why the teachers in the Polish sample reported significantly lower diversity-related teacher efficacy. Given the 

Table 8 
Standardized estimates and standard errors of direct and indirect effects on practices.   

β SE p 

Indirect effect via general self-efficacy − 0.02 0.02 0.231 
Indirect effect via diversity-related self-efficacy 0.15 0.04 <0.001  

Total effect 0.29 0.06 <0.001 
Total indirect effect 0.13 0.03 <0.001  
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lower diversity in the current sample of Polish classrooms compared to the classrooms of the other countries (0–25 % and 50–75 % 
respectively), Polish teachers might have less experience in working with culturally and linguistically diverse students and may, thus, 
feel less efficacious in teaching them. 

Furthermore, our results show there is a positive relation between general self-efficacy and classroom diversity as well, though the 
relationship with diversity-related self-efficacy is stronger. Rubie-Davies et al. (2012) found similar results and hypothesized that this 
positive relationship could reflect good and highly experienced teachers’ explicit choice to teach in low socio-economic areas. An 
alternative explanation of this result could be that the relationship between general self-efficacy and diversity-specific efficacy is 
reciprocal. If teachers experience success in addressing specific (diversity-related) challenges in the classroom, these experiences might 
also strengthen their overall feeling of competence as a teacher. Thus, teachers in more diverse classrooms might feel more efficacious 
in working with diverse students populations, which strengthens their overall teaching efficacy. However, our multigroup model 
indicated that this relationship is not identical in all four countries. For the Polish model we found a negative relation between 
socio-cultural diversity in the classroom and teachers’ general self-efficacy, in contrast to a positive relation for the other three 
countries. While some studies found a positive relation between classroom diversity and general self-efficacy (e.g., Fackler & 
Malmberg, 2016; Rubie-Davies et al., 2012), the negative relation in the Polish sample is in line with others (e.g., Adams & Forsyth, 
2006; Bertoret, 2009). These contrasting results may indicate that there are other factors that moderate this relation, which were not 
included in the present study. The divergent result in the Polish sample could for instance result from less optimal conditions in Polish 
(pre)schools (e.g., working conditions, group size, professional development resources) that put more stress on these teachers when 
working with very heterogenous groups. However, these country differences could also be related to population differences, as the 
cultural composition of the Polish population is different compared to the other countries (i.e., Cadima et al., 2017). As such, it would 
be interesting to see what the relation between general and diversity-specific teacher efficacy and classroom diversity looks like in 
typical immigration countries, such as the USA, Canada or Australia. Overall, future research on this relationship is necessary to 
confirm these possible explanations for country differences. 

The second purpose of this study was to investigate the reciprocal relation between teacher efficacy and intercultural classroom 
practices and how this is affected by the socio-cultural diversity of the classroom context. Moreover, we were specifically interested 
whether teacher efficacy plays a mediating role in the relationship between the classroom diversity and intercultural classroom 
practices. Our results indicate that differences in practices can be explained by both the diversity of the classroom context as well as 
teacher efficacy. We found a positive relation between classroom diversity and practices, which confirmed our hypothesis that teachers 
report more intercultural practices in classrooms where there is a higher need for such practices. This direct relationship might explain 
why teachers from the Polish sample reported a significantly lower use of interculturally classroom practices. As the share of students 
from cultural and linguistic minority backgrounds is relatively small in Polish classrooms, if not absent, the need for these practices 
might be less apparent. 

Though the classroom context is of great importance for classroom processes (e.g., Zee & Koomen, 2016) it is the teacher who is 
directly confronted with the challenges and needs of a socio-culturally diverse classroom. Our hypothesis that teacher efficacy can play 
an important role in the improvement of intercultural classroom practices is supported by our results. Both constructs of teacher ef
ficacy proved to relate positively to teacher-reported classroom practices, though again the relation between diversity-related self-
efficacy and practices is stronger than the relation with general self-efficacy. Thus, teachers who feel more efficacious working with 
children with diverse cultural and linguistic background state that they are more often engaged in intercultural classroom practices. 
Moreover, we found a significant indirect effect of diversity-specific self-efficacy. These results confirm our hypotheses and are in line 
with previous studies (e.g., Siwatu, 2011), though research on this specific topic is still very limited. 

