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ABSTRACT I

Abstract — English
Background. With the growing cultural diversity in German schools, teachers face increasing
demands to meet the needs of all students. Culturally responsive teaching (CRT) offers a
promising framework for examining the intraindividual processes of pre-service and in-service
teachers in culturally diverse educational contexts. Key components of CRT include critical
reflection, diversity-related attitudes and beliefs, and CRT self-efficacy. This dissertation
investigates how contextual conditions and psychological interventions are related to these
components among pre-service and in-service teachers.
Methods. This dissertation comprises three empirical studies: 1) a quantitative study
investigates the association between contextual conditions, diversity-related attitudes, and CRT
efficacy among in-service teachers; 2) a qualitative, quasi-experimental study using thematic
analysis investigates the development of critical reflection, cultural diversity beliefs, and CRT
efficacy in pre-service teachers; and 3) a qualitative study using grounded theory methodology
explores intraindividual processes that facilitate changes in White pre-service teachers' cultural
diversity beliefs.
Results. The findings indicate that school climate and the proportion of students of immigrant
descent are important contextual conditions associated with diversity-related attitudes, and CRT
efficacy among in-service teachers. The qualitative studies suggest that the Identity Project
enhances pre-service teachers’ quality of critical reflection, fosters valuing cultural diversity
beliefs, and promotes CRT efficacy. In addition, critical reflection on identity and White
cultural identity development are important intraindividual processes in developing White pre-
service teachers’ explicit and implicit cultural diversity beliefs.
Conclusion. This dissertation makes a significant contribution to teacher education in culturally
diverse contexts in Germany by emphasizing the importance of linking theoretical knowledge,
practical experience, and critical reflection on identity to support the development of culturally

responsive teachers. It also highlights the essential role of contextual conditions such as the
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proportion of students with immigrant backgrounds and an inclusive school climate in shaping
teachers’ CRT efficacy and beliefs.

Keywords: Culturally Responsive Teaching, Cultural Diversity Beliefs, Teacher Education



ABSTRACT III

Abstract — Deutsch

Theoretischer Hintergrund. Angesichts der zunehmenden kulturellen Vielfalt an deutschen
Schulen, stehen Lehrpersonen vor immer hdheren Anforderungen, den Bediirfnissen aller
Schiilerinnen und Schiiler gerecht zu werden. Culturally Responsive Teaching (CRT) bietet
einen vielversprechenden Rahmen, um die intraindividuellen psychologischen Prozesse von
(angehenden) Lehrpersonen in vielfdltigen Bildungskontexten zu untersuchen. Zu den
Schliisselkomponenten von CRT gehoren kritische Reflexion, diversititsbezogene
Einstellungen und Uberzeugungen sowie CRT-Selbstwirksamkeit. Diese Dissertation
untersucht, wie kontextuelle Bedingungen und psychologische Interventionen mit diesen
Komponenten von CRT bei (angehenden) Lehrpersonen zusammenhéngen.

Methoden. Die Dissertation umfasst drei empirische Studien: 1) eine quantitative Studie
untersucht den Zusammenhang zwischen kontextuellen Bedingungen, diversititsbezogenen
Einstellungen und CRT-Selbstwirksamkeit bei Lehrpersonen; 2) eine qualitative, quasi-
experimentelle Studie untersucht mithilfe der thematischen Analyse die Entwicklung kritischer
Reflexion, kultureller Uberzeugungen und CRT-Selbstwirksamkeit bei angehenden
Lehrpersonen; und 3) eine qualitative Studie, die mithilfe der Grounded Theory Methodology
die Bedingungen und intraindividuellen Prozesse der Verdnderungen von kulturellen
Uberzeugungen angehender Lehrpersonen untersucht.

Ergebnisse. Die Ergebnisse zeigen, dass das Schulklima und der Anteil der Schiilerinnen und
Schiiller mit Migrationshintergrund wichtige kontextuelle Bedingungen sind, die mit
diversitdtsbezogenen FEinstellungen und der CRT-Selbstwirksamkeit bei Lehrpersonen
zusammenhdngen. Die qualitativen Studien legen nahe, dass das Identititsprojekt die Qualitét
der kritischen Reflexion von Lehramtsstudierenden verbessert, die wertschiatzende kulturelle
Uberzeugungen fordert und die CRT-Selbstwirksamkeit erhoht. Dariiber hinaus sind kritische

Reflexion iiber Identitdt und die Entwicklung einer Weillen kulturellen Identitdt wichtige
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intraindividuelle Prozesse bei der Entwicklung expliziter und impliziter kultureller
Uberzeugungen WeiBer angehender Lehrkrifte.

Conclusion. Diese Dissertation leistet einen wichtigen Beitrag zur Lehrer*innenbildung in
kulturell vielfiltigen Kontexten in Deutschland, indem diese die Bedeutung der Verbindung
von theoretischem Wissen, praktischer Erfahrung und kritischer Reflexion tiber Identitit fiir die
Entwicklung von Lehrpersonen hinsichtlich CRT hervorhebt. Die Ergebnisse der Dissertation
unterstreichen auch die wesentliche Rolle von Kontextbedingungen wie dem Anteil von
Schiilern mit Migrationshintergrund und einem inklusiven Schulklima fiir die kulturellen
Uberzeugungen und die CRT-Selbstwirksamkeit von Lehrpersonen.

Schlagworte: Culturally ~ Responsive Teaching,  kulturelle ~ Uberzeugungen,

Lehrer*innenbildung



OCCASION AND ACKNOWLEDGEMENTS

Occasion and Acknowledgements

Ich bin zutiefst geehrt und tiberwiltigt, an diesem Punkt meines Lebens angelangt zu
sein. Dinge zu tun, die ich mir als kleines Maddchen nie hitte traumen lassen. Meine Motivation
fiir diese Arbeit entspringt meiner tiefen Uberzeugung, dass jedes Kind hochwertige Bildung
verdient. Die Ungerechtigkeit in den Bildungschancen hat mich dazu motiviert, mich mit
Themen wie Culturally Responsive Teaching und Critical Consciousness auseinanderzusetzen.
Mit dieser Forschung mdochte ich Lehrpersonen sowie Pddagoginnen und Pddagogen dabei
unterstiitzen, zu Akteuren des sozialen Wandels zu werden, die aktiv gegen Diskriminierung
und Rassismus eintreten, Vielfalt wertschitzen und ein Lernumfeld schaffen, das positive
Beziehungen fordert, Identititsentwicklung unterstiitzt, individuelle Stirken und Interessen
fordert und dazu befdhigt, kritisch tiber die Welt nachzudenken, Ungerechtigkeiten zu erkennen
und sich fiir eine gerechtere Gesellschaft einzusetzen.

Meine Promotion wurde von einer wunderbaren Forschungsfamilie begleitet, und ich
mochte zwei bewundernswerten Frauen meinen tiefsten Dank aussprechen: Prof. Dr. Maja
Schachner und Prof. Dr. Anne-Kathrin Lindau.

Maja, Du bist meine Doktormutter, Du hast an mich geglaubt, und ich habe unglaublich
viel von Dir gelernt. Vielen Dank fiir die unschétzbaren Moglichkeiten, nicht nur meine
Forschungskompetenzen zu entwickeln, sondern auch mein Verstindnis fiir kulturelle Vielfalt
zu priagen, mein Engagement in der Lehrer*innenbildung zu stirken und mich fiir gerechte
Bildungschancen einzusetzen. Die Arbeit an dieser Dissertation war dank unserer
Zusammenarbeit eine grofle Freude. Ich habe Dein konstruktives Feedback sehr geschitzt,
Deine Herzlichkeit, Dein Humor und Deine positive Haltung haben den gesamten Prozess nicht
nur erleichtert, sondern auch bereichert. Es war mir eine Freude, diesen Weg mit Dir zu gehen.

Anne, ich bin Dir zutiefst dankbar, Du hast mich bereits seit meinem Studium begleitet.

Ich schitze Deine Herzlichkeit und Dein Engagement sehr. Deine wertschitzenden,



OCCASION AND ACKNOWLEDGEMENTS
VI

ermutigenden Worte haben mir auf dem Weg zur Promotion enorm viel Kraft gegeben. Die
gemeinsamen Erfahrungen, sowohl bei der Arbeit als auch auBlerhalb der Universitit, haben
mich darin bestérkt, weiterzumachen. Ich danke Dir fiir Deine akademische Unterstiitzung,
Deinen kritischen Geist sowie die Moglichkeit, meine Forschung in Kolloquien zu présentieren,
an Workshops teilzunehmen und mich weiterzubilden. Vielen Dank auch fiir die Freirdume und
die Entlastung in der Lehre, diese haben es mir iiberhaupt erst ermoglicht, die Dissertation
abzuschliefen.

Mein Dank gilt auch meinem Betreuer Dr. Sauro Civitillo. Sauro, ich bewundere Dich
und Deine Forschung sehr. Ich danke Dir fiir Deine Unterstiitzung bei den Analysen, Dein
kritisch-konstruktives Feedback, von dem ich in hohem Mafe profitiert habe.

Ich danke Prof. Dr. Martin Lindner, der mich seit meinem Studium akademisch
begleitet, motiviert und gefordert hat und mich eingestellt hat. Danke, Martin!

Ich mochte mich aulerdem bei allen Co-Autorinnen und Co-Autoren bedanken: Prof.
Dr. Linda Juang, Du bist eine so herzliche und inspirierende Wissenschaftlerin. Vielen Dank
fiir Deine Unterstiitzung! Ebenso danke ich Dr. Anna Schnitzer und Prof. Dr. Peter Noack fiir
das wertvolle Feedback. Mein Dank gilt auch Prof. Dr. Philipp Jugert, der sich die Zeit nimmt,
diese Arbeit zu lesen und zu begutachten.

Ich danke dem gesamten Team der Pddagogischen Psychologie fiir die gemeinsamen
Diskussionen, das Feedback zu meinen Arbeiten und die Begleitung auf meinem Weg. Ein
herzlicher Dank geht auch an das Team der Didaktik der Geographie, das mit seiner Perspektive
meine Forschung bereichert hat. Vielen Dank an Maximilian Breuer, Miriam Schops, Mirjam
Tuchscherer und Janna Enzmann.

Ich habe auf diesem Weg wundervolle Freundschaften gewonnen — insbesondere mit
Dr. Julia Wenzing und Barbare Lomashvili, die mich nicht nur fachlich, sondern auch emotional

unterstiitzt haben.



OCCASION AND ACKNOWLEDGEMENTS
VIl

Dartiiber hinaus danke ich allen Schulleitungen, Lehrpersonen, Lehramtsstudierenden,
padagogischen Fachkréften sowie Schiilerinnen und Schiilern, ohne die dieses Projekt nicht
moglich gewesen wire.

Ein besonderer Dank gilt meinen Freundinnen und Freunden, die mich schon seit dem
Studium begleiten: Danke, dass Ihr fiir mich da wart, beim Uben von Interviews, beim
gemeinsamen Nachdenken {iber meine Forschung, beim Ablenken, Kraftgeben und dafiir, dass
Thr mir nie bose wart, wenn ich wegen der Dissertation keine Zeit hatte. Hedi und Lotte Hahn,
Josefin Bork, Nora Giintner, Patrick Laupert, Christian Giedo — ich habe Euch unglaublich lieb
und bin so froh, dass es Euch gibt.

Zu guter Letzt, und doch am bedeutsamsten, danke ich meiner Familie: Ich danke
meinen Cousinen Rebecca, Claudia und Alexandra Lazarides — IThr seid diesen Weg zur
Promotion vor mir gegangen. Ohne Euch als starke weibliche Vorbilder hitte ich mir diesen
Weg kaum zugetraut.

Mein besonderer Dank gilt Christian Mohwald, der mir in den schwierigsten Wochen
und Monaten zur Seite stand. Du teilst nicht nur die Héhen und Erfolge mit mir, sondern
begleitest mich auch durch die Tiefen. Ich danke Dir von ganzem Herzen fiir Deine Loyalitit,
Deinen Optimismus, die Energie, die Du mir gibst, und die Ablenkung zur richtigen Zeit. Ich
liebe Dich und bin unendlich dankbar, dass ich immer auf Dich zdhlen kann!

Mama, Papa und Joshua — ich danke Euch von Herzen dafiir, dass Ihr mich von klein
auf begleitet und mir stets zur Seite gestanden habt. Mama und Papa, danke, dass Ihr immer an
mich geglaubt und mich wéhrend meiner Schulzeit sowie im Studium unterstiitzt habt. Eure
bedingungslose Liebe und stetige Ermutigung haben mich auf diesem Weg getragen. Ein
besonderer Dank gilt Euch, gemeinsam mit meinen GroBeltern, dafiir, dass Thr mich im
christlichen Glauben erzogen und mir dadurch Kraft, Hoffnung und Zuversicht geschenkt habt.

Ich liebe Euch sehr.



PUBLICATIONS VIII

Publications

The present doctoral thesis is based on the following articles:

1.

Ulbricht, J., Schachner, M. K., Civitillo, S., & Noack, P. (2022). Teachers’ acculturation
in culturally diverse schools - How is the perceived diversity climate linked to CRT
efficacy?. Frontiers in psychology, 13, 953068.
https://doi.org/10.3389/fpsyg.2022.953068

Ulbricht, J., Schachner, M. K., Civitillo, S., & Juang, L. (2024). Fostering Culturally
Responsive Teaching Through the Identity Project Intervention: A Qualitative Quasi-
Experiment  with  Pre-Service  Teachers.  Identity,  24(4), 307-330.
https://doi.org/10.1080/15283488.2024.2361890

Ulbricht, J., Schachner, M. K., Schnitzer, A. (2025). How Do Pre-service Teachers’
Cultural Diversity Beliefs Change Over the Course of a Practical Experience in
Schools? — A Grounded Theory Study. PsyArXiv.

https://doi.org/10.31234/osf.i0/dz5qt_v1

Other publications:

3. KnauB}, S., Ulbricht, J., & Lindau, A.-K. (2024). Werte der Natur als Kkritisch-

emanzipatorischer Zugang zu Bildung fiir nachhaltige Entwicklung? Konfliktdynamik,
13(4), 238-248. https://doi.org/10.5771/2193-0147-2024-4-238

Ulbricht, J., & Lindau, A.-K. (2024). Von der Kohle zur Kultur? Die Rolle des
Tourismus im Strukturwandel des Mitteldeutschen Reviers. Praxis Geographie, 54(11),
20-25.

Lindau, A.-K., & Ulbricht, J. (2024). Auf dem Weg zur klimaneutralen Schule? Durch
partizipatives Handeln die eigene Schule reflektiert gestalten. Praxis Geographie,

54(12), 48-53.


https://doi.org/10.3389/fpsyg.2022.953068
https://doi.org/10.1080/15283488.2024.2361890
https://doi.org/10.5771/2193-0147-2024-4-238

TABLE OF CONTENTS IX

Table of Contents
ADSEract — ENGLISH .cucicueiiiiieiiiiiiiiiiiinsniinsininsnicssnicssssisssssissssssssssnssssssssssnsssssssssssssssssssssssssssns I
ADSEract — DEULSCR cuucecuueineeiieiiniinniiieintinntentensnessaessnesssessnssssesssassssessssssssesssassssesssassssassss I
Occasion and AcKknOWIEdZEMENLS.......ccccueiervricisericssnricsssnessssnesssnessssressssnossssscsssssssssssssssssssans \4
PUDLICATIONS ccuureeniinniiieiniecsinieensteentecsaeissaesssecssnecssnssssnsssnesssesssnssssesssassssesssssssassssassssessaases VIII
Table Of CONLENLS ...ccoueeireeniinisnenienninenseensseessencsseesssesssessssesssesssssessessssesssassssessssssssesssassssessaass IX
LISt Of TADIES cucciuiriiiiieininisinstinstecntecsneisnenssecssnecsnssssesssessssesssnssssssssassssesssssssassssassssessaases X1V
LSt Of FIGUIES cuueeieueriiiiriiiiiiniiiininnicssnnicsssnisssnncssssnssssnsssssssssssssssssssssssssssssesssssesssssssssssossnsses XV
GermAan SUIMMATY ..ccccveeeesssrcssssncsssscsssssossssssssssesssssssssssssssssesssssssssssssssssessssssssssssssssssssssssssssss XVI
1. INEFOAUCTION uuceceiiieeirteesrecsuenseensteessneesanssssesssncsssnessnssssssssasssssssssssssssssessssesssssssassssasssessanes 1
1.1 Clarifying Terms: A Guide to Terminology..........ccceevieeriieriieriienieeieeie e 3
1.2 CRT as a Concept for Professionalizing Teachers for Cultural Diversity ....................... 6
1.3 The Relation between CRT and School Climate.............cccevieeiiieniiinienieeieeieeeeee 8
1.4 The Relation between CRT and Critical Reflection...........cccoecvieviiiniienienciieniecieeiee 10

1.5 The Relation between CRT and Teachers’ Cultural Diversity-related Attitudes and

BELIEES ..ttt ettt 13
1.5.1 Teachers’ Acculturation AttitUAEs .........cceevuirieriiriiniinieieeeee e 14
1.5.2 Teachers’ Cultural Diversity Beliefs ..........cccoooieiiiiiiiiiiiiiceceeee e, 16

1.6. The Relation between CRT and Teachers’ Diversity-related Self-efficacy .................. 21

1.7 Teacher Training targeting CRT..........cccuiiiiiiiiieiieiie ettt 25
1.7.1 The Identity PrOJECT......c.cccuiiiiieiieieeieeite ettt ettt 28

1.8 The German (SChOOl) CONLEXL......c..eeeiuiiieiiiieeiieeciie et 30

1.9 The Present DIiSSEITatiON .........ev.eeruieierienierienieeteete ettt sttt ettt s e e 33
1.9.1 Research Gaps and Research AImS...........ccceerieeiiieniieeiiienieeieeee e 33

1.9.2 Study Overview and Connections to Research Aims ...........cccceeveeviieniencieeniiennnnne. 35



TABLE OF CONTENTS X

2. Study 1: Teachers’ Acculturation in Culturally Diverse Schools: How Is the Perceived

Diversity Climate Linked to CRT Self-Efficacy? ........coeeveeiruensenisnensenssnensencsnenseecsnecnnes 38
2.1 TEPOAUCTION ..ttt ettt et b et et sbe et st esaeenaeas 40
2.1.1 Cultural Diversity Climate: Equality and Inclusion and Cultural Pluralism ........... 42
2.1.2 Acculturation in the SChool ConteXt..........cocuevieriiiiinieniiieneeeeeee e 44
2.1.3 Teachers’ CRT Self-Efficacy in Diverse Classrooms ..........ccccceeeeveviieniienieeneeeenens 46
2.2 MELROAS ...ttt ettt sttt et 49
2.2.1 Participants and ProcedUIe.............ccueevuieriiiiiieiieeiiecie ettt e 49
2.2.2 MIBASUIES ..ottt ettt et ettt ettt et e et e bt e st e s bt e e bt e sbeeebeessteeabeesseeeneens 50
2.2.3 ANAlYtic APPIrOACKH .....ooiiiiiiiiiie ettt ettt 51
2.3 RESULILS ettt et sttt et 52
2.3.1 Preliminary ANALYSES ......cccuierieeiiieiieeiierie et eeeeeite sttt e ste e bt eseaeeteessaeenbeessaeensaens 52
2.3.2 Path ANALYSIS ...eoeuiiiiieiieeiiee ettt ettt ettt et e abeenbeeenaeenaen 57
2.4 DISCUSSION.....eetteuteriterttete ettt ettt e et e bt es b e shte bt et e ebee bt eabeebeesbeeateebte bt enbeeatenbeebeentesaeanneas 58
2.4.1 School Diversity Climate and CRT Efficacy........cccccevueviiiiniiniiiinienicecieiecee 58
2.4.2 Teachers’ Acculturation Expectations and CRT Efficacy .......c..coceeveviininiencennn 59
2.4.3 Limitation and Future Research..........c..ccocoeviiiiiiiiiniiiiiinceeecceeee 61
2.5 Conclusion and IMPLCALIONS ........c.eeviieiiieriieiieiie ettt sae e 62
2.0 RETRICIICES ..ottt ettt et et sb et et sbe et esaeenae s 64

Intervention: A Qualitative Quasi-Experiment with Pre-Service Teachers..................... 76

31 INEFOAUCTION eeeeieiiieieeeeeee et e et e e e e e e e e e e ee et eeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeeaees 78



TABLE OF CONTENTS XI

3.1.2 Critical Reflection as a Core Component of Culturally Responsive Teaching ....... 80

3.1.3 Cultural Diversity Beliefs as a Core Component of Culturally Responsive Teaching

........................................................................................................................................... 81
3.1.4 Self-Efficacy as a Core Component of Culturally Responsive Teaching................ 83
3.1.5 Promoting Culturally Responsive Teaching Through the Identity Project.............. 84
3.1.6 The Present STUAY .....oeoviieiiiiieeieeiese ettt ettt ettt e b e s e s e enae e 85
3.2 MERO. ...ttt ettt 86
3.2.1 PATtICIPANTS...cuviiiieiiieiieeie ettt ettt et e et e st e e bt esabeesbeessbeenseessseenseesnseenseesnseenne 86
3.2.2 Research Design and Procedure.............ccooeciieiiieiiiiniieniieiiece e 87
3.2.3 Analytical Approach and Data ANalysiS.......c.ccceervueriiniriienieninieneeeeieeeeeee 88
3.3 RESUILS 1ottt sttt 94
3.3.1 Critical Reflection on Privileges and Disadvantages...........cccceeveeviieniienieenieennnenne 94
3.3.2 Cultural Diversity BEliefs .......cccooviiiiiiiiiiiicieceetee e 99
3.3.3 Culturally Responsive Teaching Efficacy .........cccoeeeeniiiiieniiiiiiieeiicceeiee 102
3.4 DISCUSSION ...ttt ettt ettt ettt ettt ettt et e s bt et e et sbt e bt esbesaee bt enbesbee bt entesaeens 107
3.4.1 Limitations and Future DIr€Ctions .........ccccevuerierienieriienienieeieneenieeee e 111
3.5 CONCIUSION ..ottt ettt et be e e enees 113
3.0 RETETEINCES ..ottt et sttt sttt 114

4. Study 3: How Do Pre-service Teachers’ Cultural Diversity Beliefs Change Over the

Course of a Practical Experience in Schools?— A Grounded Theory Study................... 122
4.1 TNEPOAUCTION ..ttt sttt ettt et sbe ettt b et aeenees 124
4.1.1 Cultural diversity in GEITANY .........cccecierieeriierieeiieeieeieesreeieeseeeseeseaeenseeseseenne 126
4.1.2 Teachers’ cultural diversity beliefs.........ccceeviiiriiiiiiniiiiiece e 127

4.1.3 Conditions and theories of changing teachers' cultural diversity beliefs............... 128



TABLE OF CONTENTS XII

4.1.4 The PreSent STUAY ....eccveerieeiieiieeiierie et e eee et e ste et e e eiteebeesebeesbeesaaeenseessseeseesnseenne 131
4.2 MO ......eiiiiiieiiec e ettt ettt as 132
4.2.1 Research design and proCedure...........ocuerieeriierieeiiienie ettt 132
4.2.2 Participants and Selection Of CASES.......cceevuieriieriieiiieeieeiieeie et 133
4.2.3 Analytical approach and data analysis........c..cccceevuerienieiienieninienecceeeee 134
4.3 RESULILS ..ttt ettt sttt sttt as 137
4.3.1 Introduction of the cases for the case analysis.........cccceeveeriiiiiieniiienienieceeee 137

4.3.2 The dynamic relation between pre-service teachers’ White cultural identity
development and their beliefs addressing cultural diversity in the classroom................ 139
4.3.3 The role of White cultural identity development for the development of ignoring
cultural diversity DEIETS.......ccviviiiiiiiii e 143

4.3.4 The role of White cultural identity development for the development of rejecting

cultural diversity DEIETS.......ccviviiiiiiii e 146
4.4 Limitations and future reSearch ............ccocueviiiiiiiiiiiiiiieeeceeeeeee e 149
4.5 CONCIUSION ...ttt sttt et be et et sbe et sae e bt et eaeenns 150
4.6 RETEICIICES ..ottt sttt st sttt et sbe ettt e bt et eaeenees 153

5. General DISCUSSION ..cccucireeeiieecsnissuensenssnecsnnsssesssecsssnessnssssssssassssssssssssassssassssessssssssssssasssss 161
S.TRESEAICH ATM 1 oo sttt 161

5.1.1 OVerview Of FINAINGS ....cccveeiiiiiiiiiieiieeiiee et 161

5.1.2 Strengths, Limitations, and Implications for Future Research ..........c..ccccceceeneenne. 163
5.2 ReSCAICH ATM 2 .ot 164

5.2.1 OVerview Of FINAINGS ....cccoeeiiiiiiieiieiieeiiee ettt 164

5.2.2 Strengths, Limitations, and Implications for Future Research ..........c..cccceceeneenne. 165

5.3 RESCATCH AN 3 oottt e e e e e e e e e e e eeeeeees 166



TABLE OF CONTENTS XIII

5.3.1 OVerview Of FINAINGS ....ccccoeiuiiiiieiieiieeiiee et 166
5.3.2 Strengths, Limitations, and Implications for Future Research .................ccceen.. 168

5.4 OVErarching AN .....ooovieiiieiieeie ettt ettt sttt e s eesbeesabeebeeesaeenseesnseenseennnas 169
5.4.1 OVerview Of FINAINGS ....cccveeiviiiiiiiieiieeitee ettt 169
5.4.2 Strengths, Limitations, and Implications for Future Research .................ccceeene.. 170

5.5 Going Above and Beyond: Implications for Practice...........ccccecveriierieniieniienieeieenee. 173
5.6 CONCIUSION ....ovtiniieiicie ettt ettt ettt b et nees 175
References for the German Summary, Introduction, and Discussion ............ccceeuerene. XXVI
APPECIAIX coceenriirirressnncsssrncsssnecsssnesssssossssnssssssssssssosssssssssssssssssssssssssssssssssssssssssssssssssssssssss XLVII



LIST OF TABLES X1V

List of Tables
Table 1 Themes of the Sessions in the Identity Project Seminar..............ccccceeveeniienienieenneennen. 29
Table 2 CRT Efficacy Items, Standardized Factor Loadings and Reliabilities............c.cccoueenee. 54
Table 3 Correlations Between Main Study Variables (N = 186).......cccccceevvuievienciienieniieiieee. 56

Table 4 Descriptive Statistics and Absolute Frequencies of Codes for Cultural Diversity
BELIEES. ..ttt b et ettt et nae e 91
Table 5 Themes and Subthemes of Cultural Diversity Beliefs With Examples of Codes and
STALEIMEIIES. ...ttt ettt ettt et e sb e et eshe e et b et et e bt eaneennees 92
Table 6 Subthemes of Culturally Responsive Teaching Efficacy With Examples of Codes and
STALEIMENL. ...ttt ettt sht e et e bt e et e e sat e et sae e et sae e e enaee 93
Table 7 Typical Relationship Structure and Connotation of Main Categories............ccceeue... 137

Table 8 Interview Guide Used for the Empirical Studies Presented in Chapters 3 and 4... XLVIII



LIST OF FIGURES XV

List of Figures
Figure 1 Conceptual Model and Study OVErVIEW.........cc.eecuerierieriierienienienieieeie e 37
Figure 2 Conceptual Model of Teachers’ Acculturation............coceeeererrierieneenieneenenienceene 42
Figure 3 Final Model of Teachers’ Acculturation With Standardized Coefficients................. 57
Figure 4 Overview of the Procedure.............oooiiviiiiiiiiniiiiieceeeeteeee e 88

Figure 5 Conceptual Model of Conditions Facilitating Change in Teachers’ Cultural Diversity

BEIIETS ettt ———————————————————————————————————————————— 139



GERMAN SUMMARY XVI

German Summary
Einleitung

Angesichts der steigenden ethnischen und kulturellen Vielfalt in deutschen Schulen
stehen Lehrpersonen vor der wachsenden Anforderung, einer zunehmend diversen Klasse
gerecht zu werden. Laut Mikrozensus 2023 haben 42 % der Schiilerinnen und Schiiler an
allgemein- und berufsbildenden Schulen in Deutschland einen Migrationshintergrund, darunter
sowohl Kinder, die selbst zugewandert sind, als auch Nachkommen von Zugewanderten
(Statistisches Bundesamt, 2023). Forschungsarbeiten verweisen seit Langem darauf, dass
Bildungsergebnisse in Deutschland stark von sozio6konomischen und soziokulturellen
Faktoren abhéngen (Edele & Stanat, 2022; Schimpl-Neimanns, 2000; Schlicht, 2011). In der
empirischen Bildungsforschung werden vielfiltige Wirkungsmechanismen fiir ungleichen
Bildungserfolg und ungleiche Bildungschancen benannt. Zentrale Erkldrungsansétze fiir die
Reproduktion von Bildungsungleichheit sind dabei Formen der institutionellen
Diskriminierung (Gomolla, 2021) und des institutionellen Rassismus (Gomolla & Radtke,
2009; Phillips, 2011).

Aktuelle Studien zeigen, dass Lehrpersonen als Teil institutioneller Strukturen durch
ihre kulturellen FEinstellungen und Uberzeugungen zur Entstehung ungleicher
Bildungsergebnisse bei Schiilerinnen und Schiilern beitragen kénnen (Makarova et al., 2019;
Turetsky et al., 2021). Vor diesem Hintergrund gewinnt die Professionalisierung von
Lehrpersonen in Bezug auf kulturelle Vielfalt durch gezielte Interventionen an Relevanz. Die
Professionalisierung hinsichtlich kultureller Vielfalt zielt darauf ab, Lernprozesse anzuregen,
in denen (angehende) Lehrpersonen Fahigkeiten, Kompetenzen sowie professionell reflektierte
Uberzeugungen und FEinstellungen entwickeln, um kulturelle Vielfalt konstruktiv zu
adressieren, ihr professionelles Urteilsvermdgen und ihre Unterrichtspraxis weiterzuentwickeln
und dadurch eine positive Wirkung auf ihre Schiilerinnen und Schiiler zu erzielen (Abacioglu

et al., 2022; Hachfeld, 2013; Parkhouse et al., 2019). Obwohl die Professionalisierung von
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Lehrpersonen in Deutschland ausfiihrlich untersucht wurde, gibt es nur wenige Studien (z. B.
Hachfeld, 2013), die sich speziell mit der Professionalisierung von Lehrpersonen im kulturell
vielfdltigen Kontext befassen und dabei internationale Diskurse einbeziehen. Die begrenzte
Auseinandersetzung mit internationalen Debatten stellt in Deutschland ein besonderes Problem
dar: Obwohl die Relevanz der kulturellen Herkunft fiir Bildungs- und Lernprozesse betont wird,
werden damit einhergehende Privilegien und Benachteiligungen vernachlissigt. Die
unzureichende Reflexion iiber Machtstrukturen und das fehlende Bewusstsein fiir
soziokulturelle und sozio6konomische Ungleichheiten konnen erhebliche Hindernisse fiir die
Auseinandersetzung mit systemischen Fragestellungen im schulischen Kontext darstellen.
Insbesondere der internationale Diskurs iiber Rassismus wird in Deutschland wenig
beriicksichtigt, wobei explizite Diskussionen {iber Race hdufig vermieden werden und oft als
Tabu gelten (Juang et al.,, 2021). Die Vermeidung iiber Rassismus zu sprechen, konnte
sprachlich sowie mit dem spezifischen sozio-historischen Kontext in Deutschland begriindet
sein: Wihrend der Begriff "Rasse" im Deutschen historisch mit einer biologistischen
Vorstellung menschlicher Gruppen sowie der Rassenideologie wihrend des Holocausts
verkniipft ist und keine wissenschaftliche Grundlage bietet, wird im Englischen das Wort "race"
genutzt, um die gesellschaftliche Konstruktion von Rassialisierung sowie deren historische und
gegenwirtige Auswirkungen zu beschreiben (Juang et al., 2021). Die unzureichende
Auseinandersetzung mit Rassismus und Rassismuskritik in Deutschland kann zu
systematischen Ungleichheiten im schulischen Kontext beitragen und Gruppen von
Schiilerinnen und Schiilern marginalisieren (Castagno, 2008).

Der in den Vereinigten Staaten entwickelte Ansatz des Culturally Responsive Teaching
(Gay, 2018) bietet einen kritischen Rahmen zur Neuausrichtung 6ffentlicher Diskurse iiber
Unterricht in kulturell diversen Kontexten, insbesondere im Hinblick auf die Reflexion von
Machtverhéltnissen. Ein Literaturreview zeigt, dass dieser Ansatz einen positiven Einfluss auf

die akademische Leistung, Motivation, schulische Zugehorigkeit und interkulturelle
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Kompetenz von Schiilerinnen und Schiilern hat und somit eine zentrale Rolle in der
Professionalisierung von Lehrpersonen spielt (Aronson & Laughter, 2016). Culturally
Responsive Teaching (CRT) ist ein multidimensionales Konstrukt, welches curriculare Inhalte,
Lernkontexte, Schul- und Klassenklima sowie Unterrichtsmethoden umfasst und das Ziel
verfolgt, die Erfahrungen und Perspektiven verschiedener kultureller, ethnischer und rassistisch
markierter Schiilerinnen und Schiiler zu integrieren, um diese effektiver zu unterrichten (Gay,
2002, 2015). CRT geht iiber die bloe Nutzung unterschiedlicher Unterrichtsmethoden hinaus
und erfordert wertschitzende Uberzeugungen von Lehrpersonen, die sich von einer defizitiren
Perspektive auf kulturell vielfdltige Schiilerinnen und Schiiler distanzieren (Gay, 2015). Im
Sinne des CRT-Konzepts bauen Lehrpersonen eine positive und einfithlsame Beziehung zu
kulturell vielfaltigen Schiilerinnen und Schiilern auf und reflektieren kritisch tiber Strukturen
und Systeme, die Privilegien und Benachteiligungen im Bildungskontext aufrechterhalten
(Gay, 2018). CRT bietet damit das Potential Konzepte wie Ideologie, Hegemonie, Widerstand,
Macht, Wissenskonstruktion und Klasse in den Vordergrund zu riicken. Die bisherige
Forschung zu CRT bezieht sich jedoch hauptsidchlich auf den Kontext der Vereinigten Staaten,
wihrend Studien zu CRT in Deutschland kaum existieren. Dariiber hinaus beschrdanken sich
bisherige Untersuchungen oft nur auf eine Komponente (z. B. Uberzeugungen), obwohl CRT
mehrere Dimensionen (z. B. Selbstwirksamkeit, kritische Reflexion) umfasst (Civitillo et al.,
2018). Die vorliegende Dissertation geht daher folgender iibergeordneten Frage nach: Wie
beeinflussen kontextuelle Bedingungen und psychologische Interventionen die Entwicklung
der einzelnen Komponenten des Culturally Responsive Teaching bei (angehenden)
Lehrpersonen?

Um die Forschungsfrage zu beantworten, bezieht sich die vorliegende Arbeit auf
folgende intraindividuellen, psychologischen Schliisselkomponenten professioneller
Kompetenz von Lehrpersonen im Sinne des CRT-Konzepts: 1) Kritische Reflexion, definiert

als die Fahigkeit, aktuelle soziale Realititen kritisch zu analysieren und zu erkennen, wie
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soziale, wirtschaftliche und politische Bedingungen den Zugang zu Chancen einschranken und
Ungerechtigkeiten von Privilegien und Benachteiligungen aufrechterhalten (Diemer & Li,
2011; Gay, 2002), 2) Diversititsbezogene Einstellungen und Uberzeugungen, als kognitive
Konzepte, die die Wahrnehmung, den Wert und den Umgang mit kultureller Vielfalt und
Interaktionen in kulturell vielfiltigen Kontexten bestimmen (Gay, 2015), 3) Selbstwirksamkeit
im kulturell vielfiltigen Kontext, d.h. der subjektive Glaube von Lehrpersonen an ihre eigenen
Fahigkeiten und professionellen Kompetenzen (Tschannen-Moran & Hoy, 2001).

Zusammenfassend tragen drei Forschungsziele auf komplementidre Weise durch drei
empirische Arbeiten zur Beantwortung der iibergeordneten Forschungsfrage bei: Studie 1
untersucht quantitativ die Beziehung zwischen dem Schulklima und dem Anteil von
Schiilerinnen und Schiilern mit Migrationshintergrund als kontextuelle Bedingungen in Bezug
auf Akkulturationseinstellungen und die Selbstwirksamkeit von Lehrpersonen im kulturell
vielfaltigen Kontext. Studie 2 analysiert qualitativ die Wirkung einer schulpraktischen
Intervention (das Identitdtsprojekt) auf alle drei Schliisselkomponenten von CRT: kritische
Reflexion, kulturelle Uberzeugungen und Selbstwirksamkeit im kulturell vielfiltigen Kontext
bei Lehramtsstudierenden. Studie 3 fokussiert auf die qualitativen Verdnderungsmechanismen
kultureller Uberzeugungen bei Lehramtsstudierenden. Unterschiedliche methodische Zuginge
ermOglichen dabei sowohl kontextuelle Bedingungen als auch individuelle Lern- und
Entwicklungsprozesse im Hinblick auf die Professionalisierung im Sinne des CRT zu
analysieren und die libergeordnete Forschungsfragen zu beantworten. Im Folgenden, werden
nun die empirischen Arbeiten der Dissertation und ihre Zielsetzungen detaillierter beschrieben.
1. Forschungsziel

Studie 1 bezieht sich auf die Akkulturation von Lehrpersonen, definiert als die
psychologischen Folgen eines regelméBigen interkulturellen Kontakts. Ziel der Studie ist zu

untersuchen, inwiefern die Akkulturationseinstellungen von Lehrpersonen die Auswirkungen
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des wahrgenommenen Schulklimas auf die interkulturelle Selbstwirksamkeit in kulturell
vielfdltigen Klassenrdumen vermitteln.

Wihrend Akkulturationsforschung sich meist auf kulturell minorisierte! Gruppen
konzentriert, wurde der kontextuelle Einfluss auf Lehrpersonen, die iiberwiegend der kulturell
majorisierten Gruppe angehdren, bisher nicht untersucht (Haugen & Kunst, 2017). Dariiber
hinaus ist wenig iiber die Rolle der institutionellen Bedingungen fiir die Professionalisierung
von Lehrpersonen im Sinne des CRT bekannt. Durch die Untersuchung von Schuleigenschaften
(z. B. Schulklima) und Eigenschaften von Lehrpersonen (z. B. Akkulturationseinstellungen)
trigt die Studie dazu bei, zu verstehen, warum Lehrpersonen sich in Bezug auf kulturell
minorisierte Schiilerinnen und Schiiler mehr oder weniger selbstwirksam fiihlen (Geerlings et
al., 2018). Die Ergebnisse einer Befragung von 186 Lehrpersonen deuten darauf hin, dass
sowohl das wahrgenommene Schulklima der Gleichheit und Inklusion als auch das Klima des
kulturellen Pluralismus positiv mit der interkulturellen Selbstwirksamkeit von Lehrpersonen
zusammenhdngen. Daher ist die Umsetzung von Programmen in Schulen, die ein Schulklima
fordern, das den Kontakt und die Zusammenarbeit fordert, aber auch die kulturelle Vielfalt
anerkennt, von groer Bedeutung. Die Ergebnisse deuten ferner darauf hin, dass Anstrengungen
unternommen werden miissen, um die ablehnenden Einstellungen (z. B. durch Erwartungen der
Anpassung an die majorisierte Kultur) von Lehrpersonen zu dndern, damit Vielfalt als
Ressource fiir Schiilerinnen und Schiiler, aber auch fiir Lehrpersonen geschétzt wird (Vedder
et al., 2006). Insbesondere unterschiedliche Ansitze des Erfahrungslernens, wie etwa Kurse,
Mentoring oder Hospitationen, bieten das Potenzial, die Einstellungen von Lehrpersonen

gegeniiber kultureller Vielfalt zu verandern (Civitillo et al., 2018).

! Der Begriff "minorisiert" bezieht sich auf Personen, die einer rassisch markierten, kulturellen, sprachlichen oder
soziodkonomischen Gruppe angehoren, deren begrenzte Macht nicht primdr auf eine zahlenméBige
Unterreprisentation zuriickzufiihren ist, sondern vielmehr auf gesellschaftliche Strukturen und historische Formen
der Unterdriickung, die Ungleichheit und Unrecht systematisch hervorbringen.
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2. Forschungsziel

Studie 2 baut auf den Ergebnissen der ersten Studie auf, die nahelegen, dass
Anstrengungen erforderlich sind, um die ablehnenden kulturellen Einstellungen und
Uberzeugungen von angehenden Lehrpersonen zu dndern, indem verschiedene Moglichkeiten
des Erfahrungslernens (z. B. Kurse, Mentoring, Hospitationen) genutzt werden. Aufbauend auf
den Ergebnissen von Studie 1 untersucht Studie 2, wie gezielte Interventionen zur
Professionalisierung von angehenden Lehrpersonen im Sinne des CRT beitragen kénnen. Die
zweite Studie untersucht das Identititsprojekt (Umafa-Taylor & Douglass, 2017), eine
unterrichtsbasierte Intervention, die kulturellen Pluralismus sowie Gleichheit und Inklusion
fordert und darauf abzielt, Lehramtsstudierende auf CRT vorzubereiten. Die Studie fokussiert
Kernkomponenten von CRT, ndmlich die kritische Reflexion iiber Privilegien und
Benachteiligungen, Uberzeugungen iiber kulturelle Vielfalt und CRT-Selbstwirksamkeit.
Innerhalb der Studie findet ein qualitatives, quasi-experimentelles Design Anwendung, bei dem
alle Teilnehmenden ein theoretisches Seminar iiber das Identitdtsprojekt besuchten und
anschlieBend das Identitétsprojekt durchfiihrten (Interventionsgruppe, N = 4) oder regulédren
Unterricht im Rahmen eines Schulpraktikums im Lehramtsstudium unterrichteten
(Kontrollgruppe, N = 4).

Auf der Grundlage der Ergebnisse der thematischen Analyse (Clarke & Braun, 2006)
bietet die Studie einen einzigartigen Einblick in die individuellen Entwicklungsverldufe von
Lehramtsstudierenden in Bezug auf professionelle Kompetenzen, basierend auf ihrer kritischen
Reflexionspraxis, ihrer Entwicklung von Uberzeugungen in Bezug auf Vielfalt und ihrer
wahrgenommenen CRT-Wirksamkeit. Die Ergebnisse deuten darauf hin, dass das
Identitétsprojekt die kritische Reflexionsfdahigkeit von angehenden Lehrpersonen verbessert,
positive kulturelle Uberzeugungen stirkt und die Selbstwirksamkeit im Bereich CRT erhéht.
Obwohl die Studie einen Uberblick iiber Verinderungen in der kritischen Reflexion, den

Uberzeugungen zur kulturellen Vielfalt und der Selbstwirksamkeit im Zusammenhang mit CRT
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bietet, konnen keine fundierten Aussagen tliber die dynamischen Zusammenhénge zwischen den

untersuchten Konstrukten getdtigt werden.

3. Forschungsziel

Aufbauend auf den Studien 1 und 2 wurde die Schlussfolgerung gezogen, dass die
Einstellungen und Uberzeugungen der Lehrpersonen entscheidende Konstrukte fiir die
Professionalisierung im Sinne des CRT sind. Wihrend Studie 2 zeigte, dass gezielte
Interventionen die kulturellen Uberzeugungen angehender Lehrpersonen beeinflussen, ist das
Ziel von Studie 3, die individuellen Prozesse zu untersuchen, die die Verdnderung von
kulturellen Uberzeugungen erleichtern. Mithilfe der konstruktivistischen Grounded Theory
Methodology (Charmaz, 2017) wurden die impliziten und expliziten kulturellen
Uberzeugungen von acht angehenden Lehrpersonen analysiert, um eine Theorie zu entwickeln
die Verdnderungen dieser erkldrt. Die Ergebnisse wurden im Rahmen einer Fallanalyse
vorgestellt und deuten darauf hin, dass die Entwicklung kultureller Uberzeugungen WeiBer
Lehramtsstudierender im Zusammenhang mit der Entwicklung ihrer Weillen kulturellen
Identitat steht. Diese Weille, kulturelle Identitdtsentwicklung von Lehramtsstudierenden wird
durch ihre Konzeptualisierung von Kultur, ihre kritische Reflexion iiber Identitdt sowie ihre
Reflexion tiber Erfahrungen mit Ablehnung, Diskriminierung und Rassismus geprigt. Die
Ergebnisse legen nahe, dass die Lehrer*innenbildung sowohl ein tieferes Verstindnis von
Kultur fordern sollte, das Macht, Privilegien und Identitit einbezieht, als auch
Reflexionsmoglichkeiten bietet, um die Rolle kultureller Identitdt und sozialer Positionierung
kritisch zu hinterfragen, insbesondere im Hinblick auf Erfahrungen mit Diskriminierung und

deren Auswirkungen auf den Umgang mit Vielfalt im Klassenzimmer.
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Ergebnisse und Diskussion

Die Ergebnisse deuten darauf hin, dass die Entwicklung von CRT sowohl bei
(angehenden) Lehrpersonen durch ein komplexes Zusammenspiel von kontextuellen,
erfahrungsbezogenen und individuellen Bedingungen geprigt ist. Erstens zeigte die
quantitative Untersuchung, dass das Schulklima und der Anteil an Schiilerinnen und Schiilern
mit Migrationshintergrund in der Schule wichtige kontextuelle Bedingungen sind, die mit der
CRT-Selbstwirksamkeit von Lehrpersonen verbunden sind, insbesondere wenn sie durch ein
Klima des kulturellen Pluralismus, der Gleichheit und der Inklusion gekennzeichnet sind. Die
qualitativen Ergebnisse deuten jedoch darauf hin, dass Lehramtsstudierende, die in Schulen mit
einem hohen Anteil an kulturell minorisierten Schiilerinnen und Schiilern unterrichten, nicht
per se ihre CRT-Selbstwirksamkeit erh6hen oder die Erhaltung der Kultur von Schiilerinnen
und Schiilern beflirworten, da solche Erfahrungen in einigen Féllen sogar ablehnende kulturelle
Uberzeugungen, wie Defizitiiberzeugungen verstirken konnen. Zweitens deuten die Ergebnisse
der Interventionsstudiec darauf hin, dass Lehramtsstudierende am meisten von
Lehrer*innenbildungsprogrammen profitieren, wenn diese reflexives, seminargestiitztes
Lernen mit strukturierten praktischen Erfahrungen in kulturell vielfdltigen Umgebungen
kombinieren und so kritische Reflexion, CRT-Selbstwirksamkeit und die wertschiatzenden
Uberzeugungen kultureller Vielfalt fordern. Drittens legen die Ergebnisse nahe, dass die
Entwicklung der expliziten und impliziten kulturellen Uberzeugungen WeiBer angehender
Lehrpersonen im Zusammenhang mit der Entwicklung der kulturellen Identitét steht, die durch
die Art und Weise, wie Kultur konzeptualisiert wird und wie kritisch tiber Machtdynamiken
und tiber personliche oder stellvertretende Erfahrungen mit Ablehnung, Diskriminierung und
Rassismus bestimmt wird. Zusammengenommen unterstreichen diese Ergebnisse, wie wichtig
es ist, erfahrungsorientierte, kritisch reflektierende und auf kulturelle Identitit ausgerichtete

Lernmoglichkeiten strukturell in die Lehrer*innenbildung einzubeziehen und gleichzeitig ein
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kulturell pluralistisches Schulklima zu fordern, um Lehrpersonen effektiv auf CRT
vorzubereiten.
Fazit

Im Ergebnis leistet diese Dissertation einen wichtigen Beitrag zur Vorbereitung von
Lehrpersonen auf kulturelle Vielfalt, insbesondere im Hinblick auf die begrenzte
Auseinandersetzung mit internationalen Diskursen iiber kulturelle Vielfalt, Diskriminierung
und Rassismus im deutschen Kontext. AbschlieBend betont diese Dissertation die vielschichtige
Entwicklung von CRT bei (angehenden) Lehrpersonen und hebt das komplexe
Zusammenwirken von kontextuellen, erfahrungsbezogenen und intraindividuellen
psychologischen Faktoren und Prozessen hervor. Auf der Grundlage der Analyse quantitativer
und qualitativer Daten unterstreicht diese Dissertation die Bedeutung von kontextuellen
Bedingungen, wie dem Anteil an Schiilerinnen und Schiilern mit Migrationshintergrund und
dem Schulklima, fiir die kulturellen Uberzeugungen und die Entwicklung der CRT-
Selbstwirksamkeit von Lehrpersonen.

Dariiber hinaus verdeutlicht die Dissertation, dass der Kontakt mit kulturell vielféltigen
Schiilerinnen und Schiilern allein nicht ausreicht, um Lehrpersonen auf CRT vorzubereiten, da
in einigen Fillen sogar defizitire Uberzeugungen verstirkt wurden, wenn der Kontakt nicht mit
kritischer Reflexion kombiniert wird. Die Ergebnisse zeigen aullerdem, dass die Entwicklung
von CRT am effektivsten durch MaBnahmen unterstiitzt wird, die theoretische
Auseinandersetzungen mit Theorien und Konzepten (z.B. Theorie der sozialen Identitit) mit
Erfahrungs- und  kritischen = Reflexionsmdglichkeiten ~ verbinden.  Insbesondere
Lehrer*innenbildungsprogramme, die die Erforschung der Identitdt, die kritische
Selbstreflexion und die Anwendung in praktischen Schulsituationen férdern, konnen die CRT-
Selbstwirksamkeit und die Uberzeugungen zur kulturellen Vielfalt bei angehenden
Lehrpersonen unterstiitzen. Die Entwicklung der kultureller Uberzeugungen WeiBer

angehender Lehrpersonen ist eng mit der Entwicklung ihrer weilen kulturellen Identitét
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verbunden, die durch ihr Verstindnis von Kultur, Macht und Erfahrungen mit Ausgrenzung
oder Privilegien geprdgt ist. Diese Ergebnisse weisen auf die wesentliche Rolle der
Identitétsarbeit bei der Vorbereitung von Lehrpersonen auf CRT hin, sowie auf die

Notwendigkeit, solche Moglichkeiten strukturell in die Lehrer*innenbildung zu verankern.
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1. Introduction

For decades, research has highlighted that educational outcomes in Germany are
determined by the socioeconomic and migration background (Edele & Stanat, 2022, OECD,
2023). Empirical educational research identified various causes and mechanisms for unequal
educational success and unequal educational opportunities. The main explanations for the
reproduction of educational inequality are forms of institutional discrimination (Gomolla,
2021) and institutional racism (Phillips, 2011). Teachers, as part of institutional structures, play
a crucial role in either reinforcing or challenging educational inequalities through their
pedagogical practices and interactions with students. More recently, studies have shown that
diversity-related teachers’ attitudes and beliefs can also lead to unequal student outcomes
(Makarova et al., 2019; Turetsky et al., 2021). Consequently, the professional development of
teachers in the context of cultural diversity has become increasingly important.

Professional development aims to equip teachers with abilities and skills, knowledge,
as well as beliefs and attitudes to respond to cultural diversity, enhance their professional
judgment, and refine their teaching practices to achieve a greater positive impact on their
students (Abacioglu et al., 2022; Hachfeld, 2013; Parkhouse et al., 2019). Although
professional development of teachers in Germany has been extensively researched, only a few
studies (e.g., Hachfeld, 2013) have examined the professional development of in- and pre-
service teachers working in culturally diverse classrooms under varying conditions or
considered international debates. The limited engagement with international debates on race is
particularly problematic in Germany, where there is a persistent tendency to overemphasize
culture while neglecting the development of critical consciousness. The discourse on racism
remains limited, as explicit discussions on race are frequently avoided and often regarded as
taboo, a tendency that may be rooted in the distinct socio-historical context associating racism

with the Nazi ideology (Civitillo et al., 2021; Juang et al., 2021). However, avoiding discussions
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on race can perpetuate oppressive structures and contribute to systemic inequalities in social
and educational contexts due to a lack of critical engagement with these issues (Neville et al.,
2013).

Originating in the United States, Culturally Responsive Teaching (CRT) has emerged
as a critical framework for reframing public debates about teaching to challenge power
discourses and is considered essential for the professional development of teachers in culturally
diverse classrooms, as CRT enhances students’ academic achievement, motivation, school
belonging, and intercultural competence (see Aronson & Laughter, 2016 for a review). CRT is
a multidimensional construct that encompasses curricular content, learning contexts, school and
classroom climate, and instructional methods with the goal of integrating the experiences and
perspectives of diverse cultural, ethnic, and racialized students in order to teach them more
effectively (Gay, 2002, 2015). CRT goes beyond the mere use of diverse teaching methods and
requires valuing beliefs from teachers who move away from a deficit perspective on culturally
diverse students (Gay, 2015). In this context, critical reflection on the structures and systems
that perpetuate privilege and disadvantage in education is particularly important. Thus, CRT
offers the opportunity focus on concepts such as ideology, hegemony, resistance, power,
knowledge construction, race, and class. Within teacher education research, it has already been
shown that teachers who implement CRT can act as agents of change by promoting more
equitable educational experiences and improving the academic outcomes of culturally diverse
students (Gay, 2015; Vavrus, 2008).

In summary, this dissertation aims to address the research gap regarding the limited
examination on the conditions of (pre-service) teachers’ professionalization in the sense of CRT
in Germany, while incorporating international debates on culture, race, and ethnicity, through
the overarching research question: How are contextual conditions and psychological

interventions associated with components of pre-service and in-service teachers’ CRT?
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The aim of this dissertation is to identify the conditions that shape the key components of (pre-
service) teachers’ professional CRT and to analyze how these components change over time.
To address this overarching research question, the dissertation focuses on the following three
essential, theoretically derived key components of teachers’ professionalization in the sense of
CRT: 1) critical reflection, defined as the ability to critically analyze current social realities
(Diemer & Li, 2011; Gay, 2002), 2) diversity-related beliefs and attitudes as cognitive concepts
that shape how individuals perceive, value, and address cultural diversity and interactions
within cultural diverse contexts (Gay, 2015), 3) self-efficacy, i.e., belief in own capability to
organize and execute courses of action required to effectively complete a specific task within a
particular context (Tschannen-Moran & Hoy, 2001).

Chapter 1 introduces the theoretical framework of this dissertation, describes key
components of CRT and refers to previous research in order to derive a conceptual model.
Chapters 2, 3, and 4 constitute the empirical part of the present dissertation. Each chapter
presents one of three empirical studies based on different data sets containing quantitative,
qualitative, and intervention data, which were analyzed using three different methods. In the

last chapter (Chapter 6), the results of the empirical studies are discussed.

1.1 Clarifying Terms: A Guide to Terminology

This section outlines the rationale behind the selection of key terms used throughout the
dissertation. Due to publication guidelines, it is often challenging to provide definitions for
certain terms. The choice of terminology is inherently linked to the theoretical framework of
the research and has important implications for how the populations under study are represented
and approached. In line with the theoretical perspectives adopted in this thesis, this section
clarifies the use of the most important terms, namely culture, ethnicity and race, cultural,
groups, cultural and ethnic-racial identity, cultural diversity, culturally diverse students, pre-

service and in-service teacher which will appear consistently throughout the chapters.
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Culture. Nearly two decades ago, Baldwin et al. (2005) identified over 300 distinct
definitions of culture, highlighting the complexity and challenges of its conceptualization.
Culture is often conceptualized as a group characteristic, encompassing shared beliefs, symbols,
ideals, and behavioral patterns of a particular society (Causadias et al., 2018). Linear models in
cultural psychology, such as Berry’s (1997) acculturation model, referred to in Chapter 3, have
been criticized for conceptualizing culture as static and homogenous (Bhatia, 2007). More
recently, Causadias (2020, p. 311) introduced the "p-Model" to define culture as "system of
people, places, and practices connected by dimensions and processes, for a purpose such as
justifying or resisting power". According to the definition of Causadias (2020), "people" refers
to population dynamics, social relationships, and cultural aspects within groups; "places"
encompass ecological dynamics, institutional influences, and cultural contexts; and "practices"
include participatory processes, community engagement, and culture in action. Although there
is a variety of ways to conceptualize culture, there are four aspects in this definition that are
particularly important for the current dissertation: 1) culture is transmissible to others, 2) culture
is dynamic and changes over time, 3) culture contributes to shaping individual and societal
behavior and 4) culture is an expression of power. Culture functions as an expression of power
by enforcing the values, norms, and epistemologies of dominant social groups, thereby
legitimizing certain forms of knowledge, behavior, and identity, while others are systematically
marginalized within institutional and societal structures (Swartz, 2009).

Ethnicity and race. Ethnicity is a social and cognitive construct that enables individuals
to identify themselves or be identified by others based on real or perceived common ancestry,
shared culture or a collective historical background. Similarly, race is a socially and cognitively
constructed framework used to categorize individuals based on perceived physical or biological

traits (Roth et al., 2023).
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Cultural and ethnic-racial identity. In social psychology, social identity is
conceptualized as "the part of an individual’s self-concept which derives from his membership
of a social group (or groups) together with the value and emotional significance attached to that
membership" (Tajfel, 1978, p. 63). The present dissertation uses the term "cultural identity"
when discussing studies conducted in Europe, whereas "ethnic-racial identity" is used for those
conducted in the United States, reflecting differences in how ethnicity, race, and culture are
understood. Cultural identity encompasses key aspects of an individual’s self-concept,
including national (e.g., German), regional (e.g., Saxon), ethnic (e.g., Sudeten-German), and
religious (e.g., Muslim) affiliations.

Cultural groups. Study 1 adopts terminology of acculturation research, referring to the
group of the "majoritized culture" (often termed host culture or majority culture). In
acculturation literature, the majoritized culture is often conceptualized as the antithesis of
"heritage culture" or "minority culture". In the current dissertation, the term "majoritized
culture" is favored over "host culture" as the latter suggests that cultural and ethnic minoritized
groups are merely temporary visitors with limited residence rights, which may be
discriminatory. "Mainstream culture" typically refers to the numerical majority. However, in
the context of using different terms, it is important to recognize that it is not solely defined by
numbers as it encompasses social power, including cultural, economic and political authority
that shapes norms and influences societal structures. Thus, the term "majoritized" group is used
to refer to the group that has historically held political, economic, and social power and is
racialized as superior.

Culturally diverse students. In this dissertation, the term "cultural diversity" is used to
emphasize its value as an asset and opportunity to foster learning and growth, rather than
‘heterogeneity’, which in the German context is often associated with challenges that need to

be managed (Sliwka, 2010). The term culturally diverse students aims to capture, in a
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comprehensive way, all students within a classroom or school. When the term "students of
immigrant descent" is used, it refers to students born outside of Germany or those with at least
one foreign-born parent (Organisation for Economic Co-operation and Development [OECD],
2023). In this dissertation, the term is often used when presenting statistics or translations from
interviews with participants. In contrast, "minoritized students" denotes individuals from racial,
cultural, linguistic, or socioeconomic groups whose marginalization stems not only from their
numerical minority but from systemic societal structures and historical oppression that sustain
inequality and injustice.

Pre-service and in-service teachers. In Germany, teacher education is divided into three
distinct phases: 1) a university-based course of study and 2) a subsequent two-year period of
practical training in schools ("Referendariat"), both phases are part of pre-service teacher
education, and 3) ongoing professional development for in-service teachers (further education
and training). In this dissertation, the first empirical study refers to in-service teachers, while

studies 2 and 3 refer to pre-service teachers.

1.2 CRT as a Concept for Professionalizing Teachers for Cultural Diversity
Professionalization "involves the development of skills, identities, norms, and values
associated with becoming part of a professional group" (Levine, 2001, p. 12146). In the context
of teacher education, beliefs and attitudes, knowledge, self-regulation, and motivational
orientations are conceptualized as central components of teachers’ professional development
(Kunter et al., 2013). As classrooms became increasingly culturally diverse, scholars have
highlighted the importance of professionalizing teachers and explicitly addressing diversity,
cultural responsiveness, and social justice in teacher education (Gay, 2002; Ladson-Billings,
1995; Villegas & Lucas, 2002). To transform schools and educational institutions and ensure
that students from various cultural, ethnic, racial, and socioeconomic backgrounds have equal

educational opportunities, the concept of multicultural education has been developed (Banks &
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Banks, 2004). As an outgrowth of multicultural education, CRT serves as a specific approach
for teachers’ actions, interactions, reflections, and values when teaching in culturally diverse
classrooms. While CRT is conceptualized in various ways, there is a broad consensus that CRT
uses students’ cultural experiences and knowledge, supports students in maintaining their
cultural identities, fosters positive intergroup relationships, and dismantles White power and
privilege to promote educational equity and raise students’ critical consciousness (Gay, 2002,
2015). CRT encompasses teaching materials, curriculum content, instructional engagements,
achievement assessment, as well as classroom climate (Gay, 2018).

According to reciprocal determinism by Bandura (1986), bidirectional relationships
exist among a individuals' self-system (which include attitudes and beliefs), actions, and the
environment, such that each of these is directly shaped by and shapes the others. In the context
of CRT, teachers working in a culturally diverse school setting develop attitudes and beliefs
about cultural diversity, which influence their instructional practices and interactions with
culturally diverse students. At the same time, these beliefs are reinforced or challenged by the
school’s policies, leadership, and overall school climate. Thus, implementing culturally
responsive practices in daily classroom activities and climate requires teachers with salient
qualities: First, teachers require a set of beliefs and attitudes that values cultural diversity and
rejects deficit beliefs blaming marginalized students for inequalities they face (Gay, 2013a).
Second, if teachers can strengthen their abilities of critical reflection, they may better prepared
to implement culturally responsive practices and adjust their beliefs toward social justice
(Gorski & Dalton, 2019). Third, teachers’ self-efficacy implementing CRT is crucial as high
levels of self-efficacy have positive effects on multiple student and teacher outcomes (for a
review, see Romijn et al., 2020).

A critical review of qualitative and quantitative studies on trainings with pre-service

teachers concluded that CRT is a framework "for best preparing teachers for cultural diversity,
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including challenging their beliefs about cultural diversity" (Civitillo et al., 2018, p. 74). A
multicultural school climate can serve as an important condition for CRT, shaping teachers’
ability and willingness to engage in culturally responsive practices by providing support, trust,
and resources to foster equity and inclusion (Knox et al., 2025). A synthesis of qualitative and
quantitative research highlights the benefits of CRT, showing that CRT practices are associated
with positive student outcomes, such as improved test scores, increased motivation and interest
in content, and enhanced ability to engage content area discourses (Aronson & Laughter, 2016).
To date, most of the studies on CRT are from the United States. However, a systematic review
of CRT in Europe concluded that although research on CRT has increased substantially over
the past decade, there is a critical need for improved teacher education programs that focus on
supporting teachers in culturally responsive practices (Koukoulidis et al., 2024).

The following sections, research on CRT and its relation to school climate as an essential
condition of CRT (Chapter 1.3), diversity-related attitudes and beliefs (Chapter 1.4), critical
reflection (Chapter 1.5), and CRT self-efficacy (Chapter 1.6) as important components of CRT
are introduced. Chapter 1.7 outlines research on teacher training programs aimed at fostering
CRT. Finally, in Chapter 1.8 the specific German (school) context is described, which is

important for investigating CRT in Germany.

1.3 The Relation between CRT and School Climate

School climate can be defined as "the shared beliefs, values, and attitudes that shape
interactions between students and adults and set the parameters of acceptable behavior and
norms for the school" (Wang & Degol, 2016, p. 316). A review of school climate research
suggests that school climate is associated with practices and teacher-student relationships
(Thapa et al., 2013). Cultural diversity school climate is mainly conceptualized through two
approaches addressing cultural diversity in school settings, namely, equality and inclusion, and

cultural pluralism (Schachner et al., 2016; Schachner et al., 2021). These approaches often co-
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occur and are reflected in school practices, policies, and norms (Thapa et al., 2013; Verkuyten
& Thijs, 2013). A climate of equality and inclusion focuses on overcoming group boundaries
through positive contact. In this context, teachers are expected to treat all students equally and
encourage contact and cooperation between students (Schachner et al., 2016). A cultural
pluralism climate focuses on the value of diversity, difference, and pluralism, often termed a
multicultural approach.

Culturally minoritized students often navigate cultural, socioeconomic, and linguistic
boundaries while adapting to a school climate predominantly shaped by the norms and practices
of the culturally majoritized group (Horenczyk & Tatar, 2012). Research suggests that a
perceived climate of equality and inclusion is associated with students’ orientation toward the
culturally majoritized culture, lower prejudice and discrimination, and generally more positive
intergroup experiences amongst students (Schachner et al., 2016; Schachner et al., 2021;
Schwarzenthal et al., 2018). On the other hand, the support for a cultural pluralism climate was
found to foster positive identification with and stronger orientation to the minoritized culture
(Brown & Chu, 2012; Schachner et al., 2016). While both perceptions of equality and inclusion,
as well as cultural pluralism, were linked to positive student outcomes (e.g., students'
intercultural competence, school belonging), too much emphasis on equality and downplaying
differences may promote a colorblind approach, potentially hindering students of culturally
minoritized groups from utilizing their cultural identities as valuable resources for
psychological well-being (Schachner, 2019; Schwarzenthal et al., 2019).

Although school climate has traditionally been studied as a factor of student outcomes,
school climate is also crucial for understanding how teachers act within an educational
environment (Aldridge & Fraser, 2016). Through culturally responsive practices, teachers may
contribute to a classroom climate that supports students in their acculturation, supporting them

to learn about cultures, appreciate cultural diversity, collaborate, and treat each other equally.
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A study in the United States suggests a bidirectional relationship between school climate and
teachers’ culturally responsive practices, as a supportive and inclusive school climate can
enhance teachers’ ability and willingness to implement culturally responsive practices, while
these practices, in turn, contribute to fostering a positive school climate (Knox et al., 2025). As
described previously, promoting equality and inclusion can lead to a colorblind approach,
which has been linked to lower levels of awareness of cultural diversity among teachers and
lower self-efficacy in culturally sensitive teaching (Wang et al., 2014; Cadenas et al., 2021). To
date, only a few studies have investigated the relationships between cultural diversity in school
climate and teacher outcomes. Particularly, there is limited evidence on how school climate is
associated with key components of CRT, such as self-efficacy and cultural diversity-related
beliefs and attitudes (Ialuna et al., 2024; Knox et al., 2025). Therefore, Chapter 2 will focus on
the association between school climate, acculturation attitudes, and CRT efficacy through an

empirical study.

1.4 The Relation between CRT and Critical Reflection

Drawing on educational inequalities, there is increasing attention to the role of
oppressive and discriminatory structures in the education system (e.g., ethnocentric curriculum,
school tracking decisions) in shaping students’ academic achievement (EI-Amin et al., 2017,
Kolluri & Tichavakunda, 2023). In this context, teachers’ critical reflection is a central
characteristic of CRT as teachers may introduce theoretical frameworks for understanding
oppression, increase students’ awareness of racism and anti-racism, encourage connections
between the oppression faced by different groups, and create opportunities for students to
educate each other about social inequities (Seider et al., 2018; Schwarzenthal et al., 2022).
Critical reflection is defined as the "ability to analyze current social realities critically, and
recognize how historical, social, economic, and political conditions limit access to opportunity

and perpetuate injustice” (Godfrey & Rapa, 2023, p. 2).
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As CRT is rooted in the belief that all students deserve access to high-quality education,
culturally responsive teachers hold high expectations for every learner while recognizing that
achievement is often shaped by the opportunities and supports available to them. Thus,
culturally responsive teachers do not attribute responsibility for academic failure to students
and their families, but question structures and systems that perpetuate privileges and
disadvantages (Diemer et al., 2016; Gorski & Dalton, 2019; Russell, 2020). Although
addressing educational inequity in schools is crucial, many teachers, who often belong to the
culturally majoritized group, avoid discussing issues such as social inequity and power
dynamics in the classroom (Sincer et al., 2019). To foster students’ critical reflection, teachers
must first develop this awareness themselves (Schwarzenthal, et al., 2022b). Intersectionality
provides a valuable framework for critical reflection and emphasizes that dimensions (such as
ethnicity, culture, race, gender, and sexual orientation) that perpetuate injustices do not exist in
isolation. Instead, multiple interconnected systems of oppression interact to shape the diverse
experiences of marginalized individuals and groups (Godfrey & Burson, 2018). Applying the
concept of intersectionality may enable teachers to critically reflect on the complexity of
identity and inequality across multiple, intersecting dimensions.

Critical reflection is one of three central components of critical consciousness, a concept
that is defined as the process of "learning to perceive social, political, and economic
contradictions and to take action against the oppressive components of reality" (Freire, 2018,
p. 119). The body of research on critical consciousness indicated that critical consciousness is
a multidimensional construct (Diemer et al., 2016) consisting of the three components of critical
reflection, political efficacy (i.e., a personal sense of confidence in bringing about social and
political change), and critical action (i.e., a commitment to take action against injustices)
(Jemal, 2017). The relationship between reflection and action is described as reciprocal,

cyclical, or transitive, as more reflection leads to more action and vice versa (Banales et al.,
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2020; Jemal, 2017; Watts et al., 2011). Research indicates that critical reflection on power
dynamics and educational inequalities enhances teachers’ cultural awareness and can promote
beliefs that value cultural diversity (Acquah & Commins, 2015; Calleja, 2014).

Several authors emphasize the need to develop reliable measures for critical reflection,
as existing quantitative measures are often abstract and based on ideological perspectives (e.g.,
egalitarianism) rather than examining how critical reflection occurs in relation to specific topics
(Hope & Banales, 2019). Therefore, qualitative research contributed to the development of
different frameworks to assess the quality of critical reflection. In qualitative studies, some
authors (e.g., Hope & Baiales, 2019) distinguish between individual and structural attributions
in critically reflecting privileges and disadvantages, while others (e.g., Godfrey & Wolf, 2016;
Hershberg & Johnson, 2019) add a further category of fatalistic attribution. Individual
attribution involves attributing privileges and disadvantages to individual characteristics or
circumstances. For instance, individuals may attribute success or advantages to ability,
motivation, or talent, while they attribute disadvantage to lack of effort or willingness. In
contrast, structural attributions refer to structural causes. For instance, inequalities are explained
by analyzing the broader social, economic, and institutional factors contributing to unequal
distribution of privilege and disadvantage across groups. Fatalistic attributions refer to factors
beyond an individual’s control, such as bad luck or fate.

Although many studies use quantitative measures to assess critical reflection as a
subscale of critical consciousness (Diemer et al., 2015; Diemer et al., 2016) or focus on students'
critical reflection (Diemer et al., 2017), there is little research on teachers, particularly on the
depth and quality of their critical reflection and how these abilities develop through teacher
education. Therefore, the empirical study in Chapter 3 will focus on the development of pre-

service teachers’ critical reflection through interventions. In the empirical study in Chapter 4,
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critical reflection will be explored as a mechanism for changing teachers' cultural diversity

beliefs.

1.5 The Relation between CRT and Teachers’ Cultural Diversity-related Attitudes and
Beliefs

In social psychology, the construct of beliefs lacks a unified terminology and often uses
various terms, including attitudes, ideology, perceptions, conceptions, dispositions, implicit and
explicit theories, personal theories, and internal mental processes (Pajares, 1992). This lack of
standardized terminology limits the comparability of findings and makes it challenging to
integrate them into a broader theoretical framework. In this dissertation, the term "attitude" is
adopted in the tradition of acculturation research and defined as the tendency to evaluate a
"particular entity with some degree of favor or disfavor" (Eagly & Chaiken, 1993, p. 1). Such
an entity can include a person, group, object, political party, activity, or school subject. In
contrast, teacher beliefs are defined as individual cognitive conceptions articulating values and
behaviors, which may "influence instructional choices and teaching practices, and potentially
determine when, why, and how teachers interact with students" (Hoffman & Seidel, 2014, p.
106). The sum of beliefs about an entity forms the attitude of an individual (Pajares, 1992). For
instance, a teacher endorsing critical multiculturalism rejects the reinforcement of stereotypes
and advocates for addressing educational inequities in the classroom. The sum of these valuing
cultural diversity beliefs may lead to positive attitudes towards culturally diverse students.