Besides the effect of the direct classroom context and teachers’ efficacy beliefs on intercultural classroom practices, a few recent 
cross-national studies indicate that the macro-context also plays an important role in explaining differences (e.g., Fackler & Malmberg, 
2016; Malinen et al., 2013; Vieluf et al., 2013). Policies at the organization, state or country level might also account for part of the 
variance in practices. For instance, teachers in the English sample reported the most intercultural classroom practices, which could be a 
result of the mandatory curriculum (Early years foundation stage statutory framework [EYFS]) with standards that all schools and 
child care providers must meet for the learning, development and care of children from birth to 5 years of age (Department for Ed
ucation, 2017). Inclusive classroom practices are specifically addressed within this framework. Indeed, it states that all providers must 
take reasonable steps to provide children from linguistically diverse backgrounds with opportunities to use their home language in play 
and learning. Such diversity-related policies could also explain why the teachers in the Dutch sample reported relatively low use of 
intercultural classroom practices despite their rather high self-efficacy beliefs. A national mandatory policy that supports the use of 
children’s home language is lacking. Instead, some of the (pre)schools included in the Dutch sample have explicit organization policies 

Table 9 
Standardized estimates and errors of direct and indirect effects on practices per country.   

EN IT NL PL  
β (SE) β (SE) β (SE) β (SE) 

Indirect effect via general self-efficacy − 0.02 (0.07); p = 0.251 − 0.03 (0.02); p = 0.245 − 0.03 (0.03); p = 0.248 0.04 (0.03); p = 0.237 
Indirect effect via diversity-related self-efficacy 0.11 (0.03); p = 0.001 0.12 (0.08); p < 0.001 0.16 (0.05); p = 0.001 0.04 (0.01); p < 0.001  

Total effect − 0.02 (0.07); p = 0.806 0.42 (0.08); p < 0.001 − 0.03 (0.11); p = 0.805 0.04 (0.05); p = 0.407 
Total indirect effect 0.08 (0.02); p< 0.001 0.09 (0.03); p< 0.001 0.13 (0.04); p < 0.001 0.08 (0.04); p = 0.042  
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that stress the importance of Dutch language proficiency and therefore the exclusion of children’s home language use in the classroom. 
Future research should explicitly include country level variables to create a deeper understanding of the wider cultural context in 
which teacher efficacy and intercultural classroom practices develop. 

4.1 Limitations 

There are several limitations that should be taken into account when interpreting our findings. An important limitation concerns 
sampling. The current cross-national study was based on a convenience sample in very targeted areas. As a result, findings from our 
study cannot be generalized across teachers and countries. This seems especially true for the cross-country results on teachers’ self- 
efficacy. Though measurement invariance showed a comparison between countries was valid, some researchers have argued that 
such country differences may be more indicative of differences in self-representation and cultural modesty norms than actual levels of 
self-efficacy (Vieluf et al., 2013). The results on the differences in teacher efficacy beliefs between the four countries should therefore 
be interpreted with caution. Moreover, given the smaller sample sizes per country we included both ECEC and primary school teachers. 
Though we argued that a combined sample was justified for the purposes of the current paper, the particular characteristics of ECEC 
may prevent from generalizing results to primary school settings and vice versa. Further research should therefore strive to validate our 
results with more homogenous samples of teachers. 

A second point concerns the measurement of our key variables. Our current conclusions are solely based on data from self-reported 
measures, which may be sensitive to response tendencies and social desirability. Such measurements seem inevitable for the concept of 
teacher efficacy, which entails one’s perception of competence rather than actual level of competence. For intercultural classroom 
practices, the current study elaborates on the relationship between self-efficacy and perceived practices, but lacks independent in
formation on the inclusive practices and quality of these classrooms. Other measurements for these practices, such as classroom ob
servations, should be included in future studies to investigate if teachers with higher levels of diversity-related self-efficacy have better 
intercultural competences and use indeed more intercultural classroom practices. Likewise, the use of demographic data could provide 
a more detailed picture of the diversity of the classroom context. In the current study, the self-reported low levels of diversity indicate 
rather homogenous classrooms in the Polish sample. Though these teachers indicate they experience the group as homogenous, this 
measurement might not do just to the actual (socioeconomic) diversity in the Polish context. 

5 Conclusion 

Despite the above-mentioned limitations that call for caution in the interpretation of these results, this study has some relevant 
implications. Overall, our results add to the existing body of research on the reciprocal relationship between self-efficacy beliefs and 
practice and illustrate that when it comes to intercultural classroom practices feeling competent as a teacher in general is not sufficient. 
Some teachers showed reduced feelings of efficacy in working with diverse student populations compared to their general self-efficacy. 
As we teach to our strengths, these reduced feelings of diversity-related efficacy may result in these teachers avoiding intercultural 
classroom practices. We argue that (pre)school is an important setting in preparing children for their participation in today’s culturally 
diverse society and that the use of these practices is thus important in all classrooms, regardless of students’ background. Nonetheless, 
our results show that context matters. Teachers working in more diverse classrooms, feel more efficacious working with diverse 
student populations and report they are more often engaged in intercultural classroom practices, which in turn provides them with new 
opportunities to build up their self-efficacy. However, the socio-cultural composition of the classroom context only explains a part of 
the variance in teachers’ efficacy beliefs and intercultural classroom practices. Therefore, we argue that it is necessary to help teachers’ 
build their self-efficacy beliefs by providing them with opportunities to engage in intercultural classroom practices. This asks for (new) 
approaches to in-service professional development, such as coaching on the job with culturally diverse groups, teachers reflecting on 
their own intercultural practices, biases and beliefs, or organizing regular meetings with parents of diverse backgrounds. 

In conclusion, our results indicate that if we wish to improve intercultural classroom practices and better prepare teachers for 
working in diverse classroom contexts, a continuous yet targeted approach is likely to yield the best results. Policies and in-service 
professional development specifically targeted at the reciprocal relation between diversity-related domain-specific self-efficacy on 
the one hand and practices on the other hand might be of more importance than interventions and activities that aim to improve 
teachers’ overall feelings of competence. 

Funding 

This work was supported by the European Union’s Horizon 2020 research and innovation programme under grant agreement No. 
727069. 

Acknowledgements 

We are very grateful to all the ISOTIS research team and all teachers who participated in this project. We would especially like to 
thank Edward Melhuish (University of Oxford) and Olga Wysłowska (University of Warsaw) for their efforts regarding the data 
collection in England and Poland. 

B.R. Romijn et al.                                                                                                                                                                                                      



International Journal of Intercultural Relations 79 (2020) 58–70

69

References 

Adams, C. M., & Forsyth, P. B. (2006). Proximate sources of collective teacher efficacy. Journal of Educational Administration, 44, 625–642. https://doi.org/10.1108/ 
09578230610704828. 

Almog, O., & Schechtman, Z. (2007). Teachers’ democratic and efficacy beliefs and styles of coping with behavioural problems of pupils with special needs. European 
Journal of Special Needs Education, 22, 115–129. https://doi.org/10.1080/08856250701267774. 