Research distinguished implicit (unconscious or tacit) and explicit (consciously
perceived and expressed) attitudes and beliefs (Fives & Buehl, 2012; Pit-ten Cate & Glock,
2019). Fives and Buehl (2016) propose that implicit beliefs are a fundamental aspect of teacher
behavior, shaping the interpretation of teaching experiences without conscious awareness.
According to Bandura’s theory of triadic reciprocal determinism (1997), both explicit and

implicit beliefs and attitudes interact dynamically and reciprocally with behavior and
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environmental factors. This means that teachers’ self-efficacy, attitudes, and beliefs shape their
instructional practices, which in turn affect the instructional environment and student outcomes,
ultimately reinforcing or reshaping their initial beliefs. Therefore, teachers’ attitudes and beliefs
about cultural diversity are both problematic and promising, as they have a profound impact on
learning opportunities (Gay, 2014). As cultural diversity-related attitudes and beliefs
significantly influence how teachers approach diversity and inclusion in the classroom, and will
be explored in detail in the following sections (Gay, 2014). In this context, this dissertation will
investigate the relationship between self-efficacy and professional development through teacher
education, as well as the conditions that facilitate meaningful change in these attitudes.

In the following Chapters (1.5.1 and 1.5.2) research on cultural diversity-related
attitudes and beliefs will be analyzed to identify research gaps. The chapters form the theoretical
basis for the empirical studies presented in Chapters 2-4. While Chapter 2 refers to acculturation
attitudes as the central construct of Study 1, Chapter 3 and 4 refer to cultural diversity beliefs,

which were investigated in Studies 2 and 3.

1.5.1 Teachers’ Acculturation Attitudes

Acculturation is defined as the psychological consequences of regular intercultural
contact (Berry, 2003). Acculturation research has developed a variety of conceptual and
methodological frameworks for the empirical investigation of acculturation (Sam & Ward,
2021). In the tradition of acculturation research, acculturation attitudes are investigated within
an acculturation framework that encompasses acculturation conditions and outcomes (Arends-
Toth & van de Vijver, 2006; Berry, 2017b). Existing interactive acculturation models (Bourhis
et al., 1997; Navas et al., 2005) are largely based on power dynamics, conceptualizing the
acculturation attitudes of members of the culturally majoritized group as expectations toward
culturally minoritized group members who are viewed as acculturators adapting to a given

context through various acculturation orientations and strategies.
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Berry (2003) introduced a conceptual framework of acculturation, consisting of two
main dimensions: 1) whether the maintenance of cultural identity is advocated, and 2) whether
intergroup relations and participation in a shared society are sought. The combination of these
two dimensions leads to four acculturation strategies: integration (high maintenance and high
contact), assimilation (low maintenance and high contact), separation (high maintenance and
low contact), and marginalization (low maintenance and low contact) (Berry, 2003). According
to Bourhis et al. (1997) acculturation attitudes of culturally majoritized members encompass
either support for cultural maintenance or expectations of cultural adoption. Over the past forty
years, research has made substantial progress in understanding acculturation processes. To date,
most of the research conducted so far has predominantly focused on the attitudes of the
culturally minoritized group (Egitim & Akaliyski, 2024; Zagefka et al., 2023). However,
research on teachers, who often belong to the culturally majoritized group, remains limited,
even though they play a key role in students’ acculturation by introducing the new culture,
mediating intercultural interactions, and shaping the conditions of acculturation in school
settings (Egitim & Akaliyski, 2024; Sidler et al., 2022).

Teachers’ acculturation attitudes play a crucial role in implementing CRT, as CRT
emphasizes maintaining students’ ethnic-cultural identities in the classroom rather than
expecting them to adopt to the culturally majoritized group (Gay, 2015). According to the
contact hypothesis (Allport, 1954), increased opportunities for intercultural interactions can
reduce prejudice and foster positive attitudes toward cultural groups that do not belong to the
culturally majoritized group, but this occurs under certain conditions: These conditions include
intergroup contact, cooperation to reach superordinate goals, equal status, and institutional
support (Allport, 1954).

An integrative review of qualitative research on acculturation summarizes that teachers’

acculturation attitudes can be considered both as risk and resource factors, as they influence
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outcomes for teachers and students (Makarova et al., 2019): Within the framework of CRT,
teachers’ integrative acculturation attitudes may be seen as a supportive factor, as they
contribute to effective classroom management in culturally diverse settings and promote a sense
of integration among students of culturally minoritized groups within the school, and are
associated with high levels of diagnostic expertise in social areas (Makarova & Herzog, 2011,
2013). However, teachers (who mainly belong to the culturally majoritized group) often hold
expectations for cultural adoption to socialize their culturally minoritized students into the
culture of the culturally majoritized group and to prepare them for their future (Van Praag et
al., 2016). Teachers’ expectations for cultural adoption contrast with CRT, which prioritizes
the recognition and integration of culturally diverse identities within an educational framework.
Research suggests that teachers’ expectations for cultural adoption have negative consequences
for both students and teachers, as they are associated with lower teacher self-efficacy, an
increased tendency to punish culturally minoritized students for misbehavior, and a reduced
ability to diagnose social tensions among students (Makarova & Herzog, 2013; Tatar et al.,
2011). Given the limited research on teachers’ acculturation, applying an acculturation
framework to teachers may be particularly valuable for understanding how teachers can be
prepared for CRT. Such an acculturation framework offers insights into the conditions and

outcomes of teachers’ acculturation attitudes, a key component of CRT.

1.5.2 Teachers’ Cultural Diversity Beliefs

In educational contexts, three diversity approaches dealing with cultural diversity can
be identified, namely valuing cultural diversity, ignoring cultural diversity or rejecting cultural
diversity (Celeste et al., 2019; Hagenaars et al., 2023). Teachers may tend to hold beliefs that
are in line with one approach, valuing or ignoring cultural diversity, or combine components of
both (Civitillo et al., 2019; Hachfeld et al., 2015). Studies indicate that even within the same

schools, teachers may vary significantly in how they address culture and cultural diversity



INTRODUCTION 17

(Agirdag et al., 2016; Vervaet et al., 2018). Thus, teachers should not be viewed as passive
participants who simply implement diversity approaches based on external expectations set by
the curriculum, school policies, educational cultures, or headteachers (Hagenaars et al., 2023).
When teachers make pedagogical decisions about incorporating cultural diversity into daily
classroom activities and the overall classroom climate, they are guided by their beliefs, which
are often implicitly and explicitly derived from discourses and idealized values of the culturally
majoritized group (Baggett, 2020; Wenzel, 2017).

In the context of CRT, teacher beliefs are conceptualized as central constructs and CRT
implies a "positive belief paradigm" (Gay, 2002, 2010). While several quantitative instruments,
such as the Teacher Cultural Beliefs Scale (Hachfeld et al., 2011) and the Diversity Teaching
Beliefs Scale (Thijs et al., 2025), already exist to measure these beliefs, there is a notable lack
of qualitative research that allows for deeper, more nuanced exploration of the teacher beliefs.
Addressing this gap is crucial because qualitative methods can reveal complex, context-specific
understandings that standardized surveys might miss, ultimately leading to a richer, more
comprehensive understanding of teachers’ development of cultural diversity beliefs (Hachfeld
et al., 2011; Rissanen et al., 2023). Some qualitative approaches already exist to investigate
teachers’ cultural diversity beliefs through case studies and interviews (e.g., Civitillo et al.,
2019; Hagenaars et al., 2023). Despite the central position of cultural diversity beliefs in CRT,
research on the conditions affecting cultural diversity beliefs in the German context remains
limited, particularly concerning when and why teachers develop and change CRT beliefs.

In general, teachers’ cultural diversity beliefs are considered as susceptible to change
through interactions and experiences with diverse individuals and contexts, as well as
professional training and teaching practice (see Civitillo et al., 2018 for a review). Beliefs may
vary in stability, with long-standing and deeply ingrained ones, such as moral values learned in

childhood, tending to remain stable, while more recently acquired beliefs, such as opinions
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formed through a college course, are generally less stable and more open to change (Fives &
Buehl, 2012). However, as beliefs are consistently reinforced by repeated environmental
confirmation, beliefs become increasingly ingrained over time. Intercultural interactions are
recognized as an important factor in teachers’ development of valuing cultural diversity. In
particular, four key factors appear to promote positive change in teachers’ cultural diversity
beliefs: 1) contact to culturally diverse individuals (e.g., friendships); 2) education (e.g., school
and university); 3) travel (e.g., vacationing, studying abroad); 4) personal experience with
discrimination as a child or an adult (Garmon, 2005; Smith et al., 1997). Research on the
development and change of teachers’ cultural diversity through teacher training programs is
addressed in Chapter 1.7. To date, most of the existing studies on teacher beliefs do not
explicitly address the distinction between implicit (unconscious or tacit) and explicit
(consciously perceived and expressed) beliefs as suggested by Fives and Buehl (2012).

In the following, research on valuing, ignoring, and rejecting cultural diversity beliefs
will be presented. Addressing the research gap of limited qualitative research on teachers’
cultural diversity beliefs, the current dissertation addresses the described research gap. While
Chapter 3 focuses on an intervention study of teacher education programs and the associated
development in explicit cultural diversity beliefs, Chapter 4 refers to the conditions facilitating

changes in teachers’ explicit and implicit cultural diversity beliefs.

1.5.2.1 Valuing Cultural Diversity Beliefs

Valuing cultural diversity is in line with the concept of CRT and is a key characteristic
of cultural pluralism (Civitillo et al., 2017; Schachner et al., 2016). Cultural pluralism, also
termed multiculturalism (Hachfeld et al., 2012), emphasizes the explicit recognition and
appreciation of diversity and differences within the school environment (Rosenthal & Levy,

2010). Teachers holding cultural pluralism beliefs understand diversity as a valuable resource
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and promote an educational environment that values students’ cultural backgrounds and
perspectives, e.g., by supporting students’ home language.

A qualitative study in Germany, using video-recorded classroom observations and post-
observation interviews, revealed that teachers who practice CRT hold multicultural beliefs
(Civitillo et al., 2019). Quantitative research revealed that cultural pluralism is associated with
numerous positive student outcomes, such as more positive peer interactions, reduced drop-out
rates, and achievement gaps in schools (Celeste et al., 2019; Smith et al., 2020). Moreover,
cultural pluralism is associated with reduced teachers agreement with stereotypes, leads to more
positive intergroup attitudes, mitigates the negative impact of cultural misunderstandings
between teachers and students, and leads to fewer experiences of teacher discrimination (Baysu
et al., 2021). However, if too much emphasis is placed on multiculturalism, it can lead to more
stereotyping and greater perceived differences between groups (Ryan et al., 2010; Wolsko et
al., 2006). Critical multicultural beliefs are another form of valuing cultural diversity, going
beyond appreciating differences by recognizing educational inequalities reinforced in schools
through power relations and understanding teaching within a broader sociopolitical context
(Gorski, 2009). Research in the United States on racially minoritized students has shown that
educating students about societal inequality fosters the development of critical consciousness
while also enhancing student achievement and engagement (Carter, 2008; El-Amin et al.,

2017).

1.5.2.2 Ignoring Cultural Diversity Beliefs

Ignoring cultural diversity, also termed color-evasiveness, is a perspective that argues
that culture, ethnicity, and race are irrelevant (Neville et al., 2000). Ignoring cultural diversity
beliefs manifests in distinct approaches, each emphasizing different ways of downplaying racial
and cultural differences (Civitillo et al., 2021; Guimond et al., 2014). Teachers who support

individualism center the individual by focusing on personal efforts and abilities, ignoring the
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educational inequalities between various social and cultural groups. Individualism is related to
meritocratic beliefs that assume that success and opportunities, such as educational success, are
the result of individual talent, effort and hard work. However, the belief in meritocracy neglects
how families’ socioeconomic status affects students’ academic achievement, therefore,
teachers’ belief in meritocracy is related to a lack of awareness of culture-related privileges
(Ho, 2020; Wang et al., 2014).

Another distinct form of ignoring cultural diversity is the belief in treating all students
equally. Equal treatment can lead to increased positive intergroup contact, buffer stereotype
threat and perceived discrimination, and protect the academic achievement of students of
cultural minorities (Baysu et al., 2016; Karatas et al., 2023b). Some teachers equate the explicit
recognition of cultural differences with discrimination or racism, which leads them to
emphasize similarities between groups and to downplay cultural differences in an effort to
reduce the perceived negative consequences of diversity and to prevent discrimination (Park &
Judd, 2005). Research in Germany indicated that beliefs of stressing similarities are associated
with lower willingness of teachers to adapt their teaching to culturally diverse students

(Hachfeld et al., 2015).

1.5.2.3 Rejecting Cultural Diversity Beliefs

Rejecting cultural diversity is contrary to the concept of CRT as negative beliefs about
cultural diversity produce detrimental teaching and learning behaviors (Gay, 2013b; Harlin et
al., 2009). One teacher belief that reflects a rejection of cultural diversity is the endorsement of
deficit beliefs, which assume that students who differ from the culturally majoritized group,
such as those from culturally minoritized groups, groups of lower socioeconomic status, or
those who speak the national language as a second language, possess inherent deficiencies.
These beliefs often lead to lowered expectations for these students. Deficit thinking stems from

an ethnocentric perspective that assumes the beliefs and norms of the culturally majoritized
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group are inherently correct. In the deficit thinking model, teachers assume that students fail in
school due to a lack of ability, linguistic inferiority, or family dysfunction, instead of structural
barriers such as school system or school policies (Dray & Wisneski, 2011; Garcia & Guerra,
2004). Consequently, teachers’ deficit beliefs tend to interpret sociocultural and linguistic
differences as issues originating in the family home, diminishing educators’ influence over
these aspects (Nelson & Guerra, 2014). Research indicated that deficit beliefs held by teachers
have a negative effect on student achievement, as these beliefs affect their willingness to engage
and challenge students of culturally minoritized groups (Sleeter, 2008).

Due to deficit beliefs, teachers may also have expectations regarding assimilation into
the culturally majoritized group. Assimilation beliefs reflect a positive orientation toward the
culturally majoritized group and expects the adaption culturally majoritized norms, values,
language or religion. For instance, teacher working in cultural diverse schools can endorse
monolingualism or a headscarf ban (Pulinx et al., 2017). Research suggests that assimilation
relates to negative effects on culturally minoritized students, as it can increase stereotyping,
peer rejection, negative attitudes toward the outgroup, and feelings of alienation (Celeste et al.,
2019; Pulinx et al., 2017; Schachner et al., 2016; Verkuyten, 2011). On the side of teachers,
assimilation beliefs are associated with a high risk of diversity-related burnout, leading teachers

to report lower levels of CRT efficacy (Gutentag et al., 2018b; Tatar et al., 2011).

1.6. The Relation between CRT and Teachers’ Diversity-related Self-efficacy

According to Bandura’s social cognitive theory (1977), self-efficacy refers to an
individual’s judgement of capability to perform a particular action. Teachers’ sense of self-
efficacy has been defined as "beliefs in one’s capabilities to organize and execute the courses
of action required to produce given attainments" (Bandura, 1997, p. 3). Teaching efficacy
encompasses two components: 1) outcome expectancy and 2) self-efficacy. Outcome

expectations refer to the teacher’s belief that their teaching can positively influence student
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learning outcomes despite external influences. In contrast, self-efficacy reflects an internal
locus of control and the belief that teachers’ perception of their ability to achieve personal
teaching goals (Tschannen-Moran & Hoy, 2001).

The relationship between teachers’ self-efficacy and practice is described as reciprocal
and self-efficacy beliefs can function as self-fulfilling prophecies: When teachers perceive their
teaching as successful, their self-efficacy is strengthened, which in turn reinforces their
expectations of future success (Tschannen-Moran & Hoy, 2007). Consequently, teachers’ self-
efficacy is a theoretical construct that is particularly relevant as it is one of the most important
beliefs influencing teachers’ professional behaviors (Durksen et al., 2017). A review of forty
years of research has found that teachers’ self-efficacy is positively related to numerous
educational outcomes, such as students’ academic adjustment, classroom quality and teacher
behavior and practices (Zee & Koomen, 2016). For instance, teachers with higher levels of self-
efficacy show a greater level of planning and organization, are more constructive in dealing
with mistakes of their students, more satisfied in their profession, more persistent in the face of
difficulty and less likely to experience burnout (Gutentag et al., 2018; Vieluf et al., 2013). In
conclusion, teachers with higher self-efficacy tend to be more successful than those with lower
self-efficacy. However, Wheatley (2002) argued that self-efficacy doubts can also be beneficial,
given that meaningful learning and improvement often arise from doubts and critical self-
reflection.

Teachers’ self-efficacy is shaped by teachers’ personal characteristics (e.g., teaching
experience) but also by classroom characteristics (e.g., performance level) and school and
principal characteristics (e.g., school climate, work experience of the principal) (Fackler &
Malmberg, 2016). Another central characteristic of Bandura’s (1997) concept of teachers’ self-
efficacy is its contextual and domain specificity, meaning that individuals may have varying

levels of self-efficacy beliefs depending on the specific behavioral context and domain.
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However, context- and domain-specific aspects of self-efficacy, such as teachers’ self-efficacy
in teaching culturally diverse classrooms and implementing CRT, are rarely considered in
teacher education, particularly in the German context (Schwarzenthal et al., 2022a).

CRT efficacy is defined as a teacher’s belief in the own ability to implement culturally
responsive practices by supporting all students academically, designing relevant lessons,
fostering school-family relationships, and creating an inclusive classroom climate (Siwatu,
2007). CRT efficacy is a crucial aspect of CRT, as teachers with high CRT efficacy can support
students in understanding sociopolitical issues and questioning existing social inequality and
injustice by bridging home and school culture (Banks & Banks, 2004; Gay, 2002; Ladson-
Billings, 1995). However, teachers often feel unprepared for the challenges of a culturally and
linguistically diverse setting and lack confidence in adapting their teaching to culturally diverse
students (OECD, 2019).

In quantitative studies, a number of instruments have been developed to measure
teachers’ efficacy in culturally diverse educational settings, such as the Multicultural Efficacy
Scale (Guyton & Wesche, 2005), the Measurement of Immigration-Related Self-
Efficacy (Tatar et al., 2011), the CRT Self-Efficacy Scale (Siwatu, 2007) and Culturally
Responsive Classroom Management Self-Efficacy Scale (Siwatu et al., 2015).

A mixed-method study by Siwatu (2011) using CRT Self-Efficacy Scale and in-depth
interviews, suggested an association between teacher efficacy and CRT practices. Similar
findings were revealed in a quantitative study conducted by Romijn et al. (2020) in four
European countries, which found that diversity-related beliefs are positively associated with
intercultural teaching practices. A study by Civitillo and colleagues (2016) adapted the
Culturally Responsive Classroom Management Self-Efficacy Scale (Siwatu et al., 2015) for
German-speaking countries. Compared to the original questionnaire’s single-factor structure by

Siwatu et al. (2015), the adapted version demonstrated a better model fit with a two-factor
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structure (factor 1: adjustments to teaching and relationships; factor 2: cooperative learning)
and suggests that pre-service teachers have less efficacy in the implementation of strategies of
dealing with students’ cultural backgrounds than in the implementation of cooperative learning
techniques (Civitillo et al., 2016). Further studies suggest that a teacher’s self-efficacy varies
when the teacher assesses the demands of a task and the context in which it takes place while
evaluating self-efficacy. Qualitative and quantitative studies in the United States have shown
that pre-service teachers, who often belong to the culturally majoritized group, have low self-
efficacy in CRT, largely due to doubts about their ability to connect instruction to students’
home lives, including their language and culture (Cruz et al., 2020; Siwatu et al., 2016).

Research suggests that individual experiences and contextual factors may explain
varying levels of CRT efficacy. For instance, research shows that the duration of teaching
experience and certain individual experiences such as teacher mobility are positively associated
with teachers’ CRT self-efficacy (Cruz et al., 2020; Mahon & Cushner, 2002; Schwarzenthal
et al., 2023). Moreover, research suggests that teachers in schools with a high proportion of
culturally minoritized students and a strong multicultural climate feel more efficacious in
working with culturally minoritized students (Geerlings et al., 2018; OECD, 2019;
Schwarzenthal et al., 2023). However, laluna et al. (2024) found no relationship between when
considering also students’ perspectives in a multi-informant study. This gap leads to the first
research aim to investigate the relation between school climate and teachers’ self-efficacy
working with culturally diverse students.

Bandura (1997) proposes a theory that both mastery and vicarious experiences serve as
powerful sources for developing self-efficacy. Thus, for (pre-service) teachers, opportunities to
engage in CRT through coursework and practice (mastery experiences) and observation
(vicarious experiences) ideally occur during field experiences in culturally diverse classrooms.

The role of teacher training in relation to CRT efficacy is addressed in Chapter 1.7.
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Despite the increasing importance of CRT efficacy in teaching culturally diverse
students, research on the conditions affecting CRT efficacy in the German context remains
limited, particularly concerning when and why pre-service teachers develop doubts about their
CRT efficacy, and it evolves through teacher training. Therefore, quantitative research is
needed to investigate the factors of teachers’ CRT efficacy, while qualitative research could
provide deeper insights into the experiences and perceptions that shape pre-service teachers’
doubts about CRT efficacy and explore how teacher training relates to the development of CRT

efficacy over time.

1.7 Teacher Training targeting CRT

The significance of teacher preparation is particularly highlighted in the 2018 TALIS
report, which found that over 50% of teachers in participating countries felt unprepared for the
challenges of multicultural classrooms and lacked confidence in adapting their instruction for
culturally diverse students (OECD, 2019). Therefore, it is necessary to better prepare teachers
to effectively meet the needs of their culturally and linguistically diverse students (Koukoulidis
et al., 2024). In recent decades, a wide range of teacher training programs have been developed
that aim to investigate several dimensions of cultural diversity in education. A critical review
of 36 teacher training programs using a longitudinal design concluded that CRT offers "a
framework for best preparing teachers for cultural diversity" (Civitillo et al., 2018, p. 74).

However, the majority of teacher training programs focused on specific aspects of CRT,
such as teacher beliefs, and exhibited methodological limitations, including the absence of
comparison groups and longitudinal assessments (Civitillo et al., 2018). Most of the existing
studies focused on teacher beliefs about culturally diverse students and their families and
culturally sensitive teaching practices or approaches, while only a few studies focused on
teacher beliefs about cultural context and environment and cultural self-efficacy beliefs

(Civitillo et al., 2018).
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Some studies report an increase in CRT self-efficacy through teacher training (Cruz et
al., 2020; Fitchett et al., 2012). In general, both mastery and vicarious experiences are
considered as central in increasing teachers’ self-efficacy (Bandura, 2002). For pre-service
teachers, this means that actively practicing and observing CRT in diverse classrooms,
especially during field experiences, can effectively increase pre-service teachers’ CRT efficacy
(Bravo et al., 2014). Moreover, structured support and positive feedback from supervisors and
cooperating teachers are considered important for developing pre-service teachers’ self-efficacy
and preparing them for CRT (Koukoulidis et al., 2024; Moulding et al., 2014).

Studies investigating teacher training programs reported positive effects on teachers’
cultural diversity beliefs if pre-service teachers had opportunities for experiential learning in
culturally diverse settings and self-reflection (e.g., Kyles & Olafson, 2008; Sanders et al., 2014,
Han, 2016). According to the contact hypothesis (Allport, 1954), positive contact experiences
between pre-service teachers and culturally diverse students have the potential to foster positive
intergroup attitudes, deconstruct pre-service teachers’ prejudices and dismantle deficit beliefs.
According to transformative learning theory, the practice of reflection serves as a tool that
encourages teachers to question their beliefs and behaviors (Christie et al., 2015; Mezirow,
2003). Research on teacher education suggests that reflection on daily teaching practices helps
teachers support minoritized students, interrogate their attitudes, beliefs, and values, and reduce
deficit perspectives toward students, thereby preparing culturally responsive teachers (Gorski
& Dalton, 2019; Ross, 2008; Saito & Khong, 2017). In the context of CRT, critical reflection
on positionality, power, inequalities and privileges is necessary to understand how these issues
shape perspectives and actions, ultimately enabling CRT to be effectively implemented through
classroom behaviors and practices (Gorski & Dalton, 2019). However, critics argue that
personal approaches to critical reflection, such as reflective diaries, pose the risk of students

becoming overly self-critical, excessively cynical, isolated in their thinking, or too focused on
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themselves (Alvesson & Skdldberg, 2000; Boud & Walker, 1998; Finlay, 2002; Aron, 2000;
Weick, 1999). In the context of teacher training, this could result in students disengaging or
becoming excessively introspective, placing greater emphasis on self-examination rather than
actively engaging with broader structural issues (Smith, 2011). Critical reflection involves not
only looking back and reflecting on one’s actions and identity, but also looking forward and
developing a vision of the identity one aims to be, which is essential in becoming a culturally
responsive teacher (Juang & Hwang, 2024).

Therefore, there is a call in teacher education to support (white?) teachers in developing
an anti-racist identity to enhance their pedagogical practice and effectively implement CRT in
schools (Priester-Hanks, 2023). White racial development is considered as a process that may
take a lifetime, making it crucial to examine even as White pre-service teachers begin their
careers (Helms, 1995). Helms (2014), describes the development of an anti-racist identity as a
fluid, non-linear process involving different schemata that shape how White individuals
perceive race, culture, and their own racialized experiences. The proposed White racial identity
model consists of six schemes with two phases. The first phase includes 1) contact,
characterized by a lack of awareness of racial identity and the belief that ethnicity is only
relevant for minoritized groups; 2) disintegration, where individuals recognize whiteness and
racism, leading to guilt, anxiety, and moral conflict about White privilege; and 3) reintegration,
characterized by the idealization of whiteness and a defensive position toward racial issues. The
second phase begins with 4) pseudo-independence, in which individuals intellectually
acknowledge White privilege without engaging in critical self-reflection or personal

responsibility. This is followed by (5) immersion/emersion, where individuals actively explore

2 White refers to a socially constructed racial category that identifies people as part of the dominant group,
historically positioned to hold social, cultural, and institutional power within racial hierarchies. White refers to a
socially constructed racial category that identifies people as part of the dominant group, historically positioned to
hold social, cultural, and institutional power within racial hierarchies. Although race is not based on biology, it
has significant social consequences, as it emerged to differentiate groups and justify systems of privilege, power,
and exclusion, and remains deeply embedded in societal structures (Halley et al., 2022).
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systemic racism and begin unlearning internalized biases. The final stage, (6) autonomy,
represents the development of a positive, anti-racist White identity. In summary, teachers’
critical reflection on privileges and disadvantages, can be a first step towards promoting White
cultural identity development which in turn can lead to a change in beliefs, e.g. toward valuing,
critical multicultural beliefs (Acquah & Commins, 2015; Calleja, 2014). The next chapter
presents the Identity Project, a teacher training program, which aims to promote pre-service

teachers’ White cultural identity development.

1.7.1 The Identity Project

Based on theoretical perspectives from CRT and empirical research on effective teacher
training, a teacher training program was originally developed in the United States (Umaia-
Taylor & Douglass, 2017) and later adapted in Germany (Juang et al., 2020) and other European
countries (Juang et al., 2022). The Identity Project was originally designed to encourage
students in school to explore and gain a deeper understanding of both their own and their
classmates’ cultural identities within broader societal contexts (Umafa-Taylor & Douglass,
2017). In teacher training, the Identity Project seminar was implemented as a one-semester
course in the regular seminar format, consisting of eight sessions including activities centered
on cultural identity, along with discussions on related themes such as intergroup relations,
acculturation, stereotypes, racism and intersectionality aimed to prepare pe-service teachers for
CRT. To enhance understanding of the Identity Project activities, theoretical insights from
education, psychology, and sociology were provided (see Table 1 and for detailed descriptions,
see Juang et al., 2020). A quasi-experimental mixed-methods study conducted in Germany with
606 pre-service teachers found that those who participated in the Identity Project Seminar
(intervention group) became more confident for interacting with culturally diverse students and
engaging in culture-related conversations than those in the control group (Pevec-Zimmer et al.,

2024). However, participants in the intervention group did not show significant differences in



INTRODUCTION 29

changes over time regarding confidence in treating all students equally, beliefs about the
importance of including diversity in the curriculum, deficit thinking about minoritized students,
bias awareness, and concern for appearing racist. To date, studies have not investigated the

implementation of the Identity Project in classrooms as part of a teacher training program.

Table 1

Themes of the Sessions in the Identity Project Seminar

Themes of the Identity Project Seminar

1 Introduction to the seminar

2 Thematic introduction to the seminar: Relevance of themes for teachers

3 Project session 1 — Introduction to the Identity Project — Cultural Identity
4 Project session 2 — Social Identity Theory — Intergroup Relations

5 Project session 3 — One’s own cultural identity

6 Project session 4 — Migration and Acculturation

7 Project session 5 — Family cultural socialization

8 Project session 6 — Stereotypes, prejudices, and discrimination

9 Project session 7 — Information about the Digital Stories (final assignment)
10 Project session 8 — Diversity, Culture, and Justice for Everyone

11 Racism and Intersectionality

12 Social Justice Perspective and Equity

13 Submission of Digital Stories

14 Evaluation — presentations and discussion of the digital stories (final

assignment)
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1.8 The German (School) Context

Germany’s political, social, cultural, and educational systems have been shaped by a
unique and complex history, including a period when the country was divided into two separate
states with very different approaches to society, politics, and migration. This distinct history
still influences how race, diversity, and education are approached in Germany today, which is
important to understand when investigating CRT in the German context as these influences are
embedded within the macrosystem (Bronfenbrenner & Morris, 2007).

After World War 11, Germany was divided into two countries: West Germany (officially
the Federal Republic of Germany), which followed a capitalist and democratic model, and East
Germany (the German Democratic Republic), which was a socialist state aligned with the
Soviet Union. Each state developed its own policies handling with migration and diversity. In
West Germany, economic growth in the 1950s and 1960s led to a labor shortage. Thus, the
government invited workers from other states, especially Turkey, Italy, and the former
Yugoslavia, under agreements known as guest worker programs (Penninx, 2018). These "guest
workers", were initially seen as temporary help, not future citizens and were expected to
eventually return to their countries of origin. As they settled permanently and started families,
debates emerged around how to integrate their children and grandchildren into German society,
especially through the education system. Starting in the mid-1960s, education in West Germany
took an assimilationist approach called "foreigner pedagogy", which was shaped by the idea of
otherness (Faas, 2008, p. 110). This approach was rooted in a deficit perspective that saw
culturally minoritized children as non-German and focused on what they were lacking,
especially German language skills.

In contrast, the Eastern German migration policy was tightly controlled and
ideologically framed. The socialist state accepted foreign workers, such as those from Vietnam

and Mozambique, but kept them isolated from East German society. Eastern German scholars
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conceptualized intercultural education as a problem specific to capitalist systems, consequently,
regarded it as irrelevant (Reich, 1993). Germany did not officially acknowledge itself as an
immigration country until the 1990s, despite a long history of immigration (Juang et al., 2021).
After reunification in 1990, significant disparities between East and West Germany remained,
with the East facing higher unemployment and lower wages. These differences also influenced
social, political, and cultural aspects, leading to distinct values, lifestyles, and voting patterns,
with the eastern regions tending to support far-left and far-right parties (Juang et al., 2021). The
cultural identity of people in East Germany often relates to regional dimensions such as local
identity. However, those who identify as East German are frequently confronted with
stereotypes and prejudices (Juang et al., 2022). Younger people in East German frequently
highlight how their identity is shaped by the socialization of participants’ parents, the systematic
degradation of East German life stories after reunification, and the ongoing "othering" of East
Germans within broader German society (Kubiak, 2019). As a result, East German identity is
not only regionally rooted but also deeply entangled with historical and social processes of
marginalization.

Today, Germany is the most popular destination country for immigration in Europe,
with approximately 42% of students of immigrant descent and 13% of teachers of immigrant
descent (Statistisches Bundesamt, 2023). Within the German context, the discourse surrounding
race and racism is limited, as explicit discussions on race frequently avoided and often regarded
as taboo. This tendency may be rooted in the socio-historical context that associates racism with
Nazi ideology, an exclusionary policy linked to the atrocities of the Holocaust and leads to a
collective societal desire to avoid re-engagement with such harmful ideas (Juang et al., 2021).

In Germany, narratives have emerged in which culture is frequently viewed through an
essentialist lens, as an unchanging, inherently homogeneous, monolithic, and stable entity

(Albrecht, 2016). Moreover, in public discourse in Germany, integration is used synonymously
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with assimilation, and expectations of the culturally majoritized group for assimilation are
particularly strong (Kunst & Sam, 2014). In this context, schools can be seen as a microsystem
that reflects the norms and values within the macrosystem of society, such as the orientation
toward the culturally majoritized group and the silencing of issues related to ethnicity and
racism, thereby influencing individual development (Bronfenbrenner & Morris, 2007). In this
context, teachers in culturally diverse schools may also undergo professional development and
playing a key role for the academic development of their students. Teachers, as part of the
microsystem and central actors in the school environment, play a key role in transmitting,
reinforcing, or challenging norms and values through their teaching practices, materials, and
interactions. However, teachers in Germany are largely oriented towards German-speaking,
culturally Christian socialized middle school students and expect culturally minoritized
students to adapt to the culturally majoritized group (Gomolla, 2021). Analyses have shown
that schoolbooks in various subjects in Germany often contain racist and stereotypical
components and engage in forms of othering through dichotomous cultural representations that
construct an "us" and "others" (Zabel, 2022; Ziai & Marmer, 2023). Children who have recently
immigrated or arrived as refugees in Germany are often separated into "preparation classes" for
one or two years before transitioning into regular classes (Gibson & Brown, 2009). While some
academic high schools offer such preparation classes, the majority of preparation classes are
found in other school types (Crul et al., 2016). The described German (school) context,
highlight the need to address existing research gaps in the professional development of teachers
for cultural diversity. In this context, this dissertation focuses on the following research

questions and aims.
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1.9 The Present Dissertation

1.9.1 Research Gaps and Research Aims

1.9.1.1 Research Gap and Research Aim 1

Contemporary lines of research conceptualize diversity-related attitudes and CRT-
efficacy as key components of CRT. To date, little is known about in-service teachers’ self-
efficacy in relation to students from different cultural, ethnic or racial groups (Geerlings et al.,
2018). An acculturation framework may provide a broader framework for teachers’ attitudes
and self-efficacy in a culturally diverse context. While acculturation research has
predominantly focused on culturally minoritized students, the acculturation processes of
teachers, who often represent the culturally majoritized group, have largely been neglected
(Haugen & Kunst, 2017). However, teachers’ acculturation attitudes are central components of
their professionalization in culturally diverse contexts. These attitudes may also relate to their
individual judgement of capability to implement culturally responsive practices (self-efficacy).
In addition, the role of school characteristics as context factors in shaping acculturation attitudes
and CRT efficacy remains largely ambiguous. This is the first investigation to apply an
acculturation framework to in-service teachers, extending prior work by investigating how
school climate and school composition are associated with teachers’ acculturation attitudes and
CRT efficacy.

Research Aim 1: Investigate the contextual conditions of in-service teachers’ acculturation

attitudes and CRT efficacy as components of CRT.

1.9.1.2 Research Gap and Research Aim 2

Concluding from the results of Study 1, the importance of supporting the professional

development of pre-service teachers in culturally diverse contexts is emphasized. The



INTRODUCTION 34

importance of teachers’ professional development is also highlighted in the 2018 TALIS report,
which revealed that over 50% of teachers in participating countries felt unprepared for the
challenges of a multicultural learning environment and lacked confidence in adapting their
teaching to culturally diverse students (OECD, 2019). A critical review of trainings with pre-
service teachers has identified CRT as a promising framework for preparing pre-service
teachers for cultural diversity (Civitillo et al., 2018), but the studies reviewed revealed some
methodological limitations, including methodological limitations, particularly the lack of
longitudinal designs with a control group. Moreover, empirical studies assessing the
effectiveness of teacher training programs that explicitly use CRT as a framework and
incorporate various CRT components, such as CRT self-efficacy, cultural diversity beliefs, and
critical reflection, remain limited (Civitillo et al., 2018). In summary, this dissertation aims to
extend prior work by addressing methodological limitations in CRT research through a quasi-
experimental design, and by empirically investigating a teacher training program based on CRT
principles. The dissertation aims to advance the field by incorporating multiple CRT
components—such as self-efficacy, cultural diversity beliefs, and critical reflection—into one
cohesive intervention. Moreover, this investigation aims to broaden the German discourse on
teacher education by engaging with international debates on race and systemic inequity, which
are often overlooked in national contexts. This gap leads to the second research aim:

Research Aim 2: Investigate how pre-service teachers can be prepared for CRT through a

teacher training program.

1.9.1.3 Research Gap and Research Aim 3

Teachers’ beliefs are considered one of the most important concepts in educational
research and central components of CRT as they determine the way teachers construct meaning
and make decisions (Dignath et al., 2022). In the context of cultural diversity, research indicated

that teachers’ cultural diversity beliefs can be influenced through teacher training, especially
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through experiential learning (Civitillo et al., 2018). However, less is understood
about how cultural diversity beliefs develop and change (Bayram Ozdemir et al., 2024; Chiner
etal., 2015; Liu et al., 2021). Moreover, further research is needed to explore teachers’ implicit
beliefs about diversity, as explicit beliefs may be influenced by social desirability and may not
accurately reflect underlying implicit attitude (De Houwer, 2006), the aim was to reconstruct
the development of implicit beliefs. The present study builds on the results of the second study
suggesting that pre-service teachers implementing the Identity Project (Umana-Taylor &
Douglass, 2017) strengthened valuing cultural diversity beliefs, while pre-service teachers who
participated in the regular practicum developed predominantly ignoring and rejecting cultural
diversity beliefs. This dissertation aims to aims to investigate intraindividual psychological
processes, such as white identity development and critical reflection, that shape teachers’
cultural diversity beliefs. By applying a grounded theory approach (Charmaz, 2017), this
dissertation aims to contribute to the broader field of CRT by introducing new insights into the
complex relationship between identity development, critical reflection and cultural diversity
beliefs. Based on the described research gap study 3 addresses the following research aim:

Research Aim 3: Investigate how White pre-service teachers in Germany develop their implicit
and explicit cultural diversity beliefs and explore the conditions that facilitate changes in these

beliefs.

1.9.2 Study Overview and Connections to Research Aims

As introduced at the beginning of this dissertation, the professionalization of (pre-
service) teachers in Germany has been widely studied. However, only a few studies (e.g.,
Hachfeld, 2013) have examined the professional development of in-service and pre-service
teachers working in culturally diverse classrooms under varying conditions (e.g., school
characteristics, university characteristics). The conceptual model of this dissertation (see figure

1) provides a structured framework for the investigation of CRT. The school and teacher
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education context within the model includes school characteristics such as school climate and
school composition and university characteristics such as the Identity Project intervention in
teacher education. These contextual factors form the institutional framework within which
teachers develop their professional competencies. Teacher education, which includes various
practical phases such as the Identity Project or the school internship, can be understood as the
microsystem according to Bronfenbrenner’s ecological systems theory, as this comprises the
immediate environments and direct interactions that shape a person’s intraindividual
psychological processes (Bronfenbrenner & Motris, 2007).

At the center of the model are the intraindividual psychological components that are
relevant for CRT and are undergoing a process of development: CRT efficacy, cultural
diversity-related attitudes and beliefs as well as critical reflection and identity exploration. The
three research aims refer to different target groups: The first aim focuses on in-service teachers
and investigates the contextual conditions of their acculturation attitudes and CRT efficacy. The
second aim focuses on pre-service teachers and investigates the development of the
intraindividual psychological components of CRT efficacy, cultural diversity beliefs and
critical reflection through teacher education programs. The third objective focuses specifically
on White pre-service teachers living in East Germany and examines the development of their
cultural diversity beliefs and the conditions that facilitate development. The results of this
dissertation should help to develop effective strategies for teacher education and training to
better prepare (pre-service) teachers for culturally diverse classrooms and ultimately promote a

more equitable and inclusive education for all students.
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Figure 1

Conceptual Model and Study Overview
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Abstract

While in the school context, acculturation is often studied in relation to students of culturally
minoritized groups, the current study applies an acculturation framework to teachers mostly
representing the majoritized culture. Specifically, we investigated whether teachers’
acculturation attitudes toward their students mediate effects of the perceived cultural diversity
climate at school on teachers’ CRT efficacy in culturally diverse classrooms. Analyses were
based on reports of 186 teachers (14% of immigrant descent; Mage = 40.8; SDage = 11.8, 73%
female) in 22 culturally diverse secondary schools in Southwest Germany. Path analyses
indicated that perceived norms of cultural pluralism, and perceived norms of equality and
inclusion are directly and positively associated with facets of CRT efficacy. Moreover,
teachers’ support for cultural maintenance amongst their students was associated with
intercultural self- efficacy, but no mediation was found between climate and CRT efficacy via
acculturation attitudes. Implications for teacher training, educational practice and future
research on the acculturation and adjustment of teachers in culturally diverse classrooms are
discussed.

Keywords: Acculturation attitudes, teacher self-efficacy, school climate
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2.1 Introduction

Most societies are characterized by a high cultural diversity, which often results from
migration movements. The proportion of international migrants globally increased to an
estimated 272 million in 2019 (United Nations, 2019). With global issues such as climate
change, war, and increasing social and economic disparities this rising trend will continue. The
steady rise in migration is also increasing cultural and ethnic diversity® in classrooms.
According to the Mikrozensus (2020) more than one-third (38%) of students at general and
vocational schools in Germany are of immigrant descent, meaning that they are immigrants
themselves or the children of immigrants. In stark contrast, only 7,2% of the elementary and
secondary school teaching staff in Germany are of immigrant descent (Mikrozensus, 2015).

Concerning increasingly diverse schools, teachers are considered agents of change, as
they can contribute to a school climate that recognizes and addresses the needs of students of
culturally minoritized groups (Brown et al., 2021). Moreover, diversity-related aspects of the
school climate are an important condition for acculturation at school (Schachner et al., 2016).
Acculturation is defined as the psychological consequences of regular intercultural contact
(Berry, 2003). Although acculturation has been researched extensively in recent decades, the
focus has mainly been on individuals of culturally minoritized groups, whereas little attention
has been paid to psychological changes taking place amongst members of the majoritized group,
especially concerning their acculturation attitudes and effects of those on their own functioning
in a multicultural society (Haugen & Kunst, 2017; Schachner, 2019). This is particularly
dramatic as the lack of research on acculturation of members of the majoritized culture has led
to the common misconception that only people of culturally minoritized groups undergo

cultural change (Dinh & Bond, 2008; Kunst et al., 2021).

* In Germany the public debate is often about culture, but culture is used in a racialized way and often implies
ethnicity.
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In this study, we apply an acculturation framework to teachers mostly representing the

majoritized culture. The framework distinguishes between different components of the
acculturation process: The school context can be conceptualized as an acculturation condition
that shapes the acculturation experience (Arends-Téth & van de Vijver, 2006; Schachner et al.,
2014, 2018a). We focus on two facets of cultural diversity climate, namely equality and
inclusion, and cultural pluralism, which have been shown to be relevant for the acculturation
of culturally minoritized students and teacher outcomes (Civitillo et al., 2017; Schachner et al.,
2016). Acculturation attitudes, comprising own acculturation orientations and expectations
toward others, constitute the center of the acculturation framework and mediate between
acculturation conditions and outcomes (Arends-To6th & van de Vijver, 2006).
To adequately meet the needs of culturally diverse classrooms, teachers need to be prepared
(Barrett, 2018; Civitillo & Juang, 2019; Gay, 2010; OECD, 2010). In this context, intercultural
competence is a key qualification which is defined as the "ability to develop targeted
knowledge, skills and attitudes that lead to visible behavior and communication that are both
effective and appropriate in intercultural interactions" (Deardorff, 2006; p. 247). A main
component related to teachers’ intercultural competence is their sense of self-efficacy, as high
levels of self-efficacy have positive effects on multiple student and teacher outcomes (for a
recent review, see Romijn et al., 2020). To date, little attention has been paid to teacher self-
efficacy as an outcome of the acculturation process and how (contextual) acculturation
conditions and attitudes relate to this efficacy (Geerlings et al., 2018).

Prior research on students has already indicated that the positive effects of a cultural
diversity climate (equality and inclusion; cultural pluralism) on achievement and school
adjustment are mediated by students’ own acculturation orientations (Schachner et al., 2016).
Based on these findings, our study is the first to apply an acculturation framework to teachers
and hypothesize that teachers’ acculturation attitudes (in the sense of their expectations toward

the acculturation of their students) mediate the association between the perceived cultural
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diversity climate in their school and their CRT efficacy (Figure 2). In the following sections,
we first introduce the role of the diversity climate as an acculturation condition in the school
context. Then, we lay out the significance of teachers’ acculturation attitudes in the school

context. Finally, we review the conditions for the development of teachers’ CRT efficacy.

Figure 2

Conceptual Model of Teachers’ Acculturation

Acculturation Conditions Acculturation Attitudes Acculturation Outcome

Perceived equality and

inclusion climate \
Expectations for cultural

\
adoption —

Perceived cultural

pluralism climate \ /
-

Support for cultural | _—
| maintenance

Share of students of  |__—

immigrant descent

CRT efficacy

\/

2.1.1 Cultural Diversity Climate: Equality and Inclusion and Cultural Pluralism

Drawing on research on the psychology of intergroup relations (Allport et al., 1954;
Tajfel & Turner, 1986) as well as research on a multicultural ideology (Berry, 1977, 2017), two
main approaches of dealing with cultural diversity have been distinguished by social
psychologists as describing the norms in a particular social context (Guimond et al., 2014; Park
& Judd, 2005; Rattan & Ambady, 2013; Rosenthal & Levy, 2010): the first one focuses on
overcoming group boundaries (through positive contact) and promoting equal treatment, often
termed an equality or color-blind approach, while the second explicitly values diversity,
difference and pluralism, often termed a multicultural approach. These approaches often co-

occur and have also been found suitable to describe how schools deal with cultural diversity.
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They are visible at different levels in the school context, such as in school policies (Celeste et
al., 2019), student and teacher perceptions of the cultural diversity climate (Civitillo et al., 2018;
Schachner et al., 2016; Schachner et al., 2021), as well as teacher’s diversity beliefs (Civitillo
et al., 2021; Hachfeld et al., 2015).

In conceptualizations of the classroom cultural diversity climate, an equality or color-
blind approach implying the promotion of positive contact, equal treatment and cooperation is
subsumed under broad concepts such as interpersonal interactions (Byrd, 2015; Byrd, 2017) or
equality and inclusion (Schachner, 2019; Schachner et al., 2016). A climate fostering equality
and inclusion in schools aims to promote positive contact between culturally diverse students
to overcome differences and prevent stereotyping. Teachers have a crucial role in promoting
equality and inclusion by acting as role models for equal treatment of all students and actively
promoting positive intergroup attitudes (Schwarzenthal et al., 2018). Teachers can foster
equality and inclusion by encouraging collaboration on common goals through cooperative
learning techniques (Banks, 2015; Civitillo et al., 2017; Schachner et al., 2016; Schachner et
al., 2021). The approach is associated with lower prejudice and discrimination, and generally
more positive intergroup experiences amongst students (Schachner et al., 2021; Schwarzenthal
et al., 2018).

When perceiving a stronger endorsement of norms of equality and inclusion, students
of culturally minoritized groups also expressed a stronger orientation toward the majoritized
culture (Schachner et al., 2016). However, a strong emphasis on equality and inclusion may
sometimes imply ignoring or downplaying differences between cultural groups as in
colorblindness, which has been associated with a lower awareness of cultural diversity amongst
teachers, and lower culturally responsive teaching self-efficacy (Cadenas et al., 2021; Wang et
al., 2014).

On the other hand, cultural pluralism as a second facet in conceptualizations of the

classroom cultural diversity climate values cultural diversity as enriching all students’ learning
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experiences and is reflected in policies that acknowledge differences in order to value them as
positive resources and create a climate that welcomes and appreciates cultural diversity (Celeste
et al., 2019; Schachner et al., 2016). Teachers promote norms of cultural pluralism in their
classrooms by offering many opportunities to engage with diverse cultural norms, traditions,
values, and specifically showing an interest in and valuing the cultural backgrounds of the
families of their students. When students perceived a stronger support of cultural pluralism,
students of culturally minoritized groups held more positive ethnic identities (Brown & Chu,
2012) and were oriented more toward the maintenance of their heritage culture (Schachner et
al., 2016). A stronger support of cultural pluralism is associated with better teacher-student
relationships, with more positive peer interactions, and with an enhanced sense of school
belonging (Smith et al., 2020). In summary, both approaches of dealing with diversity in school
are mostly associated with positive student and teacher outcomes. Therefore, we hypothesize
that a stronger endorsement of equality and inclusion as well as cultural pluralism is associated

with higher CRT efficacy.

2.1.2 Acculturation in the School Context

As schools provide important opportunities for intergroup contact and acculturation
amongst children and adolescents (Horenczyk & Tatar, 2012; Motti-Stefanidi et al., 2012;
Schachner et al., 2018a), they can be viewed as a micro-system, reflecting norms and values
within the macro-system of the society at large and influencing individual development
(Bronfenbrenner & Morris, 2007). In this process, teachers in culturally diverse schools may
also undergo development and experience acculturation (Makarova et al., 2019; Makarova &
Herzog, 2013), as well as playing a key role for the development and acculturation of their
students in predominantly representing the majoritized cultural group.

Acculturation is defined by a two-dimensional structure: first, maintenance of heritage
culture and identity, and second, relationships sought among groups and participation in a

common society (Berry, 1997; Berry, 2003). However, other researchers have later revised the
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second dimension by replacing relationships and contact with the majoritized group with the
cultural adoption, i.e., adopting key aspects of the majoritized culture (Bourhis et al., 1997). By
combining the two dimensions, Berry distinguished four acculturation strategies (Berry, 1997;
Berry, 2003): integration (high maintenance and high contact), assimilation (low maintenance
and high contact), separation (high maintenance and low contact), marginalization (low
maintenance and low contact). These strategies and attitudes can be held by both, culturally
majoritized group members and people of culturally minoritized groups. Focusing on the
culturally majoritized perspective, members of the culturally majoritized group have different
expectations about the acculturation of people of culturally minoritized groups, which are
defined as acculturation expectations (Berry, 2017). Although the four combined patterns are
useful conceptually, the statistical classification of acculturation attitudes into four strategies
has been criticized for being difficult to replicate and not strictly comparable across studies (van
de Vijver, 2017). Empirically we will therefore work with the two dimensions of acculturation
expectations as conceptualized by Bourhis and colleagues (1997), i.e., support for cultural
maintenance and expectations for cultural adoption, independently.

Integration was long regarded as the most preferred acculturation strategy for both,
people of culturally minoritized groups and members of the culturally majoritized group, as it
was associated with the best adjustment outcomes (i.e. higher life-satisfaction, less
acculturative stress) (Kunst, 2021; Lefringhausen & Marshall, 2016; Nguyen & Benet-
Martinez, 2013). However, Germany is a country where the expectations of members of the
culturally majoritized group for assimilation are particularly strong and where immigrants’
maintaining elements of their heritage culture is often associated with separation in the public
discourse (Kunst & Sam, 2014; Zick et al., 2001).

Teachers may differ in their acculturation attitudes, including acculturation-related
expectations they hold toward students (Makarova & Herzog, 2013; Van Praag et al., 2016).

Teachers’ acculturation expectations are crucial, as they may serve as particular risk or resource
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factors for acculturation and school adjustment of students of culturally minoritized groups
(Makarova et al., 2019). In addition, teachers’ acculturation expectations are relevant for the
well-being of both teachers and students: Teacher with assimilation attitudes run a high risk of
stress and stress-related health problems, as well as diversity-related burnout, leaving teachers
feeling less able to cope with the challenges of a multicultural classroom (Dubbeld et al., 2019).
Moreover, teachers who endorse more assimilative attitudes report lower levels of CRT
efficacy, while multicultural attitudes were associated with higher levels of CRT efficacy
(Gutentag et al., 2018; Hachfeld et al., 2015; Tatar et al., 2011). A study by Makarova and
Herzog (2013) further showed that teachers’ acculturation attitudes are associated with
diagnostic competencies in assessing students’ characteristics, social dynamics in the classroom
and classroom management. Teachers with integrative attitudes seemed to be best able to
prevent social conflict among their students, while teachers with assimilative attitudes showed
low diagnostic expertise in the area of social tensions and seemed to be less likely to be
successful in preventing social conflicts among their students.

Yet, we know little about how the acculturation expectations of members of the
majoritized culture are formed (Acker & Vanbeselaere, 2011), specifically in the context of the
cultural diversity climate in schools, and how they may in turn be linked to teachers’ own

adjustment in the context of multicultural schools, including their CRT efficacy.

2.1.3 Teachers’ CRT Self-Efficacy in Diverse Classrooms

According to Bandura’s social cognitive theory (1977), self-efficacy refers to an
individual’s judgement of capability to perform a particular action. Teachers’ sense of self-
efficacy has been defined as "the teacher’s belief in his or her capability to organize and execute
courses of action required to successfully accomplish a specific teaching task in a particular
context" (Tschannen-Moran et al., 1998, p. 22, p. 22) .

The relationship between teachers’ self-efficacy and practice is described as reciprocal,

and self-efficacy beliefs can work as self-fulfilling prophecies (Tschannen-Moran & Hoy,
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2007). Teachers’ perceiving their teaching performance as being successful raises their self-
efficacy beliefs and contributes to their expectations of future success. Teachers’ self-efficacy
is considered one of the most important beliefs influencing teachers’ professional behaviors
(Durksen et al., 2017) and supporting positive and effective classroom behaviors (Zee &
Komen, 2016). In addition, teachers’ self-efficacy has been associated with valuable
educational outcomes for both students and teachers. For instance, more self-efficacious
teachers are less likely to experience burnout and diversity-related stress and are more satisfied
in their profession. Moreover, students of self-efficacious teachers demonstrate greater
motivation, academic adjustment, and achievement (Fernet et al., 2012; Lazarides & Warner,
2020; Wang et al., 2015).

Teachers’ CRT self-efficacy specifically has been conceptualized based on different the
theoretical concept of culturally responsive teaching (CRT) (Gay, 2002). According to these
concepts, teachers with high CRT efficacy beliefs are confident to use students’ diverse cultural
backgrounds as a learning resource to build positive relationships with students, adapt
instruction to diverse students, and create an inclusive learning environment. However, teachers
do not always feel prepared in culturally diverse classrooms (Glock et al., 2019; Slot et al.,
2019), as managing the academic, behavioral, communication, and social needs of students can
be challenging for teachers (Farmer et al., 2019).

Previous research showed associations between facets of the school climate and teacher
self-efficacy (Aldridge & Fraser, 2016; Pas et al., 2012; Schwarzenthal et al., 2022). A cultural
diversity climate reflecting equality and inclusion and cultural pluralism was found to be an
important condition for positive intercultural relations amongst students (Schachner et al., 2015;
Schwarzenthal et al., 2017). Moreover, a positive cultural diversity climate in schools has been
associated with intercultural competence amongst students (Schwarzenthal et al., 2019).

Therefore, we expect similar effects also for the CRT efficacy of teachers. Specifically, we
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expect that the more teachers perceive their school climate as supporting both cultural pluralism
and equality and inclusion, the higher their CRT efficacy.

To date, little is known about teacher self-efficacy in relation to students from different
cultural backgrounds (Geerlings et al., 2018). Teaching an increasingly culturally diverse
student population, may imply new demands such as developing an understanding of the
contributions of different cultural groups and adapting the curriculum correspondingly.

According to the contact hypothesis (Allport, 1954), having more frequent opportunities
for intercultural contact can reduce prejudice. Moreover, more intercultural contact is
associated with more mutual acceptance and a higher preference for integration (Berry et al.,
2022). Therefore, in this study, we control for the proportion of students of immigrant descent
as an indicator of opportunity for intergroup contact. Indeed, the proportion of students of
immigrant descent is an important characteristic of culturally diverse schools and classrooms
and was related to similar outcomes (e.g., teacher attitudes, classroom interactions,
acculturation orientations) in previous research (Schachner et al., 2016, Ortega et al., 2020,
Brault et al., 2014). Geerlings et al. (2018) also found that Dutch teachers in classes with a
higher proportion of students of immigrant descent felt more efficacious in teaching these
students compared to teachers in classrooms with a smaller share of students of immigrant
descent.

The present study extends the literature on acculturation focusing on teachers. We will
test the conceptual model shown in Figure 2, including the proportion of students of immigrant
descent as a covariate. We expect the following relations between our substantive variables:

Hypothesis 1: Teachers perceiving a school climate more strongly reflecting norms of
equality and inclusion report a higher CRT efficacy.

Hypothesis 2: Teachers perceiving a school climate more strongly reflecting norms of

cultural pluralism report a higher CRT efficacy.
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Hypothesis 3: The positive effect of a perceived school climate of equality and
inclusion on CRT efficacy is mediated through a higher expectation for cultural adoption.
Hypothesis 4: The positive effect of a perceived school climate of cultural pluralism

on CRT efficacy is mediated through a higher support of cultural maintenance.

2.2 Methods
2.2.1 Participants and Procedure

The study used a cross-sectional design and was part of a larger study conducted in 2011
on the cultural diversity climate and acculturation in schools. The study was authorized by the
Ministry of Education in the Federal State of Baden-Wiirttemberg, Germany. A total of 207
teachers were recruited in 22 multiethnic secondary schools representing the three main
secondary school tracks (streams) in the local school system: Seven low vocational track
schools (Hauptschule), ten medium vocational track schools (Realschule), and five high
academic track schools (Gymnasium). Teachers had an average age of 41 years (Mage = 40.8;
SD.ge = 11.8) and were in service for an average of 13 years (SD = 0.67; range 1-32 years).
About two thirds of the participants (73%) were female and 27 teachers (14%) reported to be
of immigrant descent, thirteen of whom were first-generation immigrants, mainly from Eastern
Europe. In contrast to the teachers, the majority (69%) of the students at the sampled schools
was of immigrant descent.

Within the schools, the project targeted students in 5" and 6™ grade classrooms as well
as the corresponding homeroom teachers and two teachers of the main subjects per classroom.
Teachers were asked to complete the survey parallel to the students’ survey in their class where
possible or received the survey with a written invitation and a small gift (chocolate) in their
mailbox in the school office. Participation was voluntary and anonymous. Four in five
questionnaires were returned and between three and twelve teachers per school participated in
the survey (M= 8.45). Completed surveys were partly directly collected by the research team

and partly in an envelope in the school office that was mailed back to the project leader later.
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2.2.2 Measures

Where possible, we chose established measures that were considered suitable for the use
in Germany and with teachers. Where no suitable or adaptable measure was found, we adapted
or developed our own measures based on the literature and exploratory interviews with four
teachers (three female, two of immigrant descent) and one school principal (male, non-
immigrant descent). Measures not originally available in German were translated using a
translation/back-translation method. All measures applied 5-point Likert scales ranging from 1

(do not agree at all) to 5 (fully agree).

2.2.2.1 Diversity Climate — Equality and Inclusion

The perceived equality and inclusion climate was assessed by adapted items from the
School Interracial Climate Scale (Green et al., 1988; Molina & Wittig, 2006), mirroring parallel
items for students (Civitillo et al., 2017; Schachner et al., 2016). The scale comprised three
subscales: (a) perceived equal treatment and non-discrimination (seven items; e.g., ‘The
teachers at this school are equally friendly to students with and without immigrant
background.’), (b) support for contact & cooperation (four items; e.g., ‘In the composition of
work groups, the teachers at this school make sure that they are mixed in terms of the cultural
background of the students.’), (c) strengthening class community (four items; e.g., ‘The

teachers at this school often organize joint activities to strengthen the classroom community.”).

2.2.2.2 Diversity Climate —Cultural Pluralism

Perceived cultural pluralism climate was assessed using a combination of three
subscales, which were newly devised for the purpose of the current study (also corresponding
to student measures by Schachner et al., 2016): (a) dealing with cultural diversity constructively
(twelve items e.g., ‘The teachers at this school try hard to boost the self-esteem of students of
immigrant background.’), (b) appreciating cultural diversity (five items e.g. ‘Most teachers at

this school perceive it as enrichment for class when different traditions and ideas from students’
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countries of origin are brought up and discussed.’), and (c) multicultural curriculum (five items

e.g. ‘The cultural background of immigrant students is regularly incorporated in class.’).

2.2.2.3 Acculturation Expectations

Items measuring acculturation expectations were adapted from Arends-To6th & van de
Vijver, (2007), with subscales measuring support for maintenance of the heritage culture and
expectation for adoption of the majoritized culture, each containing three items. Exemplary
items are ‘At school children of immigrant descent should be allowed to adhere to the values
and norms of their country of origin’, for support for maintenance of the heritage culture and
‘At school children of immigrant background should comply with German values and norms’

for adoption of the majoritized culture.

2.2.2.4 CRT Efficacy

CRT efficacy was measured with nine items, which had been developed for the purpose
of this study (e.g., ‘I can adequately respond to students with different abilities and cultural

preconditions.”).

2.2.2.5 Share of Students of Immigrant Descent

We included the classroom proportion of students of immigrant descent as important
school-level covariate of acculturation. The share of students of immigrant descent (M = .63;
SD=.19; range = .24—.94) was computed on the basis of the demographic information provided
by 5th and 6th grade students at the respective schools who had participated in the
corresponding student survey. Scores closer to 0 indicated a low share, whereas scores closer

to 1 indicated a higher share of students of immigrant descent in the school.

2.2.3 Analytic Approach
We conducted several steps of analysis. First, we performed preliminary analyses on

our measures, by conducting an Exploratory Factor Analysis (EFA), followed by Confirmatory
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Factor Analysis (CFA) to verify the factor structure of the scales. To judge model fit in the
CFA, multiple indices were used, with comparative fit index (CFI) > .90, Root Mean Square
Error of Approximation (RMSEA) and Standardized Root Mean square Residual (SRMR) <
.08 indicating acceptable fit (Marsh et al., 2004), and CFI1>. 95 and RMSEA and SRMR < .06
indicating good fit (Hu & Bentler, 1999). In case of misfit, we examined the modification
indices to see if the fit could be improved by omitting items that were expected to change the
parameter by 0.2 (Brown, 2015). The Maximum Likelihood Robust (MLR) estimator was
selected accounting for complete and incomplete data.

Hypotheses were tested using path analysis with a factor score regression approach.
Factor scores were computed for all the latent constructs and saved for the main analysis. In
case of the two climate dimensions, equality and inclusion, and cultural pluralism, we worked
with a second-order factor summarizing the three subscales for each dimension instead of sum
scores. This multistage approach is recommended when performing path analysis with small
sample sizes (Rosseel, 2020). The hypothesized path model examined the direct and indirect
associations among perceived equality and inclusion climate, perceived cultural pluralism
climate, acculturation attitudes (i.e., support for the maintenance of the heritage culture, and
expectation for adoption of the majoritized culture), and teacher CRT efficacy, with proportion
of students of immigrant descent in school as control. Model fit was evaluated considering
similar fit indices as in CFAs. To estimate direct and indirect effects among pathways, we used
bootstrapping procedure with 1000 resamples. EFA, CFA and path analysis were conducted
using JASP software (Version 0.14.1, JASP Team, 2020) and the lavaan package in R (4.0.2)

(Rosseel, 2012).

2.3 Results
2.3.1 Preliminary Analyses
Prior to analysis, patterns of missing values were examined. Twenty-one cases were

excluded due to missing values on more than 20% of responses, leaving 186 cases for the final
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analyses. Missing values for the remaining participants were accounted for using the
expectation—maximization-procedure in SPSS.

For equality and inclusion, we had theoretically assumed three subscales. These also
emerged in the EFA, but we excluded six items because of low factor loadings (< .40) or cross-
loadings on other subscales. The CFA indicated an acceptable model fit on the remaining items,
x*(87)=147.66, CFI=.920, TLI=.911, SRMR = .067, RMSEA = [.58, .47]. The final subscale
of perceived equal treatment and non-discrimination consisted of seven items (o =.77), the final
subscale of support for contact & cooperation (o = .78) and the final subscale of strengthening
class community (o = .67) consisted of four items each. For cultural pluralism, the expected
three-factor structure emerged in EFA and was confirmed in CFA. The CFA indicated an
acceptable model fit, ¥%(227) = 366.77, CFI=.920, TLI=.911, SRMR = .067, RMSEA = [.058,
A47]. The subscales yielded good reliabilities for dealing with cultural diversity constructively
(o =.89), appreciating cultural diversity (o =.76) and multicultural curriculum (a = .78).

Regarding the acculturation expectations, the three items measuring support for
maintenance of the heritage culture were unifactorial in EFA and the subscale achieved a good
reliability (a = .71). For the subscale measuring the expectation for cultural adoption, we
excluded one item ("Children of immigrant background should generally only speak German
on school grounds, even outside the classroom") because it did not load on to the same factor
and reduced the reliability of the scale. Many schools in Germany have formal rules that the
use of heritage languages other than German is not allowed at school, which may be the reason
why this item is less suitable to capture variations in teachers’ acculturation attitudes. The
subscale expectation for adoption of the majoritized culture therefore contained two items. The
most appropriate reliability statistic for a two-item scale is the Spearman-Brown coefficient
(Eisinga et al. 2013), which in our case (r = .518, p < .001) indicated that there was a strong
positive relationship between the two items (Dancey & Reidy, 2004). Due to the small number

of items measuring acculturation attitudes, CFA were not conducted on these scales.
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Regarding teachers’ CRT efficacy, nine items were theoretically assumed unifactorial,
but after conducting EFA, two factors emerged. This result is consistent with previous research
by Civitillo, Juang, Schachner and Bornert-Ringleb (2016) using a two factor scale to measure
teachers self-efficacy in cultural diverse classrooms. We excluded one item from the scale
measuring self-efficacy in culturally diverse classrooms because of cross-loadings with other
items. CFA indicated a good model fit, x*(19) = 52.13, CFI = .949, TLI = .925, SRMR = .057,
RMSEA =[.066, .129]. The subscale teaching-related CRT efficacy (o = .86) consisted of three
items, the subscale efficacy in promoting positive intercultural relations consisted of five items
(o = .83). The final selection of items for the CRT efficacy scale, as well as the standardized
factor loadings can be found in Table 2. Mean scores and standard deviations for our main study

variables as well as correlations between the measures are presented in Table 3.

Table 2

CRT Efficacy Items, Standardized Factor Loadings and Reliabilities

Dimension
Subscale Item Loading
CRT efficacy
Teaching-related CRT efficacy .80
In general, I believe that I can cope with the
challenges of a multicultural classroom.
a=.86 I can adapt my teaching to the cultural diversity .89

of students.
I can adequately respond to students with .78

different abilities and cultural preconditions.
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Efficacy in promoting positive [ can contribute to advance the relationship

intercultural relations

o=.83

between students with and without migration
background.

I can take care that students with and without
migrant background work together.

I can raise awareness for cultural differences
amongst the students.

I can contribute to greater mutual understanding
between students from different cultural groups.
I can contribute to reducing mutual prejudices

between the students.

74

.64

73

79

.61

55
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Table 3
Correlations Between Main Study Variables (N = 186)

M SD 1 2 3 4 5 6 7 8 9 10

Equality & Inclusion
1. Equal treatment and
non-discrimination
2. Contact and cooperation 323 087 .174*

552 055 --

3. Stengthening class 4 g g1 3peeex 305w
community
Cultural Pluralism
4. Dealing with cultural
diversity constructively
5. Appreciating  cultural
diversity

3.38 0.60 .251%**  464%**  499*k:* --

232 0.72 -432%%x 2R Hkx _3gHHE - 468%**

6. Multicultural curriculum 3 45 67 07 375H% 356%e 619555 36470

Acculturation Attitudes
7. Acceptance of cultural
maintenance
8. Expectation for cultural
adoption

3.16 093 -.037 051 078 071 -.161* 055 --

399 0.79 .068 078 -.035 .083 043 075 014 -

CRT efficacy
9. Teaching-related CRT
efficacy
10. Efficacy in promoting
positive intercultural 3.92 0.61 .158* 296%**  263%** 344k 3R Rk 28T AR 143* 023 499 H*
relations

3.68 0.76 .244%**  179* 287H** 291#%x 381k x 142 025 147**% -

Note. ***p < 001, **p < .01, *p < .05, p < .10.

9¢
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2.3.2 Path Analysis

The overall goodness of fit of the hypothesized model was good, ¥2(18) = 163.06, CFI
= 1.000, TLI = 1.105, SRMR = 0.008, RMSEA = [0.000, .037]. Overall, we could explain
15.7% of the variance in teaching-related CRT efficacy and 20.5% of the variance in efficacy
in promoting positive intercultural relations. The path model indicates that a perceived climate
of equality and inclusion directly and positively predicts teaching-related CRT efficacy
(Hypothesis 1), whereas a perceived climate of cultural pluralism directly and positively
predicts the efficacy in promoting positive intercultural relations (Hypothesis 2). There were no
significant associations between either facet of the perceived diversity climate and acculturation
expectations. Yet, a higher proportion of students of immigrant descent predicted a stronger
support for cultural maintenance. Looking at the effects of acculturation attitudes on CRT
efficacy, only teachers’ support of cultural maintenance is associated with teaching-related CRT
efficacy. No significant mediation effects of acculturation attitudes were found in the
associations between climate and facets of CRT efficacy (Hypotheses 3 & 4). The results of our
model are presented in figure 3, standardized regression coefficients are reported®.
Figure 3

Final Model of Teachers’ Acculturation With Standardized Coefficients

Acculturation Conditions Acculturation Attitudes Acculturation Outcome

Expectations for cultural CRT efficacy
adoption )

Perceived equality and |
i ion climate - 0.229%*

Teaching-related efficacy

0.182%*

Perceived cultural
pluralism climate 0.302%%+

Efficacy in promoting
positive intercultural
Share of students of ™~ " L1 relations
immigrant descent 0183« _| | 0140
e Support for cultural |
maintenance

4 As teacher data are nested within schools, we also ran the same path model again with robust standard errors to
accommodate for the nested structure of the data. The results were very similar to the model reported, with all
significant paths remaining significant.
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2.4 Discussion

Teacher self-efficacy has been researched extensively in recent decades, but little
attention has been paid to teacher self-efficacy in culturally diverse classrooms. Because many
teachers feel unprepared and overwhelmed when dealing with cultural diversity, there is a need
to understand how conditions at school can be more favorable for teachers’ CRT efficacy. Our
study is the first to apply an acculturation framework to teachers, who mainly represent the
majoritized culture, while extending past work that focused on students of culturally
minoritized groups (Schachner et al., 2016). Thereby, we examined how teachers’ acculturation
attitudes could potentially mediate the effects of the perceived cultural diversity climate on CRT
efficacy in culturally diverse classrooms. In doing so, we address the call to examine school
(e.g., multicultural education; norms about diversity) and teacher characteristics (e.g., teachers
attitudes) that could help us to understand when and why teachers feel more or less self-

efficacious in relation to students of culturally minoritized groups (Geerlings et al., 2018).

2.4.1 School Diversity Climate and CRT Efficacy

Our findings are consistent with previous research showing associations between a
positive school climate and higher (intercultural) self-efficacy amongst (Gutentag et al., 2018;
Schwarzenthal et al., 2022). Higher perceptions of an equality and inclusion climate were
associated with higher teaching-related CRT efficacy, meaning that teachers were more
confident in coping with the challenges of a multicultural classroom and adapting their teaching
to the cultural diversity of their students, as well as adequately responding to students with
different abilities and cultural preconditions (Hypothesis 1). However, the lack of a positive
association between perceived norms of equality and inclusion and the efficacy of promoting
positive intercultural relations suggests that this approach does not fully address dealing
adequately with culturally diverse classrooms. If teachers strongly emphasize equality, and
follow a principle of neutrality to reduce the fear of discrimination, it may lead into a colorblind

approach (Civitillo et al., 2017; Hachfeld et al., 2015; Schachner et al., 2016), which does not
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acknowledge the presence of discrimination and inequality and therefore may not be a suitable
condition to address these issues with students and promote more positive intercultural
relations. Indeed, colorblindness has been associated with lower awareness of cultural diversity,
and lower teaching-related CRT efficacy (Cadenas et al., 2021; Wang et al., 2014). Thus, our
findings suggest that perceived norms of equality and inclusion are not sufficient to meet the
needs of a multicultural classroom and should be accompanied by norms of cultural pluralism
(Civitillo et al., 2017).