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. Psychological Review, 84, 191–215. https://doi.org/10.1037/0033-295x.84.2.191. 
Bertoret, F. D. (2009). Self-efficacy, school resources, job stressors and burnout among Spanish primary and secondary school teachers: A structural equation 

approach. Educational Psychology, 29, 45–68. https://doi.org/10.1080/01443410802459234. 
Cadima, J., Nata, G., Evangelou, M., & Anders, Y. (2017). Inventory and analysis of promising and evidence-based parent- and family-focused support programs. Porto, 

Portugal: ISOTIS.  
Calik, T., Sezgin, F., Kavgaci, H., & Kilinc, A. C. (2012). Examination of relationships between instructional leadership of school principals and self-efficacy of teachers 

and collective teacher efficacy. Educational Sciences: Theory and Practice, 12, 2498–2504. 
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, 473–490. https://doi.org/10.1016/j.jsp.2006.09.001. 
Department for Education. (2017). Statutory framework for the early years foundation stage. Setting the standards for learning, development and care for children from birth to 

five. Retrieved from https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/596629/EYFS_STATUTORY_ 
FRAMEWORK_2017.pdf. 

Douglass, A., & Gittell, J. H. (2012). Transforming professionalism: Relational bureaucracy and parent-teacher partnerships in child care settings. Journal of Early 
Childhood Research, 10, 267–281. https://doi.org/10.1177/1476718X12442067. 

Durksen, T. L., Klassen, R. M., & Daniels, L. M. (2017). Motivation and collaboration: The keys to a developmental framework for teachers’ professional learning. 
Teaching and Teacher Education, 67, 53–66. https://doi.org/10.1016/j.tate.2017.05.011. 

Fackler, S., & Malmberg, L. (2016). Teachers’ self-efficacy in 14 OECD countries: Teacher, students group, school and leadership effects. Teaching and Teacher 
Education, 56, 185–195. https://doi.org/10.1016/j.tate.2016.03.002. 

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, 585–611. https://doi.org/10.1177/0042085912436568. 

Gao, W., & Marger, G. (2011). Enhancing preservice teachers’ sense of efficacy and attitudes toward school diversity through preparation: A case of one U.S. inclusive 
teacher education program. International Journal of Special Education, 26, 92–107. 

Gay, G. (2002). Preparing for culturally responsive teaching. Journal of Teacher Education, 53, 106–116. https://doi.org/10.1177/0022487102053002003. 
Geerlings, J., Thijs, J., & Verkuyten, M. (2018). Teaching in ethnically diverse classrooms: Examining individual differences in teacher self-efficacy. Journal of School 

Psychology, 67, 134–147. https://doi.org/10.1016/j.jsp.2017.12.001. 
Geiser. (2013). Data analysis with Mplus. New York, NY: Guilford Press.  
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. https://doi.org/10.1016/s0742-051x(01)00032-4. 
Guo, Y., Justice, L. M., Sawyer, B., & Tompkins, V. (2011). Exploring factors related to preschool teachers’ self-efficacy. Teaching and Teacher Education, 27, 961–968. 

https://doi.org/10.1016/j.tate.2011.03.008. 
Guo, Y., Piasta, S. B., Justice, L. M., & Kaderavek, J. N. (2010). Relations among preschool teachers’ self-efficacy, classroom quality, and children’s language and 

literacy gains. Teaching and Teacher Education, 26, 1094–1103. https://doi.org/10.1016/j.tate.2009.11.005. 
Gutentag, T., Horenczyk, G., & Tatar, M. (2018). Teachers’ approaches toward cultural diversity predict diversity-related burnout and self-efficacy. Journal of Teacher 

Education, 69, 408–419. https://doi.org/10.1177/0022487117714244. 
Guyton, E. M., & Wesche, M. V. (2005). The multicultural efficacy scale: Development, item selection, and reliability. Multicultural perspectives, 7(4), 21–29. https:// 

doi.org/10.1207/s15327892mcp0704_4. 
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, 21–43. https://doi.org/10.1007/s10648-010-9141-8. 
Kleinsasser, R. C. (2014). Teacher efficacy in teacher and teacher education. Teaching and Teacher Education, 44, 168–179. https://doi.org/10.1016/j. 