Teachers emphasizing cultural pluralism appear to have not only higher teaching-related
CRT efficacy, but also higher efficacy regarding the promotion of positive intercultural
relations, i.e., they are more confident in advancing relationships between students of different
cultural backgrounds, contributing to greater mutual understanding among students from
different cultural groups, and helping to reduce mutual prejudices between students (Hypothesis
2). Teachers can contribute to students’ interethnic relationships not only through their cultural
attitudes (Vezzali et al., 2012) but also through their own interpersonal relationships they build
with their students (Thijs & Verkuyten, 2014). Thus, teachers can promote a positive cultural
diversity climate by acting as role models and exemplifying norms of cultural pluralism:
Positive relationships between teachers and students who belong to a different cultural group
than the teachers can also improve students’ cultural attitudes in the classroom. However,
research suggest that teachers have fewer positive relationships with students from other
cultural groups than with students from their own cultural group (Baysu et al., 2021; Thijs et
al., 2012), which in turn may negatively impact students’ evaluation of cultural differences in

the classroom (Thijs & Verkuyten, 2014).

2.4.2 Teachers’ Acculturation Expectations and CRT Efficacy
The findings we provide in this study give insights into teachers’ acculturation
expectations and associations with teachers’ CRT efficacy. Overall, we find only partial support

for associations between teachers’ acculturation expectations and CRT efficacy. Specifically,
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teachers with higher support for cultural maintenance feel more efficacious regarding culturally
diverse students and promoting positive relationships amongst these. The benefits of
appreciating diverse cultural backgrounds amongst students extends previous research
suggesting similar positive effects, such as the appreciation of students’ heritage culture being
associated with an increased motivation of the learners (Vedder & van Geel, 2012). Moreover,
a higher support for cultural maintenance has been linked with higher diagnostic skills in
assessing student characteristics, classroom social dynamics, and teachers’ classroom
management (Makarova & Herzog, 2013).

Contrary to our established hypotheses (Hypothesis 3 & 4), and previous research on
students’ acculturation (Schachner et al., 2016), we did not find that teachers’ acculturations
expectations mediate the associations between school cultural diversity climate and CRT
efficacy. In contrast to the acculturation framework of students, which refers to one’s own
acculturation orientations, the acculturation framework we applied in our current study to
teachers (mainly representing majoritized group), refers to teachers’ expectations regarding the
acculturation of students of culturally minoritized groups. Our findings suggest that perceptions
of school climate may be more salient than acculturations expectations, at least regarding CRT
efficacy. These findings may also stem from the psychometric properties of the teacher
acculturations expectations. For example, the scale assessing expectations for adoption of the
majoritized culture only contains two items. Hence, future research is needed to further examine
teachers’ acculturation expectations by using scales that are psychometrically more robust.

Our findings support previous research that teachers are more likely to accept cultural
adoption compared to cultural maintenance (Makarova & Herzog, 2013). A simple explanation
could be that teachers hope to socialize students of culturally minoritized groups into the
majoritized culture and prepare them for their (professional) future. Indeed, monocultural and
monolingual norms are often dominant in schools (Moffitt et al., 2019). However, in everyday

school life, if the expectation for cultural adoption is not complemented by the support for
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cultural maintenance, students of culturally minoritized groups may feel that their cultural
background is not sufficiently valued or even denigrated (Haenni Hoti et al., 2019; Van Acker
et al., 2014). Teachers should be aware of the impact acculturation attitudes may have on
students’ acculturation, academic achievement, and the teacher-student-relationship (Foster,
2008; Vedder & van Geel, 2012). But this is easier said than done because teachers might have
unconscious biases which may have negative consequences for their expectations and behaviors
toward students of culturally minoritized groups (van den Bergh et al., 2010). Thus, our findings
support the need for more attention to teacher education providing students in teacher education
degrees opportunities to critically reflect on, examine, and discuss their own acculturation
attitudes, but also their biases, stereotypes, and prejudices.

Finally, research indicated that effects of school composition (e.g. ethnic composition)
has been associated with a wide range of teacher expectations (for a review see Brault et
al.,2014). Our findings suggest that teachers in schools with a higher percentage of students of
culturally minoritized groups are more supportive of cultural maintenance, suggesting that
greater diversity and intergroup contact is associated with more inclusive attitudes in schools.
This is in line with previous findings and the contact hypothesis (Allport, 1954), which states
that more frequent opportunities and higher quality intercultural contact can reduce prejudice.
For instance, Berry et al. (2022) indicated that more intercultural contact is associated with

more mutual acceptance and predicts a higher preference for integration.

2.4.3 Limitation and Future Research

The present study should be considered in the light of some limitations. First, the data
(perceived school climate, teacher attitudes, CRT efficacy) are based on self-reports, i.e., they
are sensitive to response tendencies and socially desirable responses (Kreitchmann et al., 2019;
Paulhus, 2017). To obtain more reliable and robust data on school climate, future research could
collect measures from multiple informants, such as student and teacher perceptions (Grazia &

Molinari, 2021).
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Second, we did not conduct multilevel analyses because of the small number of teachers
in some schools (range from 2 to 14) and the small number of schools. Teachers share the same
environment and may have similar perceptions of the school climate. Thus, multilevel analysis
is crucial when observations are interdependent because it distinguishes contextual influences
from individual influences (Mitchell et al., 2010).

Third, we measured public acculturation attitudes by phrasing our items specifically
referring to the school context, which is considered part of the public domain, but some authors
argue that norms and values are internalized and therefore private, even if measured in the
school context (Arends-To6th & van de Vijver, 2004; Haugen & Kunst, 2017; Kunst et al., 2012).
Additionally, our datasets were cross-sectional, which makes it impossible to draw conclusions
about causality. Kunst (2021) argues that acculturation is a causal and temporal phenomenon,
which requires a longitudinal design to confirm the stability of the reported findings and draw
conclusions about causality.

Forth, CRT efficacy is based on self-reports, and does not necessarily reflect teachers’
classroom behaviors or students’ perceptions (Tschannen-Moran & Hoy, 2007). To obtain more
reliable information about teachers’ CRT efficacy and ultimately their interculturally competent
behavior in the classroom, future research should couple self-reported CRT efficacy with
alternative measurement methods, e.g., situational judgment tests applied to teachers,

interviews, or thinking-aloud procedures (Khukhlaev et al., 2021; Schwarzenthal et al., 2019).

2.5 Conclusion and Implications

Despite the above-mentioned limitations, our study provides an insight into the
importance of the acculturation context in schools (perceived cultural diversity climate and
proportion of students of immigrant descent) and acculturation expectations on teachers” CRT
efficacy. This seems particularly relevant for culturally diverse classrooms, as higher levels of
CRT efficacy among teachers buffer diversity-related stress (Ahsan et al., 2013; Gao & Mager,

2011) and increase the readiness to work in culturally diverse schools (Hachfeld et al., 2015).
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Our findings also contribute to the discussion on the education and preparation of teachers for
cultural diversity and have several practical implications.

As both a perceived climate of equality and inclusion and a perceived climate of cultural
pluralism were associated with teachers’” CRT efficacy, implementing programs in schools
fostering a school climate that encourages contact and collaboration but also celebrates cultural
diversity is of high importance. However, schools should go beyond merely promoting equality
and inclusion while developing a climate that welcomes cultural pluralism. Therefore, the
appreciation of linguistic diversity and diverse backgrounds of students and their families can
help fostering relationships with children and their families. Moreover, school leadership
practices have a crucial role in constantly preparing culturally responsive teachers, providing
culturally responsive school environments, and increasing teachers’ CRT efficacy (Duyar et al.,
2013; Khalifa et al., 2016).

Overall, the findings of this study provided useful insights into teachers’ perceptions of
the school cultural diversity climate, as well as their acculturation expectations in relation to
CRT efficacy. Results suggest that efforts are needed to change deficit-oriented perspectives of
teachers, so that diversity is valued as a resource for development and learning, not only for
students but also for teachers (Vedder et al., 2006). Specifically entailing different opportunities
for experiential learning (e.g., courses, mentoring, observation visits) are highly relevant for

changing teachers’ cultural diversity beliefs (Civitillo et al., 2018).
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Abstract
The framework of culturally responsive teaching (CRT) provides a promising pathway for
preparing teachers for culturally diverse schools. Important components of CRT are critical
reflection, valuing cultural diversity, and efficacy in teaching in a diverse classroom. The
present study explores whether the Identity Project (Umafa-Taylor & Douglass, 2017), an
eight-week classroom-based intervention, changes pre-service teachers’ 1) critical reflection,
2) diversity beliefs, and CRT efficacy. Using a qualitative, quasi-experimental design, we
conducted semi-structured interviews (M=75min.) with eight pre-service teachers (three
identified as female, five identified as male), in Eastern Germany at two time points: before and
after an eight-week teaching experience at school. During the teaching experience, four
participants in the intervention group (Mae=22.3) facilitated the Identity Project, while the
remaining four participants (control group, Mag=25.5) taught regular lessons as part of the
compulsory internship in their teacher-training degree at university. One out of eight
participants are of immigrant descent. Using thematic analysis (Braun & Clarke, 2006), findings
suggest that implementing the Identity Project intervention promotes pre-service teachers’
quality of critical reflection, contributes to valuing cultural diversity beliefs, and promotes CRT
efficacy. The findings help to identify approaches for reflexive critical education in a migration-

diverse society.
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3.1 Introduction

As societies become more diverse, addressing a broader diversity of students becomes
increasingly important in education. Yet, teachers often feel ill prepared or overwhelmed in
dealing with cultural diversity and addressing educational inequalities (Cushner & Mahon,
2009). In Germany, teachers are largely oriented toward German-speaking, culturally-Christian
socialized middle-class students (Gomolla, 2021). Moreover, (pre-service) teachers® often
engage in deficit thinking when working with students of cultural® minorities, students from
lower socioeconomic backgrounds, and students who speak the national language as a second
language (Civitillo & Jugert, 2022; Guo, 2015). In general, deficit thinking blames individuals,
such as students from marginalized and oppressed groups, for the challenges and inequalities
they face. These teacher beliefs can be harmful as they ignore the structural barriers these
students experience and contribute to an increasing gap in educational attainment (Gay, 2010).
Previous research (Civitillo et al., 2019; Hachfeld et al., 2015) suggests that dealing
constructively with cultural diversity in the sense of culturally responsive teaching (CRT) is
related to appreciative beliefs (e.g., multicultural beliefs).

CRT implies a "positive belief paradigm" (Gay, 2015), which can be useful for
addressing sociocultural inequalities. Critical reflection, defined as the ability to analyze current
social realities critically, and recognize how social, economic, and political conditions limit
access to opportunity and perpetuate injustices of privileges and disadvantages, is a crucial
component of CRT (Diemer & Li, 2011; Gay, 2002). Critical reflection can be applied to reduce

deficit beliefs about students and confront inequitable policies or practices within schools

5 Pre-service teachers are individuals who are being prepared for the teaching profession (e.g., at a college or
university) but have not yet completed formal teacher training or received their teaching qualification.

¢ In the public debate in Germany, culture is often perceived as static and hereditary, often used in a racialized way
and often implies ethnicity. In accordance with Causadias and collogues (2018), we define culture as "a coherent
system of practices, symbols, beliefs, and ideals that are created and shared by a community, subject to change as
it is passed from one generation to the next, and working simultaneously at the individual and societal level" (p.
2). We conceptualize culture as dynamic, inherently heterogeneous and influenced by various factors such as
historical events and social dynamics, which counters an essentialist view of culture as unchanging and inherently
homogenous, monolithic and stable.
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(Gorski & Dalton, 2019). Research on CRT has focused on pre-service and in-service teachers’
perceptions of their competence (i.e., self-efficacy), which is crucial given established
correlations between teaching efficacy and students’ learning outcomes in the past three
decades (Tschannen-Moran & Hoy, 2001). While there is a large body of literature on the
conceptual framework of CRT, mainly originating from the United States, only a few studies
investigated how teacher trainings and structured practical experiences using this conceptual
framework may shape pre-service teachers’ critical reflection, diversity beliefs and teaching
efficacy (e.g., Milner, 2005; Fitchett et al., 2012; Paetsch et al., 2023). The present study focuses
on structured practical experiences around conducting the Identity Project, an eight-week
classroom-based intervention that addresses and values students’ cultural identities, in
secondary schools in Eastern Germany’. We follow the call for a qualitative, longitudinal,
quasi-experimental design for the investigation of teacher trainings (Civitillo et al., 2018), and
examine how implementing the Identity Project in the classroom can facilitate the development
of critical reflection and cultural diversity beliefs as well as culturally responsive teaching

(CRT) efficacy.

3.1.1 Culturally Responsive Teaching as a Promising Framework for Teacher Trainings

A critical review of trainings with pre-service teachers described CRT as a promising
framework "for best preparing teachers for cultural diversity, including challenging their beliefs
about cultural diversity" (Civitillo, 2018, p. 74). Gay (2002, 2018) defined CRT as using
students’ cultural experiences, supporting their cultural identity development, and empowering
their sociopolitical consciousness as a way of teaching students more efficaciously. Although

CRT encompasses several dimensions, previous research on teacher trainings is often limited

7 Schools in East Germany often have a lower level of cultural diversity than schools in West Germany. The
Identity Project took place in Halle, a bigger town with a more recent increase in cultural diversity due to incoming
refugees starting in 2015. Historically, Halle has been deeply influenced by the West/East division during the Cold
War era until 1990, which shapes Germany’s sociopolitical landscape. The cultural identity of people in East
Germany often relates to regional dimensions such as local identity. People who identify as East German may be
confronted with stereotypes and prejudices and share experiences with other minoritized groups (Juang et al.,
2022).
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to just one component, e.g., beliefs (Civitillo et al., 2018). The different components of CRT,
such as critical reflection, diversity beliefs and CRT efficacy, are introduced in separate sections

below.

3.1.2 Critical Reflection as a Core Component of Culturally Responsive Teaching

Critical reflection is an essential component of CRT (Gay & Kirkland, 2003; Villegas
& Lucas, 2002) which does not solely attribute responsibility for academic failure to students
and their families, but questions structures and systems that perpetuate privileges and
disadvantages (Diemer et al., 2016; Gorski & Dalton, 2019). In the light of the various
discriminatory structures in the German education system, teachers’ critical reflection on
privilege and disadvantage is a central characteristic of their professional identity (Morgan,
2017). Critical reflection requires the application of the concept of intersectionality, which
reveals that sociocultural inequalities do not exist in isolation along different dimensions (e.g.,
race, gender, sexual orientation), but rather the convergence of different, interconnected
systems of oppression leads to different experiences for marginalized individuals and groups
(Godfrey & Burson, 2018). Applying the concept of intersectionality enables teachers to
critically reflect on the complexity of identity and inequality along multiple, intersecting
dimensions, but also to recognize inequalities and exclusion in school and in the classroom in
order to advocate for social justice and social reconstruction (Gorski & Dalton, 2019; Simola,
2021). A study of critical reflection in the United States (Gorski & Dalton, 2019) analyzed
courses in multicultural and social justice teacher education and identified approaches
promoting critical reflection. These approaches include reflecting on one’s own understanding
of "other" cultures as well as understanding one’s own identities and life experiences. Critical
approaches also include reflecting on one’s own preparedness and willingness to be an agent of
social justice change in the school context. Research suggests that critical reflection on issues

of power and educational inequalities promote teachers’ cultural awareness and can change
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beliefs, e.g., toward appreciative, critically multiculturalist beliefs (Baldwin et al., 2005;

Calleja, 2014).

3.1.3 Cultural Diversity Beliefs as a Core Component of Culturally Responsive Teaching

Teacher beliefs are defined as individual cognitive conceptions articulating values and
behaviors, which may" influence instructional choices and teaching practices, and potentially
determine when, why, and how teachers interact with students" (Hoffman & Seidel, 2014, p.
106). In the context of culturally diverse classrooms, teachers’ diversity beliefs are
conceptualized as central components of teachers’ professional development (Hachfeld, 2013).
As classrooms become more diverse, teachers’ cultural diversity beliefs, reflecting teachers’
views about incorporating cultural diversity content into daily teaching and learning activities,
have become an increasingly important focus in teacher education research (Civitillo et al.,
2018). Teachers’ cultural diversity beliefs are susceptible to change through interactions and
experiences with diverse individuals and contexts, as well as professional training and teaching
practice (Milner, 2005). Previous research suggests that whether cultural diversity is valued,
ignored or rejected is not only reflected in school policies (Celeste et al., 2019) and classroom
climate (Schachner et al., 2021) but is also an expression of teachers’ individual beliefs
(Hagenaars et al., 2023; Vazquez-Montilla et al., 2014).

Valuing cultural diversity. Valuing cultural diversity is a defining aspect of cultural
pluralism (Civitillo et al., 2017; Schachner et al., 2016) or multiculturalism (Hachfeld et al.,
2012), and explicitly values diversity and difference in the school context. Cultural pluralism
is associated with positive outcomes, such as better teacher-student relationships, more positive
peer interactions, and higher CRT efficacy of teachers (Smith et al., 2020; Ulbricht et al., 2022).
Critical multiculturalism (Gorski, 2009), goes beyond celebrating differences and recognizes
educational inequalities that are reinforced and maintained in schools by uncovering power
relations and understanding teaching within a larger sociopolitical context. Studies in the United

States with minoritized Black students found that teaching students about societal inequality
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promotes students’ development of critical consciousness and student achievement and
engagement (Carter, 2008; El-Amin et al., 2017).

Ignoring diversity beliefs. Ignoring cultural diversity, often termed color-evasiveness,
is an approach insisting that culture, ethnicity, and race do not matter (Neville et al.
2000).Color-evasion has been criticized for ignoring and reducing awareness of existing
societal inequalities, perceived discrimination, and racism (Bonilla-Silva, 2015). Research
emphasizes that color-evasive beliefs may have different meanings and take different forms
(Civitillo et al., 2021; Guimond et al., 2014), such as individualism, equal treatment, or stressing
similarities. Individualism beliefs ignore the educational inequalities faced by different social
and cultural groups by emphasizing the individual. Teachers with individualism beliefs value
the uniqueness of students, regardless of their cultural background, and highlight their
individual talents and academic performance. Another distinct form of ignoring cultural
diversity is the belief of treating all students equally, regardless of their cultural backgrounds,
to prevent discrimination. Some teachers equate explicit recognition of cultural differences with
a form of racism and therefore endorse stressing between-group similarities and downplaying
differences (Park & Judd, 2005). Although some facets of color-evasive beliefs, notably equal
treatment, can lead to positive intergroup contact and buffer perceived discrimination (Baysu
et al., 2016; Karatas et al., 2023a), they were associated with lower willingness of teachers to
adapt their teaching to culturally diverse students (Hachfeld et al., 2015).

Rejecting cultural diversity beliefs. Rejecting cultural diversity, often manifested in
assimilationism and deficit beliefs about students from minoritized groups, contradicts the
concept of CRT, as negative beliefs about cultural diversity produce detrimental teaching and
learning behaviors (Hagenaars et al., 2023). Teachers with assimilation beliefs advocate that
students from minoritized groups adapt to the majoritized group with its norms, values,
language, and religion. Deficit thinking originates from an ethnocentric perspective, assuming

that the beliefs and standards of the majoritized cultural group are inherently correct. This
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mindset leads to the perception of students diverging from the dominant norms as deficient.
Consequently, teachers’ deficit beliefs tend to interpret sociocultural and linguistic differences
as issues originating in the family home, diminishing educators’ influence over these aspects
(Nelson & Guerra, 2014). Research in Belgium and Germany suggests that school approaches
of rejecting cultural diversity have negative effects on culturally minoritized students, as they
can increase stereotyping, peer rejection, negative attitudes toward the outgroup, and feelings
of alienation (Celeste et al., 2019; Pulinx et al., 2017; Schachner et al., 2016). To move away
from rejecting cultural diversity, the practice of reflection is an important tool that encourages
teachers to question their beliefs and behaviors (Christie et al., 2015; Mezirow, 2003). Critical
reflection on teaching practices with marginalized youth provide important space to interrogate
their attitudes, beliefs, and values and reduce deficit perspectives toward students (Gorski &

Dalton, 2019).

3.1.4 Self-Efficacy as a Core Component of Culturally Responsive Teaching

Self-efficacy is a main component of teachers’ professional competence working in a
culturally diverse context and is related to effective teacher actions in the classroom and the
ability to promote learners’ educational outcomes, e.g., academic achievement and motivation
(Hachfeld et al., 2012). According to Bandura’s social cognitive theory (1977), self-efficacy
refers to an individual’s judgement of capability to perform a particular action and is described
as context-, task-, and domain-specific. Domain-specific aspects of self-efficacy, such as
teachers’ self-efficacy regarding teaching culturally diverse classrooms, are rarely considered
in teacher education within the German context. However, one existing quantitative study on
CRT efficacy in Germany revealed an overall two-factor structure 1) instructional and relational
adaptations, 2) cooperative learning arrangements, and indicated that pre-service teachers have
less efficacy in the implementation of strategies of dealing with individual cultural backgrounds
than in the implementation of cooperative learning techniques Civitillo et al, 2016). Research

in the United Stated found that pre-service teachers (who are often from the culturally
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majoritized group) have low CRT self-efficacy, rooted in doubts about their ability to teach in
ways that relate to the student’s home life (e.g., language, culture). These doubts may stem from
a general lack of knowledge about students’ cultural backgrounds and CRT, as well as
experiences observing and working in culturally diverse classrooms (Cruz et al., 2020; Siwatu
et al., 2016). Teachers’ language characteristics, instructional setting, and perceived quality of
professional preparation were significant predictors of CRT efficacy (Chu & Garcia, 2014).
Additionally, a study by Fitchett et al. (2012) indicated that pre-service teachers who engaged

deeply with the concept of CRT, were more confident in their abilities to employ CRT practices.

3.1.5 Promoting Culturally Responsive Teaching Through the Identity Project

In the sense of CRT, teachers need to be equipped with effective tools and enabled to
encourage students to explore their cultural identities (Branch, 2020). Implementing the Identity
Project in the classroom was shown to promote the exploration of students’ cultural identity
and can initiate a transformative process that is associated with a variety of positive outcomes
for students, such as greater resolution of ethnic-racial and global identity, improved academic
engagement, higher self-esteem, improved outgroup attitudes, and positive socioemotional
adjustment (Juang et al., 2020; Umana-Taylor et al., 2018). Previous research on the
implementation of the Identity Project has so far only examined student outcomes, without any
focus on teacher outcomes. We argue that through implementing the Identity Project, pre-
service teachers can develop and practice core components of CRT. Through different activities
in the Identity Project, pre-service teachers can practice CRT, for instance by encouraging
students to reflect on their different social identities and stereotypes depending on different,
intersecting social categories. Critical reflection on different, intersecting social categories may
also help pre-service teachers to recognize their own cultural assumptions and biases and
question how these affect their teaching practices in order to develop an understanding of
cultural diversity and appreciative diversity beliefs, such as cultural pluralism and critical

multiculturalism beliefs (Gulya & Fehérvari, 2024). In addition, teachers can practice CRT in
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the classroom by facilitating group work and thereby fostering intergroup relationships between
culturally diverse students (Byrd, 2016). Indeed, the Identity Project contains multiple activities
that require students to work in diverse groups and changing group constellations. Working in
diverse groups not only leads to better learning outcomes, but is also crucial for reducing
prejudice and improving intergroup relations (Pettigrew, 1998). According to the contact
hypothesis (Allport et al., 1954), positive contact experiences between pre-service teachers and
culturally diverse students may also deconstruct pre-service teachers’ prejudices and dismantle
deficit beliefs. In addition, we argue that pre-service teachers gain mastery experiences through
practicing CRT. In this context, the perception of pre-service teachers’ own teaching

performance as successful can increase self-efficacy beliefs (Bandura, 1993).

3.1.6 The Present Study

Drawing on the principles of CRT, we developed a one-semester training, which was
implemented in a regular seminar format at the university to prepare pre-service teachers for
the implementation of the Identity Project (Pevec-Zimmer et al., 2024). The seminar included
discussing contents, going through project activities and materials, and learning about the
research behind the Identity Project. After completing a theoretical seminar on the Identity
Project at the university, four participants in the intervention group facilitated the Identity
Project in a 7™ grade classroom, while the remaining four participants (control group) taught
regular lessons as part of the compulsory internship in their teacher-training degree at
university.

Drawing on pre- and post-intervention interviews, the present study addresses three
research questions: How do pre-service teachers change through implementing the Identity
Project in 1) critical reflection on privileges and disadvantages, 2) cultural diversity beliefs, and
3) CRT self-efficacy, compared to teachers who are going through their regular internship.
Specifically, we are interested in how implementing the Identity Project would enable pre-

service teachers to engage with students’ sociocultural identities in the classroom and initiate a
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process of critical reflection. We further investigate how implementing the Identity Project,
which explicitly values the sociocultural backgrounds of the students and addresses issues such
as discrimination and racism in its sessions, can contribute to the development of cultural
pluralism and critical multiculturalism beliefs of pre-service teachers. In addition, we are
interested in how the implementation of the Identity Project can promote pre-service teachers’

self-efficacy to implement CRT practices in classroom.

3.2 Method
3.2.1 Participants

Eight participants (three identified as female, five identified as male), aged between 21
and 27 years (M = 23.9), took part in the study in Eastern Germany. All participants were born
in Germany. Hanna grew up in Western Germany, while the remaining participants grew up in
Eastern Germany?®. David is of immigrant descent, which means he has one immigrant parent.
However, David identifies as White, as he describes having no experience of racism,
discrimination, or othering. All participants were given the opportunity to choose a pseudonym.
However, three participants either did not respond or requested to have a name chosen for them.
All participants attended an Identity Project seminar at the university. Participants were
recruited at the end of the seminar if they either were willing to moderate the Identity Project
in a classroom (intervention group) or they were going to transition into an eight-week
compulsory internship at a school soon after the teaching period ended. While the Identity
Project involved structured sessions accompanied by observers who provided feedback, the
compulsory internship included lesson observation as well as planning lessons with the help of

mentors and conducting lessons (control group). When selecting four participants for each

8 Schools in East Germany often have a lower level of cultural diversity than schools in West Germany. The
Identity Project took place in Halle, a town with a more recent increase in cultural diversity due to incoming
refugees starting in 2015. Historically, Halle has been deeply influenced by the West/East division during the Cold
War era until 1990, which shapes Germany’s sociopolitical landscape. The cultural identity of people in East
Germany often relates to regional dimensions such as local identity. People who identify as East German may be
confronted with stereotypes and prejudices and share experiences with other minoritized groups (Juang et al.,
Citation2023).
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condition (intervention group, Mae.=22.3; control group, Mag=25.5), we ensured a balance of
gender across conditions. Table 4 provides an overview of the participants in the intervention
and control groups and the subjects they studied.

Some participants had extensive experiences with diversity. Within the intervention
group, Emil lived in the United Kingdom for a year and Benjamin attended additional trainings
in gender related topics and was actively engaged in volunteer educational initiatives related to
these topics within schools. Within the control group, Gregor lived for five months each in
Australia and Thailand and Feline lived one year in Australia as part of a work and travel
program. Emilia lived one year in Chile and tutored students of culturally minoritized group in
Germany. Konrad attended an additional training in democracy-related topics. The participants
shared a similar level of practical experience from their academic studies, i.e. they had
conducted one supervised lesson in schools but had not undertaken more extended practical
periods teaching in a classroom. All participants gave informed consent for their data to be

used. The study was authorized by the Federal School Office in Halle, Germany.

3.2.2 Research Design and Procedure

Using a quasi-experimental design, we conducted semi-structured interviews at two
time points (T1 and T2). The first interview was conducted after participants had completed the
Identity Project seminar and before the beginning of the practical phase at school (T1), while
the second interview was conducted after the practical phase (T2). Figure 4 shows an overview
of the procedure. The interview sessions focused on participants’ reflections on their own
identity, privileges, disadvantages, their experiences and perceptions of cultural diversity in the
school context and lasted between 61 and 96 minutes (2 tT1, intervention= 65MIN.; @ t12, Intervention=
85min.; @t71, contro= 74min.; @tr2, control = 79min.). As recommended, the interviewer avoided
asking closed or leading questions but rather facilitated the reconstruction of their teaching

experience with cultural diversity through deliberately asking open-ended questions and
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thereby reducing confirmation bias (Powell et al., 2012). The first author conducted the
interviews and was not involved in teaching the Identity Project seminar.
Figure 4

Overview of the Procedure

Identity Project seminar

Interview [T1]
Intervention group Control group
Identity Project Teaching Practice
(N=4) (N=4)
Interview [T2]

3.2.3 Analytical Approach and Data Analysis

As recommended, we are using a quasi-experimental design to combine qualitative
research with a quantitative evaluation of the effectiveness and efficacy of an intervention
(Fabregues et al., 2022). To increase the validity of the results, the qualitative data were
converted into a numerical format to compare and contrast the quality of the statements with
the quantity of recurring statements. The audio-recorded interviews were transcribed by a
research assistant. While the research questions were guided by existing theory and research on
CRT, critical reflection, teachers’ diversity beliefs, and teaching efficacy, we combined
inductive and deductive thematic analysis as a flexible method for qualitative research in
psychology (Braun & Clarke, 2006). First, we became familiar with the data by reading each
interview transcript and generating initial codes capturing the research questions. We discussed
our initial codes, developed themes and subthemes to determine coherent patterns within the

data, and developed a coding guide.
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Regarding the first research question about the overarching theme of critical reflection,
we developed subthemes capturing participants’ explanations about why people were
privileged or disadvantaged. We revised subthemes, merging some into larger subthemes,
resulting in a list of five subthemes that were salient, recurring, and related to the aims of the
investigation (Buetow, 2010). These were namely "culture, race and ethnicity" (nti= 8; nt2=8),
"gender and sexuality" (n11= 5; nt2=4), "language" (nti=4; n12=7), "school and teachers" (nti=
7; n12=7), and "socioeconomic status" (nt1= 8; nt>=8). Following the literature, we then coded
each of the mentioned subthemes as "structural attribution" or "individual attribution" to assess
causal attributions regarding privileges and disadvantages (Godfrey & Wolf, 2016; Watts et al.,
2011). Individual attributions involve attributing privileges and disadvantages to individual
characteristics or circumstances. For instance, participants would attribute success or advantage
to ability, motivation, or talent, while attributing disadvantage to lack of willingness or effort.
Structural attributions involve attributing privileges and disadvantages to structural causes. For
instance, inequalities are explained by analyzing the broader societal, economic, and
institutional factors contributing to the unequal distribution of privileges and disadvantages
among groups.

Concerning the second research question, based on previous research in Germany and
theoretical considerations (e.g., Celeste et al., 2019; Hachfeld et al., 2013), we formed the
following themes for diversity beliefs: "valuing cultural diversity", "ignoring cultural diversity"
and "rejecting (cultural) diversity". Under these overarching themes, we developed several
subthemes. While Table 4 presents the frequency of codes within cases, Table 5 presents the
description and exemplary codes and quotes of the themes and subthemes.

The third research question about the theme "CRT efficacy" refers to pre-service teachers’
perceived ability and competence in implementing teaching practices that are sensitive to and
inclusive of diverse cultural backgrounds. It involves the causes of doubts as well as the sources

of CRT efficacy. We deductively developed the following two subthemes, "efficacy in adapting
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instruction and teaching diverse students" and "efficacy in promoting positive intercultural
relations," based on previous research and theoretical considerations, and inductively developed
the subtheme "efficacy to combat discrimination and racism".

The first coder (first author) identifies as a White woman, born and raised in Eastern
Germany, who studied to become a teacher and contributed her knowledge and experience of
the school system. The second coder, a woman who immigrated to Germany from Georgia to
study psychology and political science enriched the data analysis through experiences with
othering and micro-aggression and previous commitment to women’s equality. The coding unit
was defined as one sentence, and all material was coded in MAXQDA (VERBI Software, 2020)
by two coders (the first author and research assistant) independently of each other on a case-
by-case basis. If both coders assigned the same section of the transcript to the same (sub)theme,
we considered this a match (O’Connor & Joffe, 2020). The average kappa coefficient (K=.56)
indicates moderate interrater reliability (O’Connor & Joffe, 2020) as 58% matches (5190
matches, 3826 non-matches) were found between the first and second coder. As recommended
by Guest and McLellan (2003), inconsistencies between coders were discussed, and in case of
disagreement, we came to a consensus on the best fitting theme (49% of the time, the decision
sided with the first author’s coding).

The overall coding strategy and scheme were also discussed with the co-authors on
several occasions. The third author identifies as a female White German, born and raised in
Western Germany, with a background in Developmental and Educational Psychology, the
fourth author identifies as a male White Italian with a background in Education and Psychology,
and the third author identifies as a female Taiwanese-American with a background in
Developmental and Cultural Psychology. All authors are living or have lived in Eastern
Germany for a longer period, are familiar with the German education system and have been
involved in teacher training at university. They have varying experiences with othering and

micro-aggression as immigrant or being a Person of Color.
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Table 4

Descriptive Statistics and Absolute Frequencies of Codes for Cultural Diversity Beliefs

Pseudonym  Proportion*  Type of Subject Timepoint il:lttllcczﬂl turalism gl?ll::;::n Individualism gl(*l:;tlmen ¢ Assimilation bD;iiiecfist
Intervention Group

s o B3 . ; A R
e N s T ; 3 —  E
e i R s s i i i
e ope o — 1§
Control Group

G oo M ws o B g | .
e oo moMpmen 4w
R A R z — =
Emilia <10% Language subjects %? 2 }(2) ? } ? j

Note. *perceived proportion of students of immigrant descent in classes, a darker color indicates a higher frequency of codes.

16
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Table 5
Themes and Subthemes of Cultural Diversity Beliefs With Examples of Codes and Statements
Themes Subthemes Description of Code Example
subthemes
Critical multiculturalism Question "That one perhaps also tries, that if one
beliefs reject the n has any stereotypes or prejudices, to
e . perpetuation of £ collectively question them and maybe
7 Critical stereotyp .
= . . stereotypes and advocate also look behind them, where do they
4 multiculturalism P . es and
= or addressing reiudice  cOme from and how much does that
= educational inequities in Is) ! maybe also have to do with reality"”
5 the classroom. (Hanna, T1)
3 dcll\l};lsril I;l:rzhsv?luz;?: "Maybe also, that one highlights
o0 c . Y romotine an Diversity  diversity in the classroom, so that one
E Cultural eils;)clilt(izgilall) ;)nv?ro n%n ent 28 talks about it and becomes aware of it,
G Pluralism that  values  students’ somethin and does not see it as something
> g positive negative, but rather as something
cultural backgrounds and e
. positive" (Hanna, T1)
perspectives.
Differen-
inlelndiléahsrgl bzilefs ;atlion of "I think that the level of performance
. . . ccoghize c umque fasks should be taken into account in some
Individualism  talents and abilities and accor- way. so students should be supported
z emphasize academic ding to .Y’ " PP
7 differently" (Feline, T2)
on 5 performance of students. perfor-
£ 2 mance
s E Equal treatment refers to
& E the equal treatment of
= 3 lqr ardl £ their Addres- "l believe that in culturally diverse
3 Equal Eﬁﬁgrzl el;ojack erf)sﬁg d afl d sing the classes, as I said, either it is treated
q aAcKe whole reflectively, or one tries to address the
Treatment the provision of the same . o
teaching and lcarning class f:las's.as a class without singling out
. equally individual persons" (Konrad, T1)
materials for all students
in the classroom.
Assimilation beliefs refer
to tl}e exphe ctatilon tlllla: "I think it’s also purely in their own
Ezﬁfne W Oto 0 tl?e interest, i.e. for the students who are
e et e ong .. Students  affected, that they adapt, because
Assimilation sociocultural  majority hould herwi heth like ; .
should give up their shou ot. erwise, .W ether you 1 ¢ 1t or not, 1t
identity in favor of the adapt will be difficult to gain a foothold
nity anywhere in the future" (Gregor, T2)
= majoritized group and
z adapt. ' .
E Deficit beliefs involve "Then I’ve actually noticed that Middle
= neoati reeptions or Peonl Eastern cultures in particular are, 1
= cgalive perceptions o copie think, very relaxed, much more relaxed
= biases toward individuals from . . .
9 from soecific cultural or  other in their mentality, whereas German
oy al p . I th ltural families, at least I often have the feeling
A :gl(ise 0% Z?Ifrf(‘)centrisme ;201?_ that there is a certain awareness that
Deficit beliefs these beliefs may s tem’ rounds school, at least the way it works now, is
from a iudement yf ther ﬁav a @ certain selection principle for later
m?ltureiu gase d(éﬁ(;ielelt limiete d educational paths, later educational
compared fo one’s own under- success, job opportunities and so on. I
p . don’t think people from other cultural
cultural ~ values and standing

norms.

backgrounds have understood that"
(Benjamin, T2)
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Table 6

93

Subthemes of Culturally Responsive Teaching Efficacy With Examples of Codes and

Statements
Themes Subthemes Description of Code Example
subthemes
This subtheme
reflects how
teachers feel
competent in "For example, the first thing
adjusting their that comes to mind is when I
instruction to meet spoke to some students and
CRT efficacy . .
in  adapting the diverse needs of Language- there were comprehension
. . students, using difficulties. If I don’t speak
instruction related .
. culturally . . . Romanian and the student
and teaching . difficulties  in , .
responsive doesn’t know the word in

Culturally Responsive Teaching Efficacy

diverse

explaining tasks

students strategies to engage German, then it was

students from sometimes  difficult.  Or
various explaining the tasks on my
backgrounds and own"
foster an inclusive
learning
environment
This subtheme .

"With parents, I can’t say that
relates to how .

I somehow see it as
competent

CRT efficacy
in promoting

individuals feel to
foster intercultural

CRT efficacy in

particularly challenging to
deal with parents if they have

positive relationships dealing with a different cultural
intercultural p parents background, because I think I
. between o 1
relations generally find it difficult to
themselves and .
students and deal with parents, regardless
of their cultural background"
parents
This subtheme "Yes, I’ve also done that in
reflects how some cases with racist
teachers feel incidents. I  think it’s
CRT efficacy competent n ~ important to act dlrec.tly in the
addressing CRT efficacy in moment and not wait a long
to combat . . °. . . . "
e e o . discrimination and dealing with time and say: "What does
discrimination . . e ; .
. racism in  the racistincidents what you just said here
and racism

classroom and in
dealing with
situations related to
these issues

mean?" and that’s what we did
in the project"
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3.3 Results

At T1, major differences emerged within intervention and control groups in critical
reflection on privileges or disadvantages, cultural diversity beliefs, and CRT efficacy. In the
following, we present and compare the quantitative and qualitative changes of themes from T1
to T2 within the intervention and control group. As recommended, we refer to quantitative
changes in the frequency of identified themes, while for qualitative changes, we identify
similarities and differences within the intervention and control groups, which we present using

exemplary statements (Gibson & Brown, 2009).

3.3.1 Critical Reflection on Privileges and Disadvantages

3.3.1.1 Critical Reflection on Culture, Race, and Ethnicity

Intervention Group. In the intervention group, when reflecting on privileges and
disadvantages, the subtheme "culture, race, and ethnicity" was identified within all participants
at both timepoints. Emil and David showed a quantitative increase in structural attribution. In
terms of the quality of the statements, awareness of discrimination and racism in the classroom
increased in all cases of the intervention group. For instance, David reflected at T1
ambivalently, on an individual and structural level, on privileges and disadvantages, and named
racism as a form of disadvantage but assumed that racism refers to cultures that are "completely
different from German culture". At T2, David mostly reflected on a structural level, drew on
experiences related to the Identity Project, and acknowledged that his students are "victims" of
racism and discrimination. While at T1, Hanna stated on a structural level, "I didn’t have the
problem in school that any of the teachers discriminated against me or disadvantaged me
because of my cultural background", at T2, she additionally expressed a differentiated
awareness of discrimination and racism, referring to her experiences and observations in the
classroom. Hanna reported from her experiences in the Identity Project that "jokes" were made

between students about their ethnic background. She notes that it has become clear that students
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have prejudices and that a "joke" that "was not necessarily meant seriously" also has "an effect"
on members of that ethnic group.

Control Group. In the control group, there was a quantitative decrease in structural
attributions within the subtheme "culture, race and ethnicity". In terms of the quality of the
statements, a decreased awareness of discrimination and racism in the classroom was found.
For instance, Gregor attributed culture-, race- and ethnicity-related privileges and
disadvantages mostly on a structural level at T1. Gregor referred to his knowledge acquired at
the university and explained that educational paths are determined "solely by our skin color, by
our cultural background". At T2, Gregor again referred to theoretical considerations at the
university on a structural level but when referring to his experiences at school, Gregor reflected
on an individual level, attributing disadvantage and discrimination (or the perceived absence of
it) to the social relationships between individuals in the classroom: "It actually seemed very
peaceful to me, between the students, between me and them, and there were no problems [...],
even if the students were of immigrant descent, there were never any problems, that anyone
was disadvantaged or discriminated". Only Konrad increased his reflection within the theme
"culture, race and ethnicity" on a structural level and became aware at T2 that in culturally
diverse classrooms there is a risk that students may be "not accepted", "defamed" and

"discriminated".

3.3.1.2 Critical Reflection on the Socioeconomic Status

Intervention Group. When reflecting on privileges and disadvantages, the subtheme
"socioeconomic status" was identified within all participants of the intervention group at both
timepoints, and there was a quantitative increase in structural attributions for Hanna, David,
and Benjamin, which were coupled with changes in the quality of the statements for Hanna and
David. For instance, Hanna reflected exclusively on an individual level at T1 and described that

students can be privileged if they "have their own room at home", if they "get support from
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their parents or anyone else", or if they "can do any hobbies". At T2, she attributed privileges
and disadvantages related to socioeconomic status only to structural causes such as the "social
class from which the students come", leading to students having "completely different
conditions, completely different capital” that they can utilize. Although there was a quantitative
increase in structural attributions for Benjamin, no differences were found in the quality of the
statements. Only for Emil, we found a decrease in structural attributions.

Control Group. For the control group, the subtheme "socioeconomic status" was
identified within all participants at both timepoints when reflecting on privileges and
disadvantages, and there was a quantitative decrease in structural attributions with Konrad,
Feline and Emilia. In terms of the quality of the statements, Konrad attributed students’
socioeconomic privileges and disadvantages on a structural level, at T1, referring to their
educational background, "class affiliation", and "access" to education. At T2, he attributed
students’ socioeconomic privileges and disadvantages only on an individual level, as he only
mentioned that students may be "financially" disadvantaged even if support, such as for school
trips, is offered. Although there was a quantitative increase in structural attributions for Gregor,

no differences were found in the quality of the statements.

3.3.1.3 Critical Reflection on School and Teachers

Intervention Group. For the intervention group, the subtheme "school and teachers"
was identified for Hanna, David and Emil in the intervention group at both timepoints. There
were both qualitative and quantitative changes in structural attribution with David and Emil.
While no structural attributions were identified in the case of David at T1, multiple structural
attributions were found at T2. In this context, David referred to the cultural composition of
classes and schools and teachers’ attitudes and approaches to teaching at T2. For instance,
David explained that school segregation results in limited interactions between "students with

a migration background" and "students without a migration background", which in turn lead to
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the development of stereotypes. At T1, Emil reflected on a structural level about the role of
teachers’ decision about students’ further education at the end of elementary school. At T2,
Emil again reflected on a structural level, referring to statistics that indicated that teachers are
less supportive of students of culturally minoritized groups, and, despite equal academic
performance, they assign lower grades compared to their peers from the culturally majoritized
group. In summary, Hanna, David and Emil all emphasized the role of teachers as a structure
in the distribution of privileges and disadvantages in the school context.

Control Group. For the control group, the theme "school and teachers" was identified
within all four cases when reflecting on privileges and disadvantages. There was a quantitative
decrease in structural attributions for Konrad and Emilia and an increase for Gregor, with him
being the only one recognizing teachers as a structure in the distribution of privileges and

disadvantages in the school context.

3.3.1.4 Critical Reflection on Language

Intervention Group. For the intervention group, the subtheme "language" was
identified for David, Emil and Benjamin at both timepoints. With David and Benjamin, there
was a quantitative decrease in structural attributions. Regarding the quality of the statements,
reflecting on the language-related privileges and disadvantages of students also seems to have
encouraged pre-service teachers’ self-reflection. While Emil and Benjamin exclusively
reflected on language-related disadvantages at T1, an awareness of their own language-related
privileges was found at T2.

Control Group. For the control group, the subtheme "language" was only identified for
Feline at T1. At T2, all participants of the control group reflected on language-related privileges
and disadvantages. Feline and Konrad made only individual attributions, while Gregor and
Emilia made both individual and structural attributions. Gregor attributed "language barriers"

on an individual level to the language abilities of students. On a structural level, Gregor was
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aware that linguistic abilities "make a difference" in school and that actions need to be taken to
better integrate students. Emilia mainly attributed language on a structural level and reflected

on language proficiency requirements in the labor market.

3.3.1.5 Critical Reflection on Gender and Sexuality

Intervention Group. For the intervention group, the subtheme "gender and sexuality"
was identified for Hanna and Benjamin at T1. For Hanna, David and Benjamin, we found a
quantitative increase in structural attribution. At T1, Hanna and Benjamin attributed own gender
and sexuality-related privileges and disadvantages on an individual level. Regarding
disadvantages of others, Hanna concluded on a structural level that some people are
"confronted" with gender-related prejudices, and some people cannot fit into the "two-gender
system", which leads to the problem of not being "accepted". At T2, Benjamin still referred to
own attributed gender and sexuality-related disadvantages on an individual level, but also
reflected on a structural level about discrimination, while Hanna only reflected on a structural
level on gender-related prejudices and discrimination.

Control Group. For the control group, the subtheme "gender and sexuality" was only
identified for Konrad and Emilia at T1. Konrad and Emilia both reflected on a structural level,
with Emilia only mentioning on a group level that women are "not acknowledged", while
Konrad spoke of discrimination against people who "do not belong to this heteronormative
group". At T1, Gregor only reflected on a structural privilege due to his male gender in terms
of career and payment. At T2, Gregor reflected on a structural level and noted that he had not
"experienced any discrimination or disadvantage" due to his "heterosexual existence".
However, he mostly attributed disadvantage and discrimination (or the perceived absence of it)

to the social relationships between individuals in the classroom.
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3.3.2 Cultural Diversity Beliefs

At T1, with the most cases, valuing, ignoring and rejecting beliefs regarding cultural
diversity could be identified. Only for Hanna and Emil of the intervention group, no ignoring
and rejecting diversity beliefs were identified. In the following, the changes during practical
experiences are presented. In the following, we present the changes in cultural diversity beliefs
case by case within the intervention and control group.

Intervention Group. All participants of the intervention group increased their valuing
of diversity beliefs, not only regarding the quantity but also the quality. In addition, valuing
diversity beliefs were the predominant beliefs within all cases of the intervention group at T2.
For David, predominantly valuing and rejecting diversity beliefs were both identified at T1, and
predominantly valuing diversity beliefs were identified at T2. In particular, he expressed more
differentiated pluralistic beliefs at T2, explaining that lessons should be planned sensitively and
take the individual and group-specific characteristics of students into account, referring not only
to the cultural background of the students (as at T1), but also to the social, linguistic and
religious background. At T1, David expressed critical multiculturalism beliefs, referring to
observations in schools that teachers were culturally insensitive and failed to address the social
and cultural backgrounds of students. David noted that a class was "treated as [it was] a
homogeneous group, purely German, brought up like in a middle-class single-family housing
estate and yes, I found that a bit strange". He excused the lack of consideration for cultural
diversity to teachers’ limited time resources.

At T2, David expressed critical multiculturalism beliefs again by criticizing the school
system, and the way of teaching in an "ethnocentric" way. In contrast to T1, David did not
excuse the lack of consideration for cultural diversity by teachers’ lack of time resources, but
criticized teachers for seeing changes as work and therefore remaining rigid in their teaching
concepts. He concludes from his own experience in the Identity Project that teaching "requires

different actions and perhaps different teaching concepts, but it is then a completely normal part
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of the teaching profession. It is also something you can do very well". David also reflected on
his own stereotypes at T2. When asked what David could do in his role as a teacher to address
educational inequalities between different groups, his response at T1 reflected individualism
beliefs as he derived actions related to students’ academic achievement while ignoring
sociocultural group affiliations. At T2, his response to this question reflected pluralistic beliefs.
While David had prejudices against Islam at T1, no deficit beliefs or prejudices about Islam
were identified at T2. Instead, David referred to a positively perceived experience in the
classroom, where a student explained: "In Islam, it’s not the case that you necessarily wear a
headscarf™.

Hanna, Emil, and Benjamin also expressed more nuanced, culturally pluralistic, and
more differentiated critical multicultural beliefs at T2. For Hanna, we identified only valuing
diversity beliefs at both time points, which strengthened over time. Regarding the quality of the
statements, Hanna noted at T1 that the consideration of cultural diversity had not played a role
in her previous planning of lessons, while critical multiculturalism beliefs were identified at T2,
when Hanna stated that she realized that considering cultural diversity plays a major role in
planning lessons. For Benjamin, predominantly valuing and rejecting diversity beliefs were
identified at T1, while predominantly valuing cultural diversity beliefs were identified at T2.
We identified critical multiculturalism beliefs at both time points: At T2, Benjamin criticized
the lack of representation of diversity in teaching materials and emphasized the inclusion of
different languages in the classroom (as at T1), but he also emphasized the consideration of
religion, such as Ramadan, which took place at the time of the Identity Project. Although
quantitatively fewer deficit beliefs were identified for Benjamin, there were no changes
regarding the quality of statements, as Benjamin expressed culture and language-related deficit
beliefs at both timepoints. Emil expressed increased critical multiculturalism beliefs. While
language-related critical multiculturalism beliefs were identified at T1, at T2, Emil referred to

concrete actions to deal with cultural diversity and racism at school.
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Control Group. Within the control group, the results varied in terms of the quantity of
identified themes. While for Gregor and Emilia, there was an increase in valuing and rejecting
diversity beliefs, an increase in ignoring cultural diversity beliefs was found for Konrad and
Feline. At T1, Gregor emphasized the importance of creating a "pedagogical and social
framework" that views diversity as an "enrichment for all", and at T2, he derived concrete
actions that also relate to his subject. For instance, Gregor expressed cultural pluralism beliefs
referring to the relevance of using students’ cultural backgrounds as a resource by allowing
students to talk about their own experiences and knowledge of different countries at T2.
However, Gregor also expressed religion- and culture-related deficit beliefs at T1, while he
expressed deficit beliefs related to gender, socioeconomic background, religion, language, and
culture at T2. For instance, Gregor stated at T2: "Then at school, now during the internship,
you’ve also noticed that in some cultural circles, equality, well, between men and women,
doesn’t really correspond to the status that it should actually be". Emilia mainly reflected on
general racist socialization in Germany and on her own stereotypes at T1, while she also
included reflections in the classroom at T2. In line with the theme "Critical multiculturalism",
Emilia emphasized the need as a teacher to change perspectives on culture and reflects: "How
does the child feel when other students make discriminatory comments? Shouldn’t I perhaps
take the time to contextualize this and make the children understand that hurts, [...] you can’t
deal with each other like this". However, there was also an increase in deficit beliefs for Emilia,
with deficit beliefs related to socioeconomic background and age at T1, and religion-, culture-,
and language-related deficit beliefs at T2. Emilia also increased in assimilation beliefs
regarding language and stated at T2: "[...] so unfortunately the language of instruction is mostly
German. The teachers are also not trained so that they can speak various other languages".

In contrast, for Konrad and Feline, there was an increase in ignoring diversity beliefs.
At T1, Feline expressed equally valuing, ignoring, and rejecting diversity beliefs, while she

expressed predominantly ignoring diversity beliefs at T2. Feline increased her awareness of



FOSTERING CULTURALLY RESPONSIVE TEACHING 102

cultural diversity in the classroom, but she did not know how to do this. At T1, Feline expressed
various critical multiculturalist beliefs by criticizing teachers and mentors and the school
system, engaging against discrimination, and questioning their own racist prejudices. At T2,
however, no critical multiculturalist beliefs were identified. For Feline, individual beliefs
referring to providing differentiated tasks for students’ different academic performance were
identified at T1 and increased over time. This was coupled with culture-, religion-, and
language-related deficit beliefs at T1, and culture- and language-related deficit beliefs at T2. At
T1, Konrad expressed equally valuing, ignoring, and rejecting diversity beliefs, while he
expressed predominantly ignoring diversity beliefs at T2. For instance, Konrad mainly
expressed individualistic beliefs (e.g., adapting tasks to students’ academic performance) at T1,
while he mainly endorsed "equal treatment" at T2. Konrad advocated equal treatment over
individualism on the basis of planning lessons "without prejudice", without "exposing the
individual", which required less time, and as the lessons "worked" the way he wanted them to.
Further, Konrad quantitatively increased critical multicultural beliefs. Regarding his qualitative
statements, he became aware of his own prejudices and stereotypes. However, perceptions

reflecting deficit beliefs toward language and culture appeared for the first time at T2.

3.3.3 Culturally Responsive Teaching Efficacy

3.3.3.1 CRT Efficacy Adapting Instruction and Teaching Diverse Classes

Intervention Group. The intervention group varied in their responses at T1 regarding
whether they felt confident in adapting instruction and teaching diverse classes. However, all
participants of the intervention group increased their efficacy adapting instruction and teaching
diverse classrooms, referring to their experiences in the Identity Project. At T1, David compared
addressing educational inequalities with "battling the windmills" (German saying for "fighting
in vain against conditions that cannot be changed"), and noted that "somehow, changing the

social conditions, well, that’s difficult for me to achieve". At T2, David’s efficacy changed
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slightly as he described becoming more aware of educational inequalities and tried to address
them. He emphasized the importance of adapting teaching to linguistically diverse students and
felt confident under certain conditions:

If German is the language of instruction, then that is, of course, an obstacle to

communication [...]. But if I design the lesson in such a way that I specifically adapt it

to the fact that there are barriers, then I can still do it well. Then it’s not a problem.
Although Emil and Hanna also emphasized the need to adapt lessons linguistically at T2, they
perceived this as a greater challenge. Benjamin and Hanna also referred to their experiences
with the Identity Project. Benjamin stated: "the fact that [the exercises of the Identity Project]
worked so well definitely gives me confidence", while Hanna commented that she felt well
prepared through theoretical considerations of the Identity Project, and she was able to draw on
the knowledge even in "stressful situations" during the Identity Project.

In summary, the participants of the intervention group mainly named the theoretical
preparation and the practical implementation of the Identity Project as the main sources of their
efficacy adapting instruction and teaching in diverse classrooms, but they also expressed
doubts: Benjamin, David and Hanna mostly referred to limited time resources and planning
lessons with the curriculum. Hanna described it as "a depressing realization" to have limited
time to meet the needs of diverse students and provide individual support, while Benjamin also
pointed out the limited time resources available to adequately prepare all students for their final
exams. David retrospectively described initial doubts that he overcame at T2. David described
the image of the school, where the Identity Project was conducted, as a "horror picture" and a
"no-go area", based on his perception in the school; he refuted this assumption.

Control Group. The control group varied in their responses at T1 regarding their
efficacy in adapting instruction and teaching diverse classrooms. At T1, all participants in the

control group referred to a lack of practical experience and knowledge about cultures and rules
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at school in terms of their efficacy. For instance, Gregor referred to the difficulty of applying
theoretical knowledge in practice:

I know [...] you should pay attention to cultural identities, to cultural differences, and

act carefully, but I know that daily practice is often different and that it is difficult to act

adequately. But I also don’t know how to do it [...]. I don’t have the experience either.
Gregor and Emilia stated that teachers could get overwhelmed, and there is a risk of burnout.
Feline and Konrad felt more confident than Gregor and Emilia. While Feline assumed that she
only needed experience, Konrad saw adapting tasks in terms of students’ academic performance
as an effective way to address educational inequalities and felt confident in doing so, referring
to his knowledge. At T2, Gregor increased efficacy in adapting instruction and teaching in
diverse classrooms. He attributed his confidence to his practical experience, which is, however,
not in line with the principles of CRT: "at least from what I’ve noticed, it doesn’t require a great
deal of competences". Emilia’s and Konrad’s efficacy in addressing educational inequalities
remained stable. Konrad felt confident in providing tasks of varying difficulty levels, but he
also noted: "It has to be said that I wouldn’t have the time to do it as a teacher". At T2, Feline
still did not feel confident adapting instruction and teaching diverse classrooms. Yet, unlike at
T1, she did not attribute this to a lack of experience, but rather to a lack of preparation at
university. At T2, Feline had expressed an awareness of the importance of adapting tasks and
instructions in the classroom. However, she explained that she was mainly guided by her
mentor:

I was simply supposed to give everyone the same task. I should do that. And I did,

because if it’s prescribed to me, I have to do it. [ just didn’t think it was good, because

there were students who took far too long to do tasks and there were students who were

just quick.



FOSTERING CULTURALLY RESPONSIVE TEACHING 105

3.3.3.2 CRT Efficacy in Promoting Positive Intercultural Relations

Intervention Group. Regarding the subtheme "efficacy in promoting positive
intercultural relations", all participants in the intervention group, except Benjamin, did not feel
confident interacting with culturally diverse students at T1. However, the participants assumed
that this would change with experience. For instance, when David was asked about his
confidence interacting with culturally diverse students, he said: "It’s a challenge, of course. [...]
it’s incredibly difficult. I think I have to have a lot of experience to be able to do it well".
Benjamin felt already confident and stated that the students should be "treated equally" and that
he only needed to "adjust a bit to the situation". At T1, Emil mentioned the challenge of dealing
with segregation within the class, while Hanna noted that she only has theoretical knowledge
so far. All participants of the intervention group increased their CRT efficacy in promoting
positive intercultural relations. At T2, Hanna and Emil emphasized the need to establish
positive relations through contact opportunities (e.g., group work), but both participants
perceive this as a challenge. Referring to his assumption (at T1) that segregation is a challenge,
Emil said:

Yes, I still see it as a big challenge, and I still find it difficult to counteract it. I

experienced it myself when I tried to create interethnic groups because the students

didn’t want to or didn’t do it on their own. I still find that difficult and yes. Perhaps I

still lack the techniques to counteract this.

Control Group. The control group varied in their responses at T1 and T2 regarding
their efficacy in promoting positive intercultural relations. At T1, except for Emilia, they had
low confidence interacting with culturally diverse students. For instance, Gregor felt uncertain,
whereas Feline felt "absolutely overwhelmed". Emilia felt partly confident, which she attributed
to her experience abroad. Although Gregor felt confident interacting with culturally diverse
students at T2, his response does not reflect the principles of CRT as he noted "I believe that

it’s a challenge, but one that can be overcome. One must remain steadfast and true to one’s
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principles, and perhaps, if necessary, find compromises in some way". Gregor derived his
confidence from the fact that he is a man who can "assert himself" in culturally diverse
classrooms, as students "test their limits". Emilia increased her efficacy, which she attributed
to her experiences tutoring students of immigrant culturally minoritized groups. At T2, Konrad
and Feline still felt insecure about promoting positive intercultural relations. While Feline
reflected critically on her own classroom behavior, Konrad stated that he would need "more

instruction” or "specialists who are familiar with it".

3.3.3.3 CRT Efficacy to Combat Discrimination and Racism

Intervention Group. The participants of the intervention group varied at T1 concerning
their efficacy in combating discrimination and racism. At T1, Hanna felt less confident than
Benjamin, but both concluded that they would seek support, due to their lack of experience.
Emil had more doubts and asked: "How can I, as a privileged, White, rich man, tell other people
about racism?". David’s responses were ambivalent: While he expressed confidence ("I believe
I could manage that"), he also expressed doubts about his ability to manage conflict situations:
"I believe many teachers also fail at it. I don’t know either whether I would be able to succeed".
All participants of the intervention group attributed their increased CRT efficacy to their
experiences in the Identity Project. For instance, Emil referred to "racist incidents" and
explained that it is important not only to say that racist comments are wrong, but also to find
out why the student said this and why they think this way.

Control Group. The participants in the control group varied at T1 concerning their
efficacy in combating discrimination and racism. At T1, Gregor was not confident to talk about
racism and discrimination, attributing this to his lack of experience. At T1, Feline was generally
confident in addressing racism or discrimination in class, but she also emphasized that she had
little experience so far and expressed fear of appearing racist. At T1, Konrad was confident to

talk about racism and discrimination in culturally diverse classrooms, which he attributed to
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having attended additional training on democracy related topics. Emilia described it as
challenging and considered it "personally quite uncomfortable" to talk about discrimination and
racism at T1. Although Gregor increased his efficacy, his response does not reflect the
principles of CRT as, he attributed this to students’ deficits in the school internship, stating that
"the intellectual background isn’t that high or doesn’t seem to be so high that you would be
particularly challenged there". Feline did not increase in efficacy. Konrad still felt confident
due to the training on democracy-related topics. Emilia increased her CRT efficacy to combat
discrimination and racism, but she still describes it as challenging to talk about discrimination
and racism as it can "open up emotional wounds" for students who have experienced racism

and discrimination.

3.4 Discussion

Although teacher beliefs and self-efficacy have been researched extensively in recent
decades, little attention has been paid to teacher beliefs and self-efficacy in culturally diverse
classrooms. Since many (pre-service) teachers feel unprepared and overwhelmed in dealing
with cultural diversity (Cushner & Mahon, 2009), there is a need to understand how teacher
training programs, including structured practical experiences as part of teacher education at
university, can contribute to the development of professional competence (Civitillo et al., 2018).
Concerning professional competence in a culturally diverse context, particular attention is given
to teachers’ beliefs and teaching self-efficacy, highlighting the role of critical reflection for the
endorsement of multicultural beliefs (Hachfeld et al., 2012). Our study compares the
experiences of school practice, which is part of the regular teacher education program at the
university, with the experience of facilitating the Identity Project, which focuses on students’
social and cultural identities with diverse students in a classroom. Our study provides important
insights into the changes in critical reflection, cultural diversity beliefs, and CRT efficacy

among pre-service teachers.
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Regarding our first research question, we conclude that pre-service teachers seem to be
aware of privileges and disadvantages on different dimensions. As teachers often describe these
dimensions (e.g., socioeconomic status, language, gender) in isolation, rather as interconnected
systems, we suggest the application of the concept of intersectionality in teacher education as
an important tool for teachers’ critical reflection. We also conclude that critical reflection on
societal structures and conditions that limit access to opportunity and perpetuate injustice of
privileges and disadvantages, seems to challenge pre-service teachers as they often reflect on
an individual level. When participants reflected on a structural level, the source of their
knowledge often referred to theoretical content from teacher education at university (e.g., the
Identity Project seminar).

However, there seems to be a gap between theory and practice, as pre-service teachers
had difficulties connecting individual observations in practice with theoretical considerations
of structural privileges and disadvantages. Therefore, teacher education at university should not
only provide theoretical knowledge, but also encourage critical reflection of their practical
experiences (Civitillo et al., 2018). Moreover, our findings suggest the combination of theory
(Identity Project seminar at university) and practice (implementation of the Identity Project in
school) provide unique learning experiences. While the seminar provided opportunities to
explore one’s own privileges and disadvantages and give important information about structural
inequalities in schools, pre-service teachers had the opportunity to explore the students’ social
and cultural identities through implementing the Identity Project in the classroom. These
experiences have provided opportunities to become aware of own and others’ privileges and
disadvantages, especially in relation to discrimination and racism. The findings are consistent
with previous qualitative research on critical reflection, which emphasized the role of exploring
one’s own and others’ identities (Merritt, 2021).

Regarding the second research question, we conclude that teachers’ cultural diversity

beliefs are susceptible to change through practical experiences. In accordance with research on
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teacher beliefs (White & Chant, 2014), there was a predominant strengthening of cultural
diversity beliefs in different directions through practical experiences, i.e. for example, negative
beliefs became more negative and positive beliefs more positive, in both the intervention and
in the control group. Drawing on the model of professional competence working in culturally
diverse contexts (Hachfeld et al., 2012), our findings suggest that implementing the Identity
Project in culturally diverse classrooms contributes to the professionalization of teachers, as
pre-service teachers participating in the Identity Project developed and strengthened valuing
diversity beliefs. We conclude that the Identity Project enabled pre-service teachers to use
diversity as a resource in the classroom and to address and value students’ cultural identities in
order to develop appreciating cultural diversity beliefs.

However, our results also show that practical experience per se does not contribute to
the professionalization of teachers, as pre-service teachers who completed the regular school
internship rarely developed valuing cultural diversity beliefs, but rather beliefs that ignore or
reject cultural diversity. With regard to the model of professional competence working in
culturally diverse contexts (Hachfeld et al., 2012), we conclude that an internship can even lead
to de-professionalization, as pre-service teachers participating in an internship developed
ignoring and rejecting diversity beliefs. Gregor, as the only participant in the control group who
taught in classrooms with a high share of students of culturally minoritized groups, strengthened
rejecting cultural diversity beliefs through practical experiences. This is in line with previous
studies showing that teachers who work in more culturally diverse schools tend to have lower
expectations about the ability of their students and problematize the existing linguistic diversity
(Agirdag et al., 2013; Rumberger & Palardy, 2005).

Particularly Feline and Konrad in the control group strengthened ignoring cultural
diversity beliefs through practical experiences. In line with previous research (Boutte et al.,
2011), we suggest that they developed ignoring diversity beliefs due to limited confidence and

lack of experience in teaching culturally diverse classrooms rather than an unwillingness,
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motivation or intention. One of the most common and recurring forms of resistance to CRT,
which were also identified in the cases of the current study, are expressed in fears of expected
difficulties in its implementation (Gay, 2013). We suggest that Feline and Konrad resist the
implementation of CRT practices and endorse ignoring cultural diversity in the classroom as
they erroneously believe that emphasizing cultural differences is equated with racism and
discrimination. Therefore, our results suggest that teacher education at university should
provide psychological and pedagogical support during practical phases and offer multiple
opportunities for self-reflection and critically questioning pre-service teachers’ beliefs (Kyles
& Olafson, 2008).

According to social learning theory (Bandura, 2002), indirect learning occurs through
observing the behavior of other people. Mentors during practical phases and internships are
usually experienced teachers who supervise pre-service teachers and share and develop
different ideas and reflect together on teaching. Most participants of the intervention and control
groups oriented and reflected critically on the teaching and behavior of observed teachers and
mentors, and received support from them. In line with previous research, our results suggest
that mentors can have a major impact on changing pre-service teachers’ beliefs and self-efficacy
(Moulding et al., 2014; Sheridan, 2016). Therefore, mentors should also receive additional
training to fulfill their leading role in supporting pre-service teachers on their way to becoming
culturally responsive teachers.

Regarding the third research question, we conclude that implementing the Identity
Project in the classroom can have different effects on the CRT efficacy of pre-service teachers.
Overall, implementing the Identity Project increased CRT efficacy of pre-service teachers,
which they attributed to positive experiences in culturally diverse classrooms and theoretical
considerations of the Identity Project. Perceiving their teaching performance as being successful
seems to raise pre-service teachers’ self-efficacy and contributes to their expectations of future

success. Therefore, teachers’ self-efficacy is a crucial condition for teachers’ professional
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development (Hachfeld et al., 2012). However, it is debatable whether the perceived efficacy
to teach culturally diverse classrooms corresponds with the theoretical considerations of. The
case of Gregor demonstrated that a perceived increase in efficacy through practical experience
does not necessarily correspond with the theoretical considerations of CRT, as he assumes, for
instance, that addressing educational inequalities does not require any specific competences.
Further, pre-service teachers in both the intervention and control groups attributed their
doubts about teaching in culturally diverse classrooms to a lack of experience. However, when
participants perceived low CRT efficacy after their practical experiences, they often attributed
this to a general lack of preparation or theoretical knowledge. Becoming a culturally responsive
teacher involves acquiring specific knowledge and skills, along with the self-efficacy beliefs to
effectively apply these skills (Siwatu et al., 2016). In this context, coursework can contribute
significantly to the enhancement of pre-service teachers’ understanding of CRT. However, pre-

service teachers also need to be able to apply this theoretical knowledge in practical situations.

3.4.1 Limitations and Future Directions

This study comes with some limitations that should be acknowledged. First, the
qualitative methodology with a small sample offers a detailed description of the phenomena
being investigated, among eight pre-service teachers in Eastern Germany. However, the results
are limited in their generalizability, both in terms of the (East) German context and the specific
group of predominantly culturally majoritized White pre-service teachers. As the Identity
Project is currently being conducted in six other European countries, it would be useful to
compare pre-service teachers’ experiences implementing the Identity Project across contexts.
Second, the investigation provides an overview of changes in critical reflection, cultural
diversity beliefs and CRT self-efficacy. However, the study does not provide any information
about the dynamic relationships between the phenomena examined, nor on the processes

driving change. Using grounded theory methodology (Glaser & Strauss, 2017) could expand
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the results of the current study by investigating the relationship between critical reflection and
beliefs to develop a comprehensive theory of CRT development.

Third, literature reviews have acknowledged that qualitative methods have been largely
neglected in research on teachers’ self-efficacy beliefs (Wyatt, 2014). However, despite the call
for qualitative longitudinal research, there is limited evidence of uptake (Civitillo et al., 2018).
The present study follows the call for qualitative longitudinal studies in teacher education
research. Although self-efficacy is context specific and includes the belief in one’s own abilities
and competencies, it does not necessarily reflect actual teaching practices in the classroom. We
suggest using video observations to document the reciprocal relationships between cultural
diversity beliefs, behaviors, and classroom context to strengthen conclusions about the effects
of a training (Civitillo et al., 2018).

Fourth, intercoder reliability is moderate, which we attribute to the complexity of the
coding guide consisting of latent and manifest subthemes. To increase intercoder reliability, a
stepwise coding according to the research questions and related themes is recommended to
reduce the complexity of coding. At the same time, the moderate intercoder reliability could
also reflect the different backgrounds and experiences of the two coders. This shows how
important it is to have diverse coders with different perspectives, who then come to an
agreement in discussion.

Fifth, we did not randomly assign participants to conditions, which may have introduced
selection bias on the basis of participants’ motivation for involvement. Since participation in
the Identity Project was voluntary, compared to the compulsory internship, it is expected that
pre-service teachers who were most in need of an intervention, were less motivated to
participate in an intervention and thus less likely to change. In addition, both the intervention
group and the control group had practical experience in school over a comparable period of
time, but they are only comparable to a limited extent. The intervention group conducted the

Identity Project guided by a structured manual, while the control group planned the lessons.
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3.5 Conclusion

Our study follows the call for qualitative research on trainings with pre-service teacher
using an innovative, rigorous research design with a pre- and post-test and a control group
(Civitillo et al., 2018). Our study provides a unique insight into pre-service teachers’ individual
development of critical reflection, diversity beliefs and CRT efficacy. Our findings also
contribute to the discussion on the education and preparation of pre-service teachers for cultural
diversity and have several practical implications. Exploring one’s own sociocultural identity as
well as students’ sociocultural identities in classroom is a crucial opportunity to promote critical
reflection and should be considered in teacher education. Further, teachers’ diversity beliefs
play a significant role in creating a more or less supportive learning environment and
influencing students’ perspectives (Hoffman & Seidel, 2014). Teachers who explore the
sociocultural identities of their students, can challenge their own diversity beliefs to create a
more inclusive and equitable educational setting. Teacher education at university should
therefore not only provide theoretical knowledge about culturally responsive practices, but also
tailored practical phases, where CRT can be practiced, guided by trained mentors who provide

feedback and can stimulate further self-reflection.
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Abstract
With increasing cultural diversity in classrooms, teachers’ cultural diversity beliefs have
become an increasingly important focus in teacher education research and have been
conceptualized as a central component of teachers' professional development (Hachfeld, 2013).
However, more research is needed on how pre-service teachers' cultural diversity beliefs
develop and under what conditions they change (Bayram Ozdemir et al., 2024; Civitillo et al.,
2018). This study examines the development of pre-service teachers' cultural diversity beliefs,
considering the conditions and recurring patterns that shape this process. We conducted
interviews with eight pre-service teachers at two time points, before and after different practical
experiences in classrooms. Using a constructivist grounded theory methodology (Charmaz,
2017), we analyzed three anchor cases to illustrate the complex relation between pre-service
teachers’ White cultural identity development and cultural diversity beliefs. The results
construct a contextually relevant theory of White pre-service teachers’ development of cultural
diversity beliefs in East Germany, elucidating their defining characteristics and the conditions
under which they emerge. The findings highlight the importance of critical reflection on identity
and experiences with rejection, discrimination, and racism, as well as a nuanced
conceptualization of culture, in shaping pre-service teachers’ cultural diversity beliefs, pointing
to the need for teacher education programs to intentionally foster these processes to support

culturally responsive teaching.