tate.2014.07.007. 
Malinen, O., Savolainen, H., Engelbrecht, P., Xu, J., Nel, M., Nel, N., … Tlale, D. (2013). Exploring teacher self-efficacy for inclusive practices in three diverse 

countries. Teaching and Teacher Education, 33, 34–44. https://doi.org/10.1016/j.tate.2013.02.004. 
Malo-Juvera, V., Correll, P., & Cantrell, S. (2018). A mixed methods investigation of teachers’ self-efficacy for culturally responsive instruction. Teaching and Teacher 

Education, 74, 146–156. https://doi.org/10.1016/j.tate.2018.05.003. 
Mitchell, D. (2008). What really works in special and inclusive education: Using evidence based teaching strategies. Abingdon, UK: Routledge.  
Muthén, B. O., & Asparouhov, T. (2014). IRT studies of many groups: The alignment method. Frontiers in Psychology, 5(978), 1–6. https://doi.org/10.3389/ 

fpsyg.2014.00978. 
Pakarinen, E., Lerkkanen, M., Poikkeus, A., Kiuru, N., Siekkinen, M., Rasku-Puttonen, H., … Nurmi, J. (2010). A validation of the classroom assessment scoring system 

in Finnish kindergartens. Early Education and Development, 21, 95–124. https://doi.org/10.1080/10409280902858764. 
Pas, E. T., Bradshaw, C. P., & Hershfeldt, P. A. (2012). Teacher- and school-level predictors of teacher efficacy and burnout: Identifying potential areas for support. 

Journal of School Psychology, 50, 129–145. https://doi.org/10.1016/j.jsp.2011.07.003. 
Richards, H. V., Brown, A. F., & Forde, T. B. (2007). Addressing diversity in schools: Culturally responsive pedagogy. Teaching Exceptional Children, 39(3), 64–68. 

https://doi.org/10.1177/004005990703900310. 
Rubie-Davies, C. M., Flint, A., & McDonald, L. G. (2012). Teacher beliefs, teacher characteristics, and school contextual factors: What are the relationships? British 

Journal of Education Psychology, 82, 270–288. https://doi.org/10.1111/j.2044-8279.2011.02025.x. 
Schwarzer, R., & Hallum, S. (2008). Perceived teacher self-efficacy as predictor of job stress and burnout: Mediation analyses. Applied Psychology, 57, 152–171. 

https://doi.org/10.1111/j.1464-0597.2008.00359.x. 
Siwatu, K. O. (2007). Preservice teachers’ culturally responsive teaching self-efficacy and outcome expectancy beliefs. Teaching and Teacher Education, 23, 1086–1101. 

https://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, 360–369. https://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, 12(1), 10–17. https://doi.org/10.1080/15210961003641302. 
Slot, P. L., Halba, B., & Romijn, B. R. (2017). The role of professionals in promoting diversity and inclusiveness. Utrecht, The Netherlands: ISOTIS.  
Slot, P. L., Jepma, I. J., Muller, P., Romijn, B. R., & Leseman, P. P. M. (2018). Kwaliteit van de Nederlandse kinderdagopvang, peuteropvang, buitenschoolse opvang en 

gastouderopvang. Gecombineerde metingen 2017–2018. Utrecht, The Netherlands: Sardes.  
Slot, P. L., Romijn, B. R., Cadima, J., Nata, G., & Wysłowska, O. (2018). Internet survey among staff working in formal and informal (education) sectors in ten European 

countries. Utrecht, The Netherlands: ISOTIS.  
Slot, P. L., Romijn, B. R., & Wysłowska, O. (2017). Inventory and analysis of professional development and models related to inclusiveness. Utrecht, The Netherlands: 

ISOTIS.  
Spanierman, L. B., Oh, E., Heppner, P. P., Neville, H. A., Mobley, M., Wright, C. V., … Navarro, R. (2011). The multicultural teaching competency scale: Development 

and initial validation. Urban Education, 46, 440–464. https://doi.org/10.1177/0042085910377442. 