HOW PRE-SERVICE TEACHERS’ CULTURAL DIVERSITY BELIEFS CHANGE 124

4.1 Introduction

In the 21st century, schools are characterized by increasing diversity, including
individual differences that arise within and between groups on the basis of race, ethnicity,
religion, language, gender, and social class (Banks & Banks, 2007). In most European societies,
and particularly in Germany, students from minoritized racial, cultural®, linguistic, or
socioeconomic groups!® are often structurally disadvantaged, resulting in lower academic
achievement and lower representation (Gogolin et al., 2019; OECD, 2021). These inequalities
arise not from a lack of ability but from broader historical and institutional mechanisms that
systematically disadvantage certain groups, perpetuating their marginalized status across
generations (Diehl et al., 2016; Gomolla, 2021). In this context, teachers are crucial as they
have the potential to transform interactions and learning processes within the classroom,
ultimately enhancing educational outcomes for marginalized students (Villegas & Davis, 2008).
As pre-service teachers often feel unprepared to constructively address cultural diversity in the
classroom (Slot et al., 2017), there is a call for professional development programs for (pre-
service) teachers that not only provide knowledge and foster the skills needed to effectively
teach students from diverse cultural, linguistic, religious, and gender backgrounds, but also
promote belief systems that value differences and support all learners (Civitillo et al., 2018;
Pohan et al., 2009).

Teachers’ beliefs are conceptualized as individual cognitive conceptions articulating

values and behaviors leading to certain decisions that impact teachers’ actions, which, at the

° In psychological research, culture is generally conceptualized as a group property, encompassing shared beliefs,
symbols, ideals, and behavioral patterns characteristic of a particular society (Causadias et al., 2018). Despite
varying conceptualizations, most definitions highlight common characteristics: culture is transmissible, dynamic,
and changes over time, shapes both individual and societal behavior, and serves as an expression of power. Culture
functions as an expression of power by reproducing the values, norms, and worldviews of dominant social groups,
thereby legitimizing certain forms of knowledge, behavior, and identity while marginalizing others within
institutional and societal frameworks (Swartz, 2009).

10 The term "minoritized" refers to individuals belonging to racial, cultural, linguistic, or socioeconomic groups
whose limited power is not simply a result of being smaller in number, but rather a consequence of societal
structures and historical oppression that enforce inequality and injustice (APA [American Psychological
Association], 2023)
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same time, influence students’ achievement. Research suggested that beliefs vary in terms of
their stability, ranging along a spectrum where long-standing, deeply ingrained beliefs (e.g.,
beliefs formed during childhood) are more stable, while recently formed beliefs (e.g., through
education) are less stable and potentially more changeable (Fives & Buehl, 2012). However,
further research on teachers® implicit and explicit beliefs is needed because teachers’ explicit
beliefs about diversity do not always match their implicit beliefs due to social desirability (De
Houwer, 2006). Moreover, there is a large body of literature on general teacher beliefs, but
domain-specific (e.g., teachers’ diversity beliefs) and context-specific (e.g., teachers’ beliefs in
(East) Germany) studies considering the multidimensional and complex nature of belief
systems remain scarce. Research indicated that teachers’ cultural diversity beliefs can be
influenced through teacher training, especially through practical experiences, but there is
limited evidence on the specific conditions that facilitate this change (Bayram Ozdemir et al.,
2024; Civitillo et al., 2018).

The present study builds on a previous intervention study that investigated the
implementation of the Identity Project (Umafia-Taylor & Douglass, 2017), an eight-week
classroom-based intervention, focusing on changes in pre-service teachers’ cultural diversity
beliefs compared to those completing a regular internship. The results of the intervention study
by Ulbricht et al. (2024) suggest that pre-service teachers implementing the Identity Project
developed stronger valuing cultural diversity beliefs, while pre-service teachers who
participated in the regular internship mostly developed beliefs ignoring and rejecting cultural
diversity. Although the study provides an overview of changes in cultural diversity beliefs, it
does not provide any information about the conditions for the development and change of
cultural diversity beliefs among pre-service teachers, nor does the study provide any insight
into the processes that facilitate change.

Thus, this study aims to investigate how certain conditions facilitate development and

change in White teachers’ implicit and explicit cultural diversity beliefs in Germany based on
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on three exemplary cases. The following section outlines the specific context of cultural
diversity in Germany and presents the current state of research on teachers’ cultural diversity

beliefs, as well as the mechanisms and conditions that facilitate change in teacher beliefs.

4.1.1 Cultural diversity in Germany

In Germany, narratives have emerged that often interpret culture through an essentialist
perspective, viewing it as an unchanging, inherently homogeneous, monolithic, and stable
entity (Albrecht, 2016). However, these essentialist conceptualizations of culture have been
criticized for positing a universal essence that transcends time and culture, and oversimplifying
the complexity of human experience and identity (Delanty, 1995). Cultural essentialism may
be prevented by conceptualizations such as polyculturalism and constructivism. In contrast to
cultural essentialism, which tends to categorize people on the basis of static, predefined cultural
traits, polyculturalism defines culture as a constantly evolving, flexible, and interconnected
system, shaped by the ongoing exchange of ideas and practices over time (Morris et al., 2015;
Rosenthal & Levy, 2010). Constructivist conceptualizations on culture, in particular, stress that
cultural constructions are "always ideological, always situated with respect to the forms and
modes of power operating in a given time and space" (Ortner, 1998, p. 4). Thus, culture is
deeply embedded in systems of power and can be used in a racialized way, functioning as a
mechanism through which power relations between social groups are structured, reinforced, or
challenged. Consequently, culture is not only tied to symbolic expressions but also intersects
with various diversity dimensions such as race, ethnicity, religion, and language.

Specific conceptualization of culture may hinder teachers’ ability to address cultural
diversity consistently in the classroom and may hinder teachers from developing an awareness
of inequality and power differences between cultural groups. Studies from the United States
revealed that most pre-service teachers associated the notion of culture with ethnicity, race,
religious affiliation, ability, and language (Karabon & Johnson, 2020). In-service teachers’

beliefs and practices often focused only on the observable factors of students’ cultural
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background, such as language, clothing, and holidays (Kintner-Duffy et al., 2022). However,
studies in Germany examining pre-service teachers’ conceptualizations of culture are rare, and
the relation between these conceptualizations and teachers’ cultural diversity beliefs in the

classroom remains underexplored.

4.1.2 Teachers’ cultural diversity beliefs

Teacher beliefs act as filter of information and experience, frame situations and
problems and guide intention and action (Fives & Buehl, 2012). In the context of culturally
diverse classrooms, teachers’ diversity beliefs are conceptualized as central components of
teachers’ professional development (Hachfeld, 2013; Romijn et al., 2021). Most of the teacher
diversity belief literature focuses on the divide between valuing, ignoring and rejecting cultural
diversity beliefs (Hagenaars et al., 2023; Ulbricht et al., 2024).

Valuing cultural diversity is a core element of cultural pluralism (Civitillo et al., 2017;
Schachner et al., 2016) or multiculturalism (Hachfeld et al., 2012), emphasizing the importance
of acknowledging diversity and differences within the school context. For instance, teachers’
with multicultural beliefs endorse strategies that address students’ sociocultural and linguistic
identities in the classroom (Karuppiah & Berthelsen, 2011). Critical multiculturalism (Gorski,
2009), goes beyond celebrating differences and recognizes educational inequalities that are
reinforced and maintained in schools by uncovering power relations and understanding teaching
within a larger sociopolitical context.

Ignoring cultural diversity beliefs, often termed as color-evasiveness, are rooted in the
idea that culture, ethnicity, and race do not matter, and may have different meanings and take
different forms, such as individualism, equal treatment, or stressing similarities (Civitillo et al.,
2021; Guimond et al., 2014). Ignoring cultural diversity beliefs may stem from the belief that
prejudice and discrimination arise from focusing on group categories (Rosenthal & Levy,

2010). Studies on school climate in Germany suggest that emphasizing similarities is the
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predominant approach embedded in the curriculum (Civitillo et al., 2017; Schachner, 2019;
Schwarzenthal et al., 2020).

Rejecting cultural diversity often manifests in assimilationist and deficit beliefs about
minoritized students. Deficit thinking stems from the ethnocentric perspective that the beliefs
and standards of the culturally majoritized group are inherently correct (Nelson & Guerra,
2014). Teachers with deficit beliefs blame students from marginalized and oppressed groups
for the challenges and inequalities they face (Davis & Museus, 2019) and assume that these
deficiencies may be remedied by assimilating students into the culturally majoritized group

with its norms and values, language, or religion (Kehl et al., 2024).

4.1.3 Conditions and theories of changing teachers' cultural diversity beliefs

Teachers’ cultural diversity beliefs are considered susceptible to change through
interactions and experiences, as well as professional training and teaching practice (see Civitillo
et al., 2018, for a review). These experiences give rise to cognitive processes that are gradually
internalized, influencing memory, perception, and identity (O’Shea Brown, 2021). Research
suggests that practical experiences in schools can change cultural diversity beliefs of (pre-
service) teachers (Milner, 2005; Ulbricht et al., 2024). However, the extent of change in pre-
service teachers' beliefs and practices is explicitly related to their interactions and experiences
with diverse people and contexts. In the following, conditions that facilitate changes in beliefs
will be outlined.

As research has found that teachers’ rejecting beliefs toward minoritized students are
associated with negative professional outcomes, including increased levels of diversity-related
burnout and reduced self-efficacy (Dubbeld et al., 2019), there are efforts to promote beliefs
that value diversity. School climate and teacher beliefs reflecting cultural pluralism are
associated with the most positive outcomes, such as better teacher-student relationships, more
positive peer interactions, and higher CRT efficacy of teachers (Smith et al., 2020; Ulbricht et

al., 2022). According to the contact hypothesis (Allport et al., 1954), having more frequent
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intercultural contact experiences can reduce prejudice and may also deconstruct pre-service
teachers’ prejudices and dismantle deficit beliefs. A meta-analysis indicated that teachers with
more teaching experience show less biased attitudes, which may be explained by increased
intergroup contact (Pit-ten Cate & Glock, 2019). Indeed, some research indicates that greater
teaching experience, particularly in diverse classrooms, is associated with reduced bias among
teachers (de Boer et al., 2011; Glock et al., 2019). However, the question remains how practical
experiences in more or less culturally diverse contexts are associated with pre-service teachers’
diversity beliefs.

Further, research emphasizes that certain aspects of color-evasive beliefs, such as the
emphasis on equal treatment, may foster positive intergroup interactions and mitigate perceived
discrimination (Baysu et al., 2016; Karatas et al., 2023a) and reduce intergroup anxiety
(Schofield et al., 2010). Color-evasive beliefs have also been linked to a reduced willingness
among teachers to adjust their teaching practices to meet the needs of culturally diverse students
(Hachfeld et al., 2015). However, there is limited evidence when and why teachers develop
ignoring cultural diversity beliefs. Pre-service teachers’ reflection on their own sociocultural
identity and interconnectedness with power structures, as well as an understanding of different
belief systems becomes essential in fostering valuing diversity beliefs and overcoming potential
limitations of color-evasive approaches. Teachers’ development of their own identity is
assumed to impact their teaching practices and beliefs (Pennington, 2014; Schutz et al., 2018).
Ladson—Billings (1998) argues that, if culturally majoritized teachers do not see themselves as
cultural beings, they may not appreciate the cultural richness that their students bring into the
classroom.

Helms (1995) proposed a White Racial Identity Development (WRID) model,
identifying racism as the foundational system shaping the racial identity development of White
individuals. In a more recent model, the stages were replaced with "schemas" as fluid, non-

linear lenses, positioning them as the lenses through which White individuals perceive ethnicity
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and their racialized experiences (Helms, 2014). The WRID model includes two phases, each
comprising three schemas that represent different strategies, perspectives, and behaviors. Phase
1 consists of the first three schemas: 1) contact, characterized by a lack of awareness of racial
identity and the assumption that ethnicity is only relevant for minoritized ethnic groups; 2)
disintegration, marked by the recognition of Whiteness and acknowledgment of racism, leading
to feelings of guilt, anxiety, and moral conflict about White privilege; and 3) reintegration,
involving the idealization of Whiteness and the adoption of a defensive stance toward the racial
status quo. Phase 2 encompasses the next three schemas: 4) pseudo-independence, defined by
the intellectual acceptance of one's racial privilege without acknowledging personal
responsibility or engaging in critical self-reflection; 5) immersion/emersion, involving active
exploration of racism as a systemic issue and the beginning of unlearning internalized biases;
and 6) autonomy, reflecting the development of a positive, antiracist White identity. The model
proposes that individuals are typically situated within one phase at a time, with the transition to
Phase 2 requiring a conscious shift away from the beliefs and behaviors of Phase 1 through
critical reflection on power structures and systemic dynamics.

In summary, teachers’ critical reflection on their own sociocultural identity and
interconnectedness with power structures may be a crucial step to change cultural diversity
beliefs toward appreciative, critical multicultural beliefs (Acquah & Commins, 2015; Calleja,
2014). Engaging in critical reflection on different, intersecting social categories may help pre-
service teachers to reflect on their own cultural assumptions and biases initiate a process of
questioning how these influence their teaching practices. This, in turn, leads to a deeper
understanding of cultural diversity and promotes appreciative diversity perspectives (Gulya &
Fehérvari, 2024). Since the development of a White cultural identity among pre-service teachers
was a central focus of the Identity Project in teacher education, the current study investigated
how pre-service teachers’ White cultural identity development is related to their implicit and

explicit cultural diversity beliefs and will be described in the following section.
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4.1.4 The present study

A systematic review of the literature on cultural diversity beliefs showed that teacher
training can be effective (e.g., regarding the development of positive teacher beliefs),
particularly when incorporating experiential learning (Civitillo et al., 2018). The Identity
Project (Umana-Taylor & Douglass, 2017), an eight-week classroom-based intervention
initially created to support secondary school students in exploring their ethnic-racial identities
(Umana-Taylor & Douglass, 2017), was implemented in teacher education to provide pre-
service teachers valuable opportunities to reflect on their own identities and their role in
fostering more equitable classrooms.

The 16-week Identity Project seminar at a university in Eastern Germany was designed
to prepare pre-service teachers for implementing the Identity Project in classrooms, blending
theoretical foundations, in-depth reflection on their own cultural identity, and an emphasis on
addressing societal inequities in education (Pevec-Zimmer et al., 2024a). An additional teacher
training program enabled pre-service teachers to implement the Identity Project in classrooms
and practice culturally responsive teaching (Gay, 2018) through various activities, such as
guiding students to reflect on their diverse social identities and the stereotypes associated with
different, intersecting social categories (Ulbricht et al., 2024). The White Racial Identity
Development (WRID) model (Helms, 1995, 2014), which conceptualizes racial identity
development as a fluid, non-linear process shaped by systemic racism, provides a critical
framework for understanding how pre-service teachers may critically reflect on and transform
their sociocultural identities through the Identity Project.

The present study extends previous research on the implementation of the Identity
Project with pre-service teachers by not only examining changes in their cultural diversity
beliefs but also exploring the underlying conditions and processes that facilitate these changes.
While Ulbricht et al. (2024) found that teachers who implemented the Identity Project

strengthened valuing cultural diversity beliefs, and those in a regular internship tended to
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develop more ignoring and rejecting cultural diversity beliefs, it was beyond the scope of the
previous study to provide insights into the specific conditions and mechanisms influencing
these changes. Since the development of a White cultural identity among teachers was a central
focus of the Identity Project in teacher education, the current study investigated how teachers’
White cultural identity development is related to teachers’ implicit and explicit cultural
diversity beliefs. The present study, taking a multiple case study approach, addresses the
described research gap by investigating the processes behind these belief changes and following
the call for qualitative longitudinal research using grounded theory methodology for a deeper

understanding of teacher beliefs (Civitillo et al., 2018; Ulbricht et al., 2024).

4.2 Method
4.2.1 Research design and procedure

To answer the research question, the present study builds on and extends previous
research on the implementation of the Identity Project with pre-service teachers. The study
draws on the work of Ulbricht et al. (2024), which employed a qualitative, quasi-experimental
design using semi-structured interviews conducted at two time points (T1 and T2) and suggests
a change in pre-service teachers’ cultural diversity beliefs. The aim of the current study is to
investigate the conditions and mechanisms facilitating change in pre-service teachers’ cultural
diversity beliefs. In doing so, a multiple case-study approach is used to develop a theory that
explains the development of each type of belief, namely the development of valuing, ignoring,
rejecting cultural diversity belief.

We go beyond the previous study in several ways: 1) This study used a Grounded
Theory approach (Charmaz, 2017) to investigate teachers' implicit and explicit beliefs, allowing
for a deep exploration of how these beliefs are formed, shaped, and influenced by various
factors (Olafson et al., 2014). Semi-structured interviews are suitable for a grounded theory study if

the researcher has identified some areas (e.g., cultural identity, beliefs dealing with cultural diversity in

the classroom) in which the investigation is already situated and which can then be extended through
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the interview (Conlon et al., 2015; Foley et al., 2021). Additionally, semi-structured interviews ensure
that the data collected from each participant is both similar and comparable.

2) The audio-recorded interviews were transcribed again by a research assistant as the
investigation of implicit beliefs is not only transmitted through the content of language (the
"what"), but also through the way in which they are presented (the "how"). Therefore, the
investigation of teachers' implicit beliefs requires a detailed verbatim transcription of the
interview data (Halcomb & Davidson, 2006). The detailed verbal transcript provides a
comprehensive record of spoken interactions, capturing every utterance, including filler words,
false starts, and repetitions, to reflect the conversation accurately. The detailed verbal
transcription consistently identifies the speakers throughout the dialogue, as pauses are noted
at specific time intervals and important nonverbal cues such as laughter, sighs, or changes in
tone are described to provide context for the verbal content. Interruptions and overlapping
speech are indicated, highlighting the natural flow of conversation. Emphasis and variations in
intonation are marked to reflect the speaker's intent or emotional state.

3) We analyzed all open-ended questions to reduce confirmation bias, i.e., the tendency
to give answers that interviewees believe confirm the interviewer's assumptions or beliefs

(Powell et al., 2012).

4.2.2 Participants and selection of cases

This study uses a case study approach to develop theories that explain the development
of different beliefs, namely the valuing, ignoring, and rejecting cultural diversity beliefs, using
one exemplary case for each type of belief. The cases were selected from 16 interviews with
eight prospective teachers (two interviews with one participant each). Of the eight original
participants, three identified as female and five as male. They were between 21 and 27 years
old (M =23.9) and lived in eastern Germany. Of the eight original participants, three identified
as female and five identified as male, and they were aged between 21 and 27 years (M = 23.9),

and lived in Eastern Germany.
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The selection of cases was guided by the following sampling criteria in qualitative
research (Moser & Korstjens, 2018): 1) We met the criterion sampling to select participants by
referring to samples that are relevant to the research question, i.e., we examined cases in which
a change or strengthening of cultural diversity beliefs occurred. 2) The maximum variation
sampling criterion captures the range of variation to ensure that the theory is broadly applicable
and not limited to a narrow set of conditions. We met the criterion by selecting cases that are
different in several characteristics, e.g., variation of cultural diversity beliefs, experiences, and
demographics, to ensure that the researchers better understand how certain factors and
conditions influence teachers’ diversity beliefs. 3) The criterion of extreme case sampling
focuses on contrasting and extreme cases. From the reanalysis of 16 interviews with eight pre-
service teachers, Hanna represents an extreme case of valuing cultural diversity beliefs among
participants who implemented the Identity Project in culturally diverse classrooms. In contrast,
Feline showed the most significant change in ignoring cultural diversity beliefs within the
sample of participants undergoing a regular internship. Feline changed from a combination of
valuing and ignoring cultural diversity beliefs to predominantly ignoring cultural diversity
beliefs. Gregor represents a case in which beliefs changed from predominantly valuing to

predominantly rejecting cultural diversity beliefs after a regular internship.

4.2.3 Analytical approach and data analysis

Grounded Theory Methodology (GTM) is particularly recommended given the nature
of the research question and the existing gap in understanding the conditions that change
teachers' cultural diversity beliefs. GTM is valuable in examining teacher education programs,
offering new perspectives on how pre-service teachers are prepared, and ultimately contributing
to more effective and responsive educational practices (Lin et al., 2001). The original Grounded
Theory by Glaser and Strauss (1998) focused on a systematic, structured process of data
collection and analysis. Later, the method was further developed by various researchers,

including Kathy Charmaz, who introduced a constructivist perspective. We preferred the
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constructivist GTM Charmaz (2017) as it builds on a relativistic epistemology that assumes
multiple realities, truth as provisional, and social life as processual. GTM is characterized by
an iterative and inductive approach that enables the generation of hypotheses directly from the
data, rather than following pre-established assumptions. By grounding the theory in
participants' experiences and the broader context, constructivist GTM ensures that the resulting
insights are both empirically robust and deeply reflective of the lived realities of those involved
in the development of beliefs.

We follow the literature on constructivist GTM, dividing the data analysis process into
three stages: 1) initial coding, 2) axial coding, and 3) selective coding, and guided by a coding
paradigm that encompasses the causes, strategies, and consequences of the phenomenon under
investigation (Mills et al., 2006, Charmaz, 2017). We thereby focus on classroom strategies
dealing with cultural diversity, referring to broad, intentional approaches and practices
addressing cultural diversity. Since we are not investigating the actual strategies teachers
employ, we refer to teacher beliefs as cognitive strategies used to understand, evaluate, reflect
on, and interpret cultural diversity, and that guide pre-service teachers in how they approach
diversity-related situations.

During the initial coding, we became familiar with the data by reading each interview
transcript and developed codes, i.e., short labels that the researcher constructs when interacting
with the data. We were guided by the analytical questions (e.g., when, how, and with what
consequences are participants acting?) (Charmaz, 2012). We discussed our initial codes,
developed categories, and concepts to determine coherent patterns. This approach was chosen
to gain an in-depth understanding of the phenomenon under investigation while capturing the
complexity of the underlying social processes. In this stage, preliminary hypotheses were
formulated based on recurring patterns in the data. For instance, analyzing similar actions or
statements of respondents allowed for initial assumptions about relationships between certain

factors. Next, we assessed which codes and concepts can best explain or interpret the empirical
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phenomenon of teachers' diversity beliefs. During axial coding, we further investigated the
relationship between emerging categories and concepts (see Table 7). We analyzed explicit
beliefs on a content level and implicit beliefs on a semantic level based on the detailed verbal
transcript. At this stage, the initial hypotheses were systematically expanded and refined by
linking central categories (e.g., causal conditions, cognitive strategies, or consequences).
Through this process, differentiated hypotheses about the structure and dynamics of the
phenomenon under investigation were derived. During selective coding, we selected the most
frequent and significant concepts and categories.

The first coder (first author) identifies as a White woman, born and raised in Eastern
Germany, who studied to become a teacher and contributed her knowledge and experience of
the school system. The second coder, a woman who immigrated to Germany from Georgia to
study psychology and political science, enriched the data analysis through experiences with
othering and micro-aggression and previous commitment to women's equality. The analysis
was also discussed with the co-authors on several occasions. The second and the third author
identify as female White Germans, born and raised in Western Germany, the second with a
background in developmental and educational psychology, the third with a background in
sociology and educational science. All authors are living or have lived in Eastern Germany for
a longer period, are familiar with the German education system, and have been involved in

teacher training at university.
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Table 7

Typical Relationship Structure and Connotation of Main Categories

. . Relationship structure Events or actions that refer to the
Relationship structure . .
connotation relation
A persons’

Own conceptualization of
culture — cultural identity
development

conceptualization of culture
is the basis for cultural
identity development

Own theories and reflections

Reflection on experiences

A persons’ reflection on

Reflections on experiences abroad

rejection, discrimination,  experiences with rejection,  Reflections on experiences in

racism — discrimination, racism is the schools as a student

cultural identity ~ basis for cultural identity  Reflections on experiences in

development development schools as a pre-service teacher
Critical Reflection based on seminar

.- . content
Critical Reflection on Critical Reflection on Power Critical Reflection based on
Structures form  cultural .

Power Structures identity development ob§§rvatlons .
Critical  Reflection on own
experiences

Cultural
development —
diversity beliefs

identity
cultural

4.3 Results

A persons’ own cultural
identity is the basis for
cultural diversity beliefs

4.3.1 Introduction of the cases for the case analysis

Reflections on one's own identity,
e.g., in the context of courses at
university

Reflection on challenging
experiences regarding interactions
in the classroom

As the aim of this study is to take a case-study approach to develop a theory that explains

the development of each type of belief, exemplary cases were selected and will be introduced

in the following: Hanna, Feline, and Gregor differ in their White cultural identity development,

their conceptualizations of culture, and experiences of perceived rejection, discrimination, and

racism. Hanna perceived discrimination, vicarious racism, and rejection when not adhering to

group norms. Feline perceived rejection due to low school achievement, and Gregor perceived

rejection abroad. Hanna, Feline, and Gregor endorsed different strategies dealing with cultural

identities in the classroom. While Hanna developed valuing cultural diversity beliefs, Feline

developed ignoring, and Gregor developed rejecting cultural diversity beliefs. In the following,

we present a case analysis explaining the development of teachers' cultural diversity beliefs by
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examining the relationship between White identity development and beliefs as cognitive
strategies to address culturally diverse identities in the classroom. The outcomes of these case
analyses lead to a theory that explains the development of valuing, ignoring, and rejecting
beliefs.

Hanna is studying to become a teacher of natural and social science subjects. Hanna
generally feels that she belongs to Germany because she grew up in this country and represents
many values that "are largely represented" in Germany, but also emphasizes that it is difficult
to say this in a uniform way. Hanna identifies as "German" and "North German" due to her
upbringing, but also feels connected to the Eastern German city where she lives. However, she
does not identify as either "East German" or "West German"!!. Hanna described that she
identifies with the group of students and feels connected to the values she was raised with,
which were influenced by her parents.

Feline is studying to become a teacher of natural and social science subjects and
languages. Feline described that she grew up in Eastern Germany and identifies as a woman
and a student. She described herself as German because she lives in Germany, but this would
not define who she is as a person. Feline lived abroad (Australia) for an extended period of time
and identifies with the "English-speaking world". Further, Feline identifies with a family that
"is not as typical as one of those nice, good families that many come from, where parents take
alotoftime [...] and really care". With this statement, Feline described her own family situation
in contrast to an idealized notion of a good family and expressed that she did not grow up in a
family where "parents spent a lot of time" with her and were deeply involved in her care.

Gregor is studying to become a teacher of natural and social science subjects. Gregor

identifies as an East German, "heterosexual cisgender man" and "son of two academics". Even

1 The terms "East German" and "West German" reflect historical divisions after World War II, which continue to
cause economic, social, and political inequalities. Despite reunification in 1990, differences persist, with the former
East Germany facing higher unemployment and lower wages. Social and political contrasts also remain,
influencing values, lifestyles, and voting patterns, with Eastern regions often supporting support far-left and far-
right parties.
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though Gregor was raised as a Christian and identifies with "socially established German
Christian values", he does not feel that he belongs to the Christian religion anymore. Gregor

spent five months each in Australia and Thailand.

4.3.2 The dynamic relation between pre-service teachers’ White cultural identity development
and their beliefs addressing cultural diversity in the classroom

The dynamic relationship between the development of White cultural identity among
pre-service teachers and their valuing, ignoring and rejecting cultural diversity beliefs about is

illustrated below using case analysis (see also figure 5).

Figure 5

Conceptual Model of Conditions Facilitating Change in Teachers’ Cultural Diversity Beliefs

Conceptualization of Culture

Reflection on Direct and Vicarious
Experiences with Rejection, White Cultural Identity Development Cultural Diversity Beliefs
Discrimination, Racism

Critical Reflection on Power
Structures

4.3.2.1 The role of White cultural identity development for the development of

valuing cultural diversity beliefs

According to Hanna, culture is characterized by place-relatedness, i.e., culture is
strongly associated with places and regions where a person grew up and related to familial
heritage, including traditions, rituals, and practices passed down through generations.
Regarding her own cultural identity, Hanna retrospectively described how she "didn't think at

all" about her cultural background so far. However, at T1, Hanna shared past experiences from
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her childhood with gender-related stereotypes and sexism, describing them as moments of
shock:

That was somehow something new and a stark experience for me, because I had

somehow learned it differently, and then I was shocked that somehow the world is not

the way it is in my head, that not everyone sees it that way. I think that was definitely a

decisive point, because I then simply became more engaged with it over the next few

years [T1].

Although Hanna recognized gender-related discrimination, a lack of awareness about
her cultural background suggested that she was in the contact scheme of Helms’ (2014) White
racial identity development, where individuals are largely unaware of their ethnic-racial
identity. Hanna reflected retrospectively on her own teaching experiences, which aligned with
ignoring cultural diversity beliefs: "I can remember that [cultural diversity], I believe, didn’t
play any role at all in my teaching practice back then, at least not in my considerations" [T1].
However, after the Identity Project seminar, Hanna demonstrated a shift in awareness by
recognizing the importance of her cultural identity and stated: "As a result, now that I'm dealing
with the whole Identity Project, it [the cultural background] has become more conscious and
also much more important" [T1]. This suggests that she has moved beyond the contact scheme.
Hanna also acknowledged that her cultural background influences her social interactions,
stating, "It probably also plays a role in interactions with other people" [T1].

This indicated that Hanna has moved away from a color-evasive perspective and has
begun to see how cultural identity shapes experiences. Hanna acknowledged that belonging to
the majoritized culture comes with privileges: "Whether you belong to the majority society or
the majority culture [...] that’s already connected with great privileges, that you don’t have to
deal with racism, discrimination, at least in that area" [T1]. Hanna’s statements reflect an
understanding of White privilege, a characteristic of the pseudo-independence scheme (Helms,

2014). Moreover, individuals in the pseudo-independence scheme (Helms, 2014) often seek
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further learning and intellectual engagement rather than immediate activism, as Hanna
expressed by stating: "Of course, also in relation to every other dimension, where I think I have
to deal with it a bit more and learn more about it so that I'm more confident and know how to
address it properly" [T1].

In the second interview (after implementing the Identity Project in culturally diverse
classrooms), Hanna expressed a more differentiated conceptualization of culture and described
cultural identity predominantly as dynamic instead of static over time. Hanna explained that her
contact experiences with various cultural identities in the classroom also made her reflect on
her interaction, based on beliefs and her socialization: "[...] you simply react to certain things
because you interpret them based on certain thought patterns, the way you have learned them"
[T2]. Hanna explained that she reconsidered her views due to situations in the classroom that
she perceived as difficult: "Of course, I also noticed in situations like this that I was reaching
my limits, [...] where I realized that I definitely had to think about it again and reflect on my
own views" [T2]. In this context Hanna stated that reflection on own "views" requires
"intercultural competences", which include in Hanna’s perspective

that you also understand your own culture and the own values and norms that are behind

your own actions and ways of thinking and so on and that you can then perhaps reflect

better in certain situations, why you have now acted in this way or, as I said, can also
adapt there and can then deal better in intercultural contexts, can move better in them

[T2].

Moreover, Hanna reported vicarious experiences of rejection from teachers and stereotypes and
prejudices of peers towards culturally minoritized students. She not only reflects on individual
cases, but also generalizes them:

Yes, I think all students who are more likely to be exposed to discrimination are simply

not privileged compared to others, simply because they are exposed to stress, etc., in
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some way, including at school. Somehow, they are also exposed to it at school, if they

encounter prejudice from teachers [T2].

Reflecting on her own cultural identity and the cultural identities of students in the
classroom also led Hanna to develop cognitive strategies dealing with various cultural identities
in the classroom in the sense of valuing cultural diversity beliefs. Hanna's beliefs included 1)
deconstructing her prejudices about cultural groups and her stereotypical actions in the sense
of critical multicultural beliefs, and (2) addressing and valuing cultural identities in the
classroom in the sense of cultural pluralism beliefs. Regarding these cognitive strategies, Hanna
stated:

Yes, that you first reflect on yourself and think about what prejudices you have against

groups and then try to be aware of when they determine your own actions and then of

course try to somehow eliminate them and not to resort to such stereotypes yes, as I

said, not to give the students the feeling that mmm cultural diversity is something bad,

but to convey that it is something positive and that somehow all cultural backgrounds
are something valuable and something very interesting that you definitely have to or
should deal with [T2].

According to Helms (2014), the case of Hanna demonstrates a transition from the
contact scheme (before the seminar) to the pseudo-independence scheme (after the seminar)
and to the immersion/emersion scheme (after implementing the Identity Project). At the same
time, Hanna's beliefs changed from ignoring to valuing cultural diversity beliefs that not only
see cultural diversity as a resource, but also, in the sense of critical multicultural beliefs,
question her stereotypes and act against cultural inequalities.

Based on Hanna's case, it can be shown that when White pre-service teachers explore
their own cultural identity and recognize how their privilege shapes their experiences, they can
develop cognitive strategies for addressing culturally diverse identities that align with valuing

cultural diversity beliefs (see figure 5). Two key aspects seem to foster the development of
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White cultural identity in pre-service teachers: First, a dynamic conceptualization of culture
that recognizes its complex nature and the role of power is crucial for the second phase of
Helms' White racial identity development. Second, direct or vicarious (e.g., through
observations) experiences of discrimination can motivate pre-service teachers to recognize
oppression in various forms, such as racism, and foster the development of an anti-racist identity

committed to actively combating educational inequalities.

4.3.3 The role of White cultural identity development for the development of ignoring cultural
diversity beliefs

Feline’s conceptualization of culture encompasses traditions (e.g., Christmas) and a set
of norms. We identified conceptualizations that essentialize culture by viewing a particular
cultural or religious group as a fixed, homogenous entity, such as Feline’s statement that
students from certain cultural or religious groups must wear headscarves because of their
parents' religious beliefs. Feline reported personal experiences of intragroup rejection at school
due to low academic performance. When reflecting on her personal experience of intragroup
rejection'? at T1, she endorsed instructional strategies that provided varied tasks at different
levels of difficulty, which aligned with ignoring cultural diversity beliefs. When Feline reflected
on her own cultural identity in the first interview (after attending a seminar on identity), we
identified a lack of awareness regarding her cultural background, as she stated:

We talked a lot about that [identity] in the seminar and I always found it very, very

difficult because, I have in my family, somehow in my circle of friends, they are all, I

don't know if this expression sounds somehow wrong now, but for me they are somehow

like German potatoes. So culturally there is somehow nothing else except somehow

being German [T1].

12 Intragroup rejection refers to the rejection of individuals within the same sociocultural group based on perceived
differences, such as personal characteristics, behavior, or perceived deviations from group norms (Killen et al.,
2013).
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Feline showed a low level of cultural identity exploration and expressed negative affirmations
when she talked about her own cultural identity:

That's kind of how I felt in the seminar, because I felt like I was the only German there

and I didn't really dare to talk about it [cultural identity] because you had the feeling:

okay, if I say something, the way I think it, it's definitely going to be totally wrong. It
was kind of really difficult [T1].

Feline explained her insecurity, talking about her cultural identity with the "fear of being
considered racist" [T1].

According to Helms (2014), Feline's responses suggest that she is in the reintegration
scheme, which is characterized by feelings of discomfort, racial anxiety, and avoidance when
talking about one's own cultural identity. When she developed cognitive strategies dealing with
cultural diversity, she expressed ignoring cultural diversity beliefs by emphasizing students'
individual personalities instead of the affiliations to cultural groups:

Yes, I just find it somehow important to shape the personality, [...] to make a person [...]

an independent person who is also open to the world — I also think that's much more

important than somehow saying, ‘Okay, you have to [...] you have to pray at noon now’

[T1].

Even after Feline's practical experiences in school, she expressed negative feelings about her
cultural identity:

So, if I now take this cultural origin, that I am German, [...] that is always somehow

associated with being a Nazi. I find that now (.) more than ever, I feel. And that you

almost feel bad, at least that's how it feels, that you almost have to feel bad when you
say: ‘I'm purely German’ [T2].

Feline further strengthened ignoring cultural diversity beliefs through practical
experiences in the classroom. Feline reflected on a classroom observation about a student's

exceptional drawing talent and expressed frustration that the teacher rejected the student due to
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other low academic performance. This resonates deeply with Feline’s own experiences as a
student of being unjustly characterized as "lazy and dumb" in the past, which has prompted her
to critically reject such simplistic and reductive categorizations. Feline argued that the student's
unique abilities should be promoted in a more supportive environment, such as an art school,
rather than being oppressed by societal expectations. However, Feline did not reflect on
rejection and discrimination on the group level, which in turn strengthened her ignoring cultural
diversity beliefs by focusing solely on individual student achievements:

Everything related to ethnic origin, I would take it into account, but I'm not sure how

exactly. Regarding diversity in terms of high and low performance, yes, I would try to

assign different tasks or offer tasks with support [T2].