B.R. Romijn et al.                                                                                                                                                                                                      

https://doi.org/10.1108/09578230610704828
https://doi.org/10.1108/09578230610704828
https://doi.org/10.1080/08856250701267774
https://doi.org/10.1037/0033-295x.84.2.191
https://doi.org/10.1080/01443410802459234
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0025
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0025
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0030
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0030
https://doi.org/10.1016/j.jsp.2006.09.001
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/596629/EYFS_STATUTORY_FRAMEWORK_2017.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/596629/EYFS_STATUTORY_FRAMEWORK_2017.pdf
https://doi.org/10.1177/1476718X12442067
https://doi.org/10.1016/j.tate.2017.05.011
https://doi.org/10.1016/j.tate.2016.03.002
https://doi.org/10.1177/0042085912436568
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0065
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0065
https://doi.org/10.1177/0022487102053002003
https://doi.org/10.1016/j.jsp.2017.12.001
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0080
https://doi.org/10.1016/s0742-051x(01)00032-4
https://doi.org/10.1016/j.tate.2011.03.008
https://doi.org/10.1016/j.tate.2009.11.005
https://doi.org/10.1177/0022487117714244
https://doi.org/10.1207/s15327892mcp0704_4
https://doi.org/10.1207/s15327892mcp0704_4
https://doi.org/10.1007/s10648-010-9141-8
https://doi.org/10.1016/j.tate.2014.07.007
https://doi.org/10.1016/j.tate.2014.07.007
https://doi.org/10.1016/j.tate.2013.02.004
https://doi.org/10.1016/j.tate.2018.05.003
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0130
https://doi.org/10.3389/fpsyg.2014.00978
https://doi.org/10.3389/fpsyg.2014.00978
https://doi.org/10.1080/10409280902858764
https://doi.org/10.1016/j.jsp.2011.07.003
https://doi.org/10.1177/004005990703900310
https://doi.org/10.1111/j.2044-8279.2011.02025.x
https://doi.org/10.1111/j.1464-0597.2008.00359.x
https://doi.org/10.1016/j.tate.2006.07.011
https://doi.org/10.1080/00220671.2010.487081
https://doi.org/10.1080/15210961003641302
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0180
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0185
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0185
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0190
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0190
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0195
http://refhub.elsevier.com/S0147-1767(20)30161-9/sbref0195
https://doi.org/10.1177/0042085910377442


International Journal of Intercultural Relations 79 (2020) 58–70

70

Tatar, M., Ben-Uri, I., & Horenczyk, G. (2011). Assimilation attitudes predict lower immigration-related self-efficacy among Israeli immigrant teachers. European 
Journal of Psychology Education, 26, 247–255. https://doi.org/10.1007/s10212-010-0044-3. 

Tschannen-Moran, M., & Barr, M. (2004). Fostering student learning: The relationship of collective teacher efficacy and student achievement. Leadership and Policy in 
Schools, 3, 189–209. https://doi.org/10.1080/15700760490503706. 

Tschannen-Moran, M., & Johnson, D. (2011). Exploring literacy teachers’ self-efficacy beliefs: Potential sources at play. Teaching and Teacher Education, 27, 751–761. 
https://doi.org/10.1016/j.tate.2010.12.005. 

Tschannen-Moran, M., & Woolfolk Hoy, A. (2001). Teacher efficacy: Capturing an elusive construct. Teaching and Teacher Education, 17, 783–805. https://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 experience teachers. Teaching and Teacher 
Education, 23, 944–956. https://doi.org/10.1016/j.tate.2006.05.003. 

Tschannen-Moran, M., Woolfolk Hoy, A., & Hoy, W. K. (1998). Teacher efficacy: Its meaning and measure. Review of Educational Research, 68, 202–248. https://doi. 
org/10.3102/00346543068002202. 

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, 29–34. https://doi.org/10.3200/PSFL.50.1.29-34. 

UNESCO. (2011). Internationals standard classification of education. Retrieved from. ISCED 2011 http://uis.unesco.org/sites/default/files/documents/international- 
standard-classification-of-education-isced-2011-en.pdf. 

Vieluf, S., Kunter, M., & Van de Vijver, F. J. R. (2013). Teacher self-efficacy in cross-national perspective. Teaching and Teacher Education, 35, 92–103. https://doi.org/ 
10.1016/j.tate.2013.05.006. 

Von Suchodoletz, A., Jamil, F. M., Larsen, R. A., & Hamre, B. K. (2018). Personal and contextual factors associated with growth in preschool teachers’ self-efficacy 
beliefs during a longitudinal professional development study. Teaching and Teacher Education, 75, 278–289. https://doi.org/10.1016/j.tate.2018.07.009. 

Wang, H., Hall, N. C., & Rahimi, S. (2015). Self-efficacy and causal attributions in teachers: Effect on burnout, job satisfaction, illness, and quitting intentions. Teaching 
and Teacher Education, 47, 120–130. https://doi.org/10.1016/j.tate.2014.12.005. 

Wheatley, K. F. (2002). The potential benefits of teacher efficacy doubts for educational reform. Teaching and Teacher Education, 18, 5–22. https://doi.org/10.1016/ 
s0742-051x(01)00047-6. 

Young, E. (2010). Challenges to conceptualizing and actualizing culturally relevant pedagogy: How viable is the theory in classroom practice? Journal of Teacher 
Education, 61, 248–260. https://doi.org/10.1177/0022487109359775. 

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, 86, 981–1051. https://doi.org/10.3102/0034654315626801. 

B.R. Romijn et al.                                                                                                                                                                                                      

https://doi.org/10.1007/s10212-010-0044-3
https://doi.org/10.1080/15700760490503706
https://doi.org/10.1016/j.tate.2010.12.005
https://doi.org/10.1016/s0742-051x(01)00036-1
https://doi.org/10.1016/s0742-051x(01)00036-1
https://doi.org/10.1016/j.tate.2006.05.003
https://doi.org/10.3102/00346543068002202
https://doi.org/10.3102/00346543068002202
https://doi.org/10.3200/PSFL.50.1.29-34
http://uis.unesco.org/sites/default/files/documents/international-standard-classification-of-education-isced-2011-en.pdf
http://uis.unesco.org/sites/default/files/documents/international-standard-classification-of-education-isced-2011-en.pdf
https://doi.org/10.1016/j.tate.2013.05.006
https://doi.org/10.1016/j.tate.2013.05.006
https://doi.org/10.1016/j.tate.2018.07.009
https://doi.org/10.1016/j.tate.2014.12.005
https://doi.org/10.1016/s0742-051x(01)00047-6
https://doi.org/10.1016/s0742-051x(01)00047-6
https://doi.org/10.1177/0022487109359775
https://doi.org/10.3102/0034654315626801

	Teachers’ self-efficacy and intercultural classroom practices in diverse classroom contexts: A cross-national comparison
	1 Introduction
	1.1 Teachers’ self-efficacy: a multifaceted concept
	1.2 Teacher efficacy in diverse classroom contexts
	1.3 Teacher efficacy and intercultural classroom practices
	1.4 Current study

	2 Method
	2.1 Research design
	2.2 Sample
	2.3 Measures and procedures
	2.3.1 Teachers’ self-efficacy beliefs
	2.3.2 Diversity of the classroom context
	2.3.3 Intercultural classroom practices

	2.4 Missing data and analyses

	3 Results
	3.1 Teachers’ self-efficacy beliefs
	3.2 Diversity of classroom context
	3.3 Intercultural classroom practices
	3.4 Relations between self-efficacy, diversity of classroom context and practices

	4 Discussion
	4.1 Limitations

	5 Conclusion
	Funding
	Acknowledgements
	References