According to Helms’ (2014) WRID model, the case of Feline shows a persistence in an
initial scheme of White identity development. At the same time, Feline’s beliefs strengthened
in the direction of ignoring cultural diversity beliefs through practical experiences. The case of
Feline supports the theory that an oversimplified, essentialist conceptualization of culture
focusing solely on its observable elements (e.g., traditions, rituals, holidays) and neglecting the
dynamic nature of cultural identities may hinder White pre-service teacher in developing their
cultural identity, resulting in a limited awareness of culture and engagement with students'
cultural identities, and nurturing ignoring cultural diversity beliefs (see figure 5).

The case analysis indicates a relation between pre-service teachers' racial anxiety and
ignoring cultural diversity beliefs. When pre-service teachers experience racial anxiety, they
may feel that their White cultural identity is being challenged or devalued, increasing
psychological distress and leading to avoidance strategies that ignore cultural diversity and
meaningful engagement with diverse perspectives (Godsil & Richardson, 2017). Although the
university seminar used the concept of all-inclusive multiculturalism (Stevens et al., 2008) to

address culturally majoritized members in supporting organizational diversity efforts, it may
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not have been perceived as such by all White pre-service teachers, which may lead to their
resistance to multicultural education as they felt excluded.

Indeed, the results of the current study align with a five-study investigation on the
reactions to diversity of culturally majoritized group members in the United States, which
provides evidence of associations between multiculturalism and feelings of exclusion (Plaut et
al., 2011). Particularly, culturally majoritized teachers in Germany may be hesitant to promote
a multicultural approach that emphasizes all cultural identities in the classroom due to the
distinct socio-historical context, which reflects an effort to distance from Nazi ideology by
consciously emphasizing similarities and downplaying ethnic and cultural differences (Civitillo
et al., 2021). A study of Shim (2020) investigated the relation between race and racism among
pre-service teachers and found that, despite their anti-racist goals, participants experienced
feelings of resentment, fear and frustration when critically reflecting on race and whiteness. In
this context, the process of developing an anti-racist identity is not linear and often leads to a
feeling of disempowerment, with critical reflection often being perceived as arduous and
emotionally draining. Consequently, it is important to not only promote the integration of
different student identities, but also actively engage with the cultural identity of teachers from
a culturally majoritized group. This may help them develop a positive view of their identity so

that they can see their own cultural identity as a meaningful contribution to a diverse society.

4.3.4 The role of White cultural identity development for the development of rejecting
cultural diversity beliefs

At T1, for Gregor, we identified a conceptualization of culture that is conflictual and
emphasizes culture as a central category of difference. Gregor associates cultural regions with
different values and distinguishes between "progressive" and "tradition-oriented" cultures and
societies. Gregor stated (after attending the Identity Project Seminar): "I would describe myself

as open-minded and relatively modern in terms of values, so more dismissive of conservative
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views. Accordingly, I [am] quite progressive. That's how I would categorize myself". Gregor
reported experiences of rejection and systemic oppression abroad: Gregor reflected critically
on the class system in Thailand and described his observations that the economy heavily
depends on tourism, with indigenous people being exploited through low wages. Gregor
described that workers in Thailand seem primarily focused on sustaining the luxury lifestyle for
tourists, especially Europeans, which contributes to a rigid class system and stated: "that is,
quasi - so in my opinion you can hardly imagine a tougher class society. Yes, you definitely
saw that there". However, Gregor noticed an underlying resentment and aggression towards the
"European or Western culture", which, while not openly expressed due to the dependence on
tourism, is understandable and even justified from the locals' perspective. After a personal
experience, he believed that as a "White, very drunk guy", he became an "easy target for
aggression from locals". Based on his personal experiences, Gregor makes a general assumption
about conflicts between cultures that teachers should acknowledge: "Yes I think that if you are
aware of the conflicts that are prevalent between cultures, as a teacher you should also be aware
of them and somehow actively confront them".

In terms of the development of Gregor's White cultural identity, we have predominantly
identified characteristics of the reintegration scheme (Helms, 2014). Although Gregor is
beginning to show an awareness of systemic oppression (e.g., economic inequality and
exploitation of indigenous workers by the tourism industry), which is consistent with the
characteristics of the pseudo-independence scheme, the way Gregor frames his own experiences
is problematic. Gregor’s focus on personal victimization rather than critical self-examination
suggests that he lacks a deeper understanding of his White privilege and the role of power in
shaping intergroup rejection. This suggests that Gregor's awareness of racism is superficial, and
his defensive reaction corresponds to the concept of White fragility, a state in which even a
minimal amount of racial stress triggers a range of defensive responses (e.g., argumentation)

and emotions (e.g., anger, fear) (DiAngelo, 2016).
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At T1, Gregor emphasized that he had only limited teaching experience so far, but he
endorsed contradictory beliefs about addressing cultural diversity: Gregor endorsed
multicultural strategies in the classroom, aiming to "not exclude other people or other students"
or "only assuming a German-centered perspective", but rather "including cultural diversity in
the classroom". However, we also identified implicit and explicit rejecting cultural diversity
beliefs, disguised as an attempt to foster respectful and tolerant interactions among culturally
diverse students, based on the notion that these students "might not learn this from home".

At T2, we identified a hierarchical conceptualization of culture as Gregor presents the
"German" cultural values (e.g., gender equality, democratic values, rule of law) as normative
and superior. These values are framed as the "ideal" way of thinking about societal organization,
implying that other cultures, especially those with different approaches to gender roles or social
norms, are inferior and conflictual. When Gregor reflected on his own cultural identity, he
considered his values as "normal". Gregor contrasts his own cultural identity with others’
perceived lack of alignment with specific values, such as sustainability and ecological
awareness. Gregor’s statement "those who come from Israeli area, [...] have no feeling for it at
all and also no awareness and also no interest" [T2], construct individuals from Israel as
deficient in ecological and sustainable values compared to Gregor’s standards. After completing
his school internship, Gregor stated: "Even if the students had an immigrant background, there
were never any problems of disadvantages or discrimination, at least nothing culture-specific"
[T2]. Gregor blames the individual for the inequality they face, seeing language as a
fundamental barrier to integration. He perceives the students as linguistically different or
deficient compared to the culturally majoritized group, as he stated: "If you look at the language
that the students there have always created, problems are almost inevitable" [T1].

Gregors hierarchical conceptualization of culture, considering one's own culture as
superior, categorizing ‘other’ cultures as problematic, and blaming minoritized students for the

inequalities they face, aligns with the reintegration scheme of the WRID Model (Helms, 2014).
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In addition to Gregors’ implicit and explicit deficit beliefs, we identified assimilation beliefs,
which advocate that students adapt to the culturally majoritized group with its norms, values
and behaviors (e.g. regarding language and not wearing a headscarf). Gregor justifies this by
stating that it is important "also in the students’ own interest that they adapt, because otherwise,
whether you like it or not, it will be difficult to find a foothold anywhere in the future" [T2].
Based on the data, it can be shown that fostering White cultural identity development in
teacher education is limited, namely when a cultural superiority mindset arises. The case of
Gregor shows how resistance to positive White cultural identity development and developing
rejecting cultural diversity beliefs are interlinked. When pre-service teachers like Gregor view
the culturally majoritized group as inherently superior, they may inadvertently adopt the belief
that culturally minoritized students need to assimilate in order to succeed. This hierarchical
conceptualization of culture and cultural groups, positioning culturally majoritized norms as
"modern" or "progressive", may prevent pre-service teachers like Gregor from valuing cultural
diversity and implementing culturally responsive teaching practices. To overcome their
rejecting cultural diversity beliefs, White teachers like Gregor need to develop their White
cultural identity, rethink their own hierarchical conceptions of culture, and develop a deeper
understanding of how White privilege and power shape their own interactions and experiences
(see figure 5). When teachers recognize how White privilege perpetuates inequalities in the
school system, they may develop valuing cultural diversity beliefs and implement culturally

responsive practices (Arsenault, 2018; Priester-Hanks, 2023).

4.4 Limitations and future research

This study comes with some limitations that should be acknowledged. The qualitative
methodology, applied to a small sample, provides an in-depth exploration of the relation
between pre-service teachers’ White cultural identity development and their cultural diversity

beliefs in Eastern Germany. Future research should therefore investigate the extent to which
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the present extended theory on teachers’ cultural diversity beliefs can be applied to different
cultural groups and contexts.

Second, a stringent application of the GTM requires the data to be analyzed and re-
collected until saturation occurs. Although some authors argue that repeatability is not
necessary, as the processual nature of social phenomena makes it difficult to reproduce identical
conditions (Striibing, 2021), meaning that exact replication is neither feasible nor required in
GTM, others argue that repeating data collection can enhance the robustness of the emerging
theory (Charmaz, 2008; Corbin & Strauss, 1990).

The study was implemented as a qualitative study with an experimental design. Three
of the eight cases were then selected as examples of a particular trajectory towards a particular
set of diversity beliefs. However, due to the nature of the study, data collection was limited to
the designated time points, which may have limited the depth and scope of the findings. This
approach is not entirely consistent with Grounded Theory Methodology (Charmaz, 2017),
which generally relies on iterative data collection and analysis to allow theory to develop from
the data.

Third, the distinct sociopolitical and historical context of East Germany as well as the
experiences of marginalization, including social and economic disadvantages following
reunification and ongoing stereotyping in broader German society (Kubiak, 2019) may affect
pre-service teachers’ conceptualizations of culture and diversity and their willingness or ability
to engage in critical reflection on privilege, power, and identity. As a result, findings may not

be easily transferable to other German regions or international contexts.

4.5 Conclusion

Our study follows the call for qualitative, longitudinal research on pre-service teachers’
cultural diversity beliefs and investigating mechanism of change (Civitillo et al., 2018). The
current study is the first to investigate the relationship between pre-service teachers’ White

cultural identity development and cultural diversity beliefs in Eastern Germany, thus extending
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the theory on White identity development as an important process influencing teachers’ cultural
diversity beliefs. Based on the central findings, the following conclusions for teacher training
are drawn:

First, the relation between teachers' identity development and their cultural diversity
beliefs in the classroom suggests the need for reflective practices as valuing cultural diversity
beliefs requires pre-service teachers to develop their White cultural identity through critical
reflection on their own cultural identity, socialization, and positioning. Our findings highlight
the need for teacher education to encourage pre-service teachers to explore their own cultural
identity and provide opportunities to reflect on the role of their own identity in their actions in
the classroom, especially during the practical teaching phases.

Second, the way pre-service teachers conceptualize culture is crucial for their White
cultural identity development. If pre-service teachers have a limited understanding of culture,
focusing solely on observable aspects such as traditions and rituals, they may endorse cognitive
strategies that inadequately consider students' cultural identities in the sense of culturally
responsive teaching (Gay, 2018). In teacher education, promoting a more nuanced
understanding of culture and cultural groups that incorporates the complexities of power,
privilege and identity can lead to a deeper appreciation of cultural diversity in the classroom.
In this context, teacher education should encourage pre-service teachers to critically examine
various definitions of culture and cultural groups, prompting them to move beyond superficial
understandings and consider the limitations of their own conceptualizations of culture and
cultural groups (McVee, 2014).

Third, pre-service teachers’ direct or vicarious experiences of rejection, discrimination,
and racism can either hinder or support their White cultural identity development. Such
experiences can trigger emotional responses like fear, frustration, guilt, or shame, which may
prevent individuals from fully recognizing or addressing their own privilege and power

dynamics. This, in turn, might lead them to adopt defensive beliefs, such as rejecting or ignoring
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cultural diversity as a coping mechanism. On the other hand, direct or vicarious experiences of
rejection, discrimination, and racism may also motivate White pre-service teachers to actively
engage in efforts to combat discrimination and racism, fostering the development of valuing
cultural diversity beliefs. In the context of teacher education, the WRID model (Helms, 2014)
can serve as an important tool for self-reflection, helping White teachers understanding their
own White cultural identity development and its connection to student outcomes and culturally

responsive teaching practices.
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5. General Discussion

The overarching goal of this dissertation was to investigate how contextual conditions
and psychological interventions are associated with components of pre-service and in-service
teachers’ Culturally Responsive Teaching (CRT). To answer the overarching research question,
three research aims were pursued: 1) Investigate the contextual conditions of in-service
teachers’ acculturation attitudes and CRT efficacy as components of CRT, 2) Investigate how
pre-service teachers can be prepared for CRT through a teacher training program, 3) Investigate
how White pre-service teachers in Germany develop their implicit and explicit cultural diversity
beliefs and explore the processes that facilitate changes in these beliefs.

To pursue these research aims, three empirical studies were conducted. These studies
investigated pre-service and in-service teachers in Germany, using quantitative, qualitative, and
intervention data. The following sections summarize the findings, connecting them to the three
research aims of this dissertation. Subsequently, the strengths and limitations are evaluated, and
directions for future research are suggested. Finally, the overarching research question is
answered, and the result is discussed based on the three empirical studies. Practical implications

are derived from the findings, followed by a conclusion.

5.1 Research Aim 1
5.1.1 Overview of Findings

To answer the overarching research question, the first research aim was to investigate
the contextual conditions of components of CRT. In Chapter 2 of this dissertation, an empirical
study employed a cross-sectional study with in-service teachers to investigate how school
climate and school composition are associated with in-service teachers’ acculturation attitudes
and CRT efficacy.

As expected, findings indicated that school climate was associated with higher CRT
efficacy among in-service teachers. Specifically, stronger perceptions of an equality and

inclusion climate were associated with higher teaching-related efficacy, meaning that teachers
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were more confident in coping with the challenges of a multicultural classroom and adapting
their teaching to the cultural diversity of their students, as well as adequately responding to
students with different abilities and cultural preconditions. However, no association was found
between perceived norms of equality and inclusion and the efficacy of promoting positive
intercultural relations. A stronger perception of cultural pluralism climate was not only
associated with higher teaching-related efficacy, but also higher efficacy regarding the
promotion of positive intercultural relations, i.e., they were more confident in advancing
relationships between students of different cultural backgrounds, contributing to greater mutual
understanding among students from different cultural groups, and helping to reduce mutual
prejudices between students.

Overall, the results align with existing research suggesting that school climate is
associated with teacher outcomes (Zee & Koomen, 2016), while also extending research to the
context of cultural diversity. The results of the present dissertation are also in line with the
findings of a cross-national study across 46 countries with over 90,000 teachers by
Schwarzenthal et al. (2023), revealing that a perceived multicultural school climate is associated
with teachers’ CRT self-efficacy at the school level.

However, the findings of the current dissertation suggest that teachers’ acculturation
attitudes do not mediate the association between school climate and CRT self-efficacy. To date,
this is the first study applying an acculturation framework to teachers, limiting direct
comparisons with previous research. Further, the results of the current dissertation suggest that
teachers’ acculturation attitudes mediate the association between school composition and CRT
self-efficacy. In-service teachers working in schools with a higher proportion of students of
culturally minoritized groups are more supportive of cultural maintenance, suggesting that
greater cultural diversity and intergroup contact may foster more inclusive attitudes. The
findings are consistent with previous research by Brault et al. (2014), revealing that schools’

ethnic composition can influence a variety of teacher expectations. In summary, with regard to
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the first research aim, it can be concluded that school climate and school composition are

associated with components of CRT and are therefore important contextual conditions for CRT.

5.1.2 Strengths, Limitations, and Implications for Future Research

The current dissertation makes several important contributions to the understanding of
contextual conditions of CRT by applying a robust quantitative approach. This dissertation is
the first to apply an acculturation framework to teachers, expanding the scope of acculturation
research beyond students. The results provide new insights into how teachers’ acculturation
attitudes and CRT efficacy are associated with the broader school context. By integrating
perspectives from both CRT and acculturation research, the study provides a more
comprehensive understanding of the conditions shaping CRT practices.

Given the conflicting findings of previous studies on the relationship between school
climate and CRT efficacy, future research should address several considerations: First, CRT
efficacy and school climate were measured on the basis of self-reported data, which are
sensitive to response tendencies and socially desirable responses and might not align with the
perceptions by others (Kreitchmann et al., 2019; Paulhus, 2017). Therefore, future studies could
obtain more reliable and robust data and provide valuable insights into potential differences
between teachers’ and students’ perceptions by evaluating CRT practices also from students’
perspectives or through classroom observations (Grazia & Molinari, 2021; Mitchell et al.,
2010). Furthermore, there is a lack of research on implicit culture-related attitudes and beliefs,
which is needed because teachers’ explicit cultural diversity beliefs do not always align with
their implicit beliefs due to social desirability (Bhatia & Walasek, 2023). The use of quantitative
measurements, such as the Implicit Association Test (De Houwer et al., 2015) and the Implicit
Relational Assessment Procedure (Barnes-Holmes et al., 2010), are suggested for future
research to assess also implicit attitudes and beliefs about cultural diversity. Future qualitative

research could explore how teacher trainings shape teachers’ implicit attitudes and beliefs
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toward cultural diversity, using in-depth interviews and observational methods to uncover

underlying biases that may not be self-reported.

5.2 Research Aim 2
5.2.1 Overview of Findings

To answer the overarching research question, the second research aim was to investigate
how pre-service teachers can be prepared for CRT through a teacher training program. This
dissertation addresses the research gap in intervention studies by using a qualitative,
longitudinal, quasi-experimental design to examine teachers’ professional development in CRT
(Civitillo et al., 2018). In particular, this dissertation investigated how the implementation of
the Identity Project in the classroom promoted the development of components of CRT, namely,
critical reflection, cultural diversity beliefs, and CRT efficacy. Using thematic analysis (Braun
& Clarke, 2006), findings suggest that implementing the Identity Project in classrooms
promotes pre-service teachers’ quality of critical reflection, contributes to valuing cultural
diversity beliefs, and promotes CRT efficacy. Further, the results suggest that there are
intraindividual differences in pre-service teachers’ perceptions of self-efficacy, while pre-
service teachers felt more confident in dealing with culturally diverse students, they often felt
less confident in combating discrimination and racism.

The general findings are consistent with a critical review of teacher training,
emphasizing the positive effects of experiential learning on pre-service teachers’ outcomes
regarding CRT (Civitillo et al., 2018). Similar to the study by Pevec et al. (2024), which
investigated the Identity Project Seminar in schools, this dissertation found that engaging with
themes related to cultural diversity and related identities can increase pre-service teachers’ CRT
efficacy. While the Identity Project Seminar provided pre-service teachers with opportunities
for experiential learning by doing student activities themselves, the implementation of the
Identity Project in classrooms offered real-life teaching experiences. In contrast to the results

of the intervention study on the Identity Project Seminar (Pevec et al., 2024), which found no
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changes in deficit thinking about minoritized students, this dissertation found that the practical
implementation of the Identity Project in the classroom facilitates the reconstruction of deficit
beliefs and promotes valuing cultural diversity beliefs. However, the results of this dissertation
suggest that practical experiences per se do not contribute to CRT, as pre-service teachers who
completed a regular school internship rarely developed valuing cultural diversity beliefs but
rather beliefs that ignore or reject cultural diversity.

In summary, with regard to the second research aim, it can be concluded pre-service
teachers can be effectively prepared for CRT through teacher training programs that combine
seminar-based learning with practical implementation in culturally diverse environments, and
that center not only cultural identities but also related social themes related to power dynamics,
such as stereotypes, racism, and intersectionality, as exemplified by the Identity Project. These
findings emphasize the importance of structured, reflective, and experiential learning

opportunities as essential elements in preparing teachers for CRT.

5.2.2 Strengths, Limitations, and Implications for Future Research

The current dissertation makes several important contributions to the understanding of
pre-service teachers’ professional development for CRT by employing a rigorous qualitative,
longitudinal design, combining pre- and post-intervention assessments with a control group.
The investigation is one of the first investigations to investigate multiple components of CRT,
namely, critical reflection, cultural diversity beliefs, and CRT efficacy, rather than investigating
them in isolation. Another strength of this dissertation lies in the exploration of an additional
dimension of CRT efficacy, specifically its relationship to power structures such as racism and
discrimination. Power relations, although central to the concept of CRT, have rarely been
considered in existing measurement scales of CRT efficacy (see limitations in chapter 6.1.2).
This dissertation offers a more comprehensive understanding of intraindividual differences and
development in pre-service teachers’ CRT efficacy by exploring various dimensions. The

findings highlight the need for future quantitative research to develop and validate
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measurements that explicitly incorporate power-related dimensions of CRT efficacy, enabling
a more nuanced assessment. However, the results based on a small sample are limited in their
generalizability. Future quantitative research could examine whether the identified dimensions
of CRT efficacy are consistent across larger, more diverse samples of pre-service teachers,
including those from different regions in Germany and varying levels of teaching experience.
Regarding pre-service teachers’ cultural diversity beliefs, the findings of this
dissertation suggest intraindividual inconsistencies in participants’ cultural belief systems. For
instance, a pre-service teacher may explicitly express support for cultural diversity, but
simultaneously make stereotypical comments about culturally diverse students. Such
inconsistencies highlight the complex interplay between explicit (conscious) and implicit
(unconscious) beliefs. Thus, future research investigating teachers’ cultural diversity beliefs
should utilize methodologies such as Grounded Theory Methodology (Glaser & Strauss, 1998)

to explore the complex and often contradictory nature of explicit and implicit beliefs.

5.3 Research Aim 3
5.3.1 Overview of Findings

To answer the overarching research question, the third research aim was to investigate
how White pre-service teachers in Germany develop their explicit and implicit cultural diversity
beliefs and explore the conditions that facilitate changes in these beliefs to develop a grounded
theory. In Chapter 3 of this dissertation, an empirical study used a grounded theory approach to
investigate the relation between White identity development and cultural diversity beliefs in the
context of Eastern Germany. In doing so, this dissertation expands on CRT by highlighting the
role of White identity development as a condition in shaping pre-service teachers’ cultural
diversity beliefs.

First, the findings suggest that White pre-service teachers need to critically reflect on
power dynamics and their own positioning in order to develop their White cultural identity,

which in turn supports the development of valuing cultural diversity beliefs. Second, the
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findings suggest that White pre-service teachers who conceptualize culture in a simplistic and
essentialist or hierarchical way, focusing exclusively on observable characteristics such as
clothing, customs, or rituals, often avoid addressing the deeper complexities of cultural
identities in the classroom and tend to develop beliefs that ignore or reject cultural diversity. In
contrast, the findings suggest that the dynamic conceptualization of culture, which
acknowledges its complex nature and the role of power, is an important condition for the
development of a White cultural identity, which in turn is crucial for the development of valuing
cultural diversity beliefs. Third, pre-service teachers’ direct or vicarious experiences of
rejection, discrimination, and racism can either hinder or support their White cultural identity
development and cultural diversity beliefs: Experiences of rejection, discrimination, and racism
can trigger emotional responses such as fear, frustration, guilt, or shame that can hinder
individuals from fully recognizing or addressing their own privilege and power dynamics,
leading to the development of rejecting and ignoring cultural diversity beliefs. However, direct
or vicarious experiences of rejection, discrimination and racism can foster self-
awareness and reflection about their own cultural identity and privilege or disadvantage and
motivate White pre-service teachers to actively engage in combating discrimination and racism
and developing valuing cultural diversity beliefs. Although previous literature on CRT
describes critical reflection on power dynamics and identity development as important
components (Gay, 2013), these have not been investigated in relation to beliefs and described
as important conditions for the development of appreciative beliefs.

In summary, with regard to the third research aim, it can be concluded White pre-service
teachers in Germany develop their White cultural identity based on their conceptualization of
culture, the quality of their critical reflection on power dynamics and their own identity, as well
as experiences with rejection, discrimination, and racism, which in turn are important

conditions for developing cultural diversity beliefs.
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5.3.2 Strengths, Limitations, and Implications for Future Research

In addressing the third research aim, this dissertation considers the research gap
concerning the conditions under which cultural diversity beliefs develop, with particular
attention to the limited focus on implicit cultural diversity beliefs. A key strength in answering
the third research aim lies in the application of a grounded theory approach that enables an in-
depth qualitative investigation of the conditions that facilitate the development of implicit and
explicit cultural diversity beliefs among pre-service teachers (Charmaz, 2017). In doing so, this
dissertation makes an important contribution to existing research on CRT by identifying the
development of White cultural identity as a crucial intraindividual psychological process that
shapes teachers’ cultural diversity beliefs. Moreover, this dissertation provides an
understanding of how pre-service teachers in East Germany develop their cultural identities and
identifies the experiences and processes that facilitate this development.

Some limitations with respect to this dissertation should be noted. First, in accordance
with the constructivist position of grounded theory, this study does not claim to offer an exact
representation of reality but rather an interpretive portrayal of teachers’ cultural diversity beliefs
and their White cultural identity. The findings are partial, provisional, and fallible
interpretations and should therefore be viewed as a working model that remains open to revision
as further data and perspectives emerge (Charmaz, 2017). Moreover, the study’s small and non-
probability sample, limited to pre-service teachers from two schools in a particular region of
East Germany, reflects specific contextual factors that limit the generalizability of the findings.
However, rather than relying on statistical generalization, qualitative research encourages
generalization through context similarity and pattern recognition (Hammar Chiriac et al., 2023).
Readers are invited to reflect on whether the findings resonate with their own contexts and
whether the identified patterns are recognizable in the educational environments and teacher
populations they engage with (Larsson, 2009). Lastly, while the grounded theory approach

allowed for rich, context-sensitive insights, the study’s reliance on a single participant group
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and specific methods of data collection limits the diversity of perspectives included. Future
research should therefore seek to incorporate multiple data sources, such as students, parents,
principals, policymakers, and relevant documents, and a wider range of data collection methods,
including interviews, surveys, and ethnographic observations across various levels of the
education system. Future studies are encouraged to examine how teachers in other educational
and cultural settings interpret and develop cultural diversity beliefs and White cultural identities

under differing contextual conditions.

5.4 Overarching Aim
5.4.1 Overview of Findings

The overarching research aim of the present dissertation was to investigate how
contextual conditions and psychological interventions are associated with components of pre-
service and in-service teachers’ CRT. Results suggest that the development of CRT in both in-
service and pre-service teachers is shaped by a complex interplay of contextual, experiential,
and individual conditions.

First, quantitative research revealed that school climate and school composition are
important contextual conditions associated with in-service teachers’ CRT efficacy, particularly
when characterized by a climate of cultural pluralism, and equality and inclusion. However,
qualitative findings indicated that pre-service teachers practicing in schools with a high
proportion of culturally minoritized students do not necessarily increase their CRT efficacy or
support for cultural maintenance, as in some cases, such experiences may even reinforce deficit
beliefs.

Second, findings from intervention data suggest that pre-service teachers benefit most
from training programs that combine reflective, seminar-based learning with structured
practical experiences in culturally diverse environments, promoting critical reflection, CRT

efficacy, and valuing cultural diversity beliefs.
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Third, the development of White pre-service teachers’ explicit and implicit cultural
diversity beliefs is associated with their White cultural identity development. White pre-service
teachers’ cultural identity development is shaped by how they conceptualize culture, their
critical reflection on power dynamics, and their reflection on personal or vicarious experiences
with rejection, discrimination, and racism. Together, these findings emphasize the importance
of structurally embedding experiential, critically reflective, and cultural identity-focused
learning opportunities into teacher education, while also fostering a cultural pluralism school

climate, to effectively prepare teachers for CRT.

5.4.2 Strengths, Limitations, and Implications for Future Research

A great strength of this dissertation is that various dimensions of CRT were investigated,
and the contextual perspective was considered in the investigations. Drawing on bioecological
systems theory (Bronfenbrenner & Morris, 2007) teachers’ professional development
constitutes proximal processes (i.e. enduring forms of interaction in the immediate
environment) that are crucial for development, and whose effects vary depending on the
context, for example on factors in microsystem (i.e., schools) and macrosystems (i.e.,
sociocultural context of East Germany). This dissertation highlights contextual characteristics,
such as school composition, school climate, and teacher education (microsystem), that play a
crucial role in shaping various intraindividual psychological processes related to culturally
responsive teaching (e.g., the development of pre-service teachers’ White cultural identity, CRT
efficacy, and cultural diversity beliefs). Another key strength is the investigation of both in-
service and pre-service teachers, which allows for a broader understanding of CRT across
different stages of teacher development. Moreover, the dissertation stands out for its
methodological richness. This dissertation integrates a variety of research methods,
incorporating both qualitative and quantitative approaches to provide a nuanced and
multifaceted understanding of the different components of CRT. For the qualitative analysis,

longitudinal intervention data with a control group were conducted and analyzed through
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thematic analysis (Braun & Clarke, 2006) and constructivist grounded theory (Charmaz, 2017).
The quantitative methods involved cross-sectional data, and path analysis was conducted. This
mixed-methods approach enhances the depth and validity of the findings through
methodological triangulation (Olsen, 2004).

Qualitative and quantitative research both offer unique strengths when investigating
components of CRT. Quantitative methods, provide more robust, generalizable data on how
contextual factors such as school climate and composition influence teachers’ CRT efficacy. In
contrast, qualitative approaches provide deeper insight into the complex and developing
cultural diversity beliefs of pre-service teachers and their cultural identity development,
capturing the nuanced, intraindividual psychological processes that are often limited in
representation through numerical data. Furthermore, qualitative research extends existing
research by exploring deviations from the quantitative relationships studied, offering
explanations for unexpected or contradictory findings, and illustrating how general patterns
manifest in particular, deviant, individual cases, thus enriching and deepening the
understanding of CRT development.

One limitation of this dissertation concerns the temporal and regional differences in data
collection across the individual studies. The data presented in Chapter 2 were collected in 2011
as part of a larger study on cultural diversity climate and acculturation in schools, whereas the
data in Chapters 3 and 4 were collected a decade later, in 2021 and 2022. These temporal gaps
may limit the comparability of findings, as societal, educational, and political contexts have
changed over time, potentially influencing teacher attitudes and experiences. For instance, the
2013 update to the resolution on intercultural education puts a stronger emphasis on
intercultural competence and anti-discrimination (Kultusministerkonferenz [KMK], 2013). In
addition, increased migration to Germany since 2015, including the arrival of displaced
individuals from various regions (e.g., Syria, Afghanistan), and more recently from Ukraine in

2022, has contributed to changes in school composition and the broader societal discourse on
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cultural diversity. These developments at the macro level are likely to have an impact on the
school climate (microsystem). The changing school composition and school climate may, in
turn, change teachers’ diversity-related attitudes and beliefs as well as CRT self-efficacy. As a
result, the findings from Chapter 2 may have limited applicability to the current educational
context, and comparisons with more recent data from Chapters 3 and 4 should be interpreted
with caution and highlights the need for ongoing, context-sensitive research.

As teachers differ in their conceptualizations of culture and diversity beliefs, future
research could explore whether subject-specific contexts (e.g., history or geography education)
influence these understandings and how they intersect with the development of CRT practices.
Future research should also examine how CRT can be integrated into subject-specific
instruction, since themes like culture, identity, and power are highly relevant across various
subjects.

Another important limitation is that the data used in this dissertation is based solely on
self-report surveys and interviews. While the data provide valuable insights into teachers’
explicit and implicit cultural diversity beliefs, attitudes and experiences, they are inherently
subject to bias due to social desirability, memory problems and individual interpretations of the
researcher. Moreover, the self-reported data may not accurately reflect actual classroom
practices (Paulhus, 2017; Kreitchmann et al., 2019) nor fully capture the complexity of
interactions between various contextual systems and individual factors (Bronfenbrenner &
Morris, 2007). Therefore, future research should incorporate a variety of sources (e.g., students,
parents, principals, stakeholders, policy documents) as well as diverse data collection methods
(e.g., interviews, questionnaires, and ethnographic observations across classrooms,
schoolyards, staff rooms, and decision-making meetings at various levels within the educational
system) (Hammar Chiriac et al., 2023). To address potential biases in future research, a
combination of instruments is recommended. Quantitative studies can use the Social

Desirability Gamma Short Scale (NieBen et al., 2019) and Implicit Association Tests
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(Greenwald et al., 1998) to control for bias and uncover implicit attitudes. For qualitative
research, methods such as the Culturally Responsive Instruction Observation Protocol (Powell
et al., 2016), narrative interviews, and discourse analysis (Van Dijk, 2000) are valuable for

capturing more objective classroom instructions and underlying assumptions.

5.5 Going Above and Beyond: Implications for Practice

The findings of this dissertation highlight the need for a comprehensive and multi-
layered approach to developing culturally responsive teaching (CRT) among both pre-service
and in-service teachers. The identified contextual conditions, experiences and intraindividual
processes associated with the development of CRT point to several implementable strategies at
different levels of the education system.

At the micro level, teachers can adopt concrete practices that are consistent with a
cultural pluralism as well as an equality and inclusion climate and can have a positive impact
on their culturally diverse students (e.g., more positive ethnic identities and positive intergroup
experiences, lower prejudice and discrimination) (Schachner et al., 2021; Schwarzenthal et al.,
2018). Teachers can promote norms of cultural pluralism in their classrooms by offering many
opportunities to engage with diverse cultural norms, traditions, values, and specifically showing
an interest in and valuing the cultural backgrounds of the families of their culturally diverse
students. Teachers can also promote equality and inclusion by encouraging collaboration on
common goals through cooperative learning techniques (Banks, 2015; Schachner et al., 2016).
In addition, teachers are encouraged to critically reflect on their CRT practices, supported by
self-evaluation tools designed for this purpose (Lawson et al., 2024). Similarly, the WRID
model (Helms, 2014) can serve as an important tool for self-reflection, helping White teachers
to understand their own White cultural identity development and its connection to student
outcomes and CRT practices, and facilitating the development of their cultural diversity beliefs.

Furthermore, at an institutional level, school leadership practices can constantly prepare

culturally responsive teachers and providing culturally responsive school environments, and
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increasing teachers’ CRT efficacy (Duyar et al., 2013; Khalifa et al., 2016). However, the
implementation of CRT demands a systemic reform of the education system, including the
revision of textbooks and curriculum that often reinforce ethnocentric narratives and racial
stereotypes (Zabel, 2022; Ziai & Marmer, 2023). Schools can only close opportunity and
achievement gaps by adopting culturally responsive practices through a whole-school approach,
involving all levels from classroom instruction to leadership and policy (Mayfield & Garrison-
Wade, 2015)

At the institutional level, higher education institutions and policymakers should offer
culturally responsive training programs for both pre-service and in-service teachers. Teacher
education must prepare teachers by establishing a strong theoretical and evidence-based
foundation. Coursework should introduce essential theories such as Social Identity Theory
(Tajfel & Turner, 1986), which explains how teachers sense of self and group memberships can
shape their behavior, and Critical Race Theory (Ladson-Billings & Tate, 1995), which provides
a framework for reflecting on racial inequalities in education by examining how systemic
racism, including discriminatory practices and policies, impacts culturally minoritized students.
Additionally, reflecting on various conceptualizations and its limitations as well as introducing
key concepts intersectionality and CRT should be integrated to provide a comprehensive
foundation for working in culturally diverse classrooms. However, many teachers challenging
to translate abstract theoretical knowledge into practical classroom strategies. Therefore,
seminars must not only provide opportunities to explore different facets of one's own
sociocultural identity and reflect on personal social positioning, but also integrate theory into
practice through applied methods such as case-based instructions (Carbonneau et al., 2025) and
classroom simulations (Kelley et al., 2025). Moreover, theory and practice should be combined
to create meaningful and transformative learning experiences, enabling pre-service teachers not
only to translate theoretical concepts into practice but also to apply them in ways that strengthen

their self-efficacy, an essential foundation for confidently and competently implementing CRT
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in diverse classroom settings. To support this process, service-learning opportunities in
culturally diverse communities can deepen cultural understanding and reinforce practical
application of CRT principles (Brown & Howard, 2005), while mentoring and supervision are

critical to provide feedback and can stimulate further self-reflection (Zaffini, 2022).

5.6 Conclusion

This dissertation offers a significant contribution to teacher preparation for cultural
diversity, particularly considering the limited engagement with international discourses on
cultural diversity, discrimination, and racism within the German context. In conclusion, this
dissertation emphasizes the multifaceted development of CRT among pre-service and in-
service teachers, highlighting the complex interplay of contextual, experiential, and
intraindividual psychological factors and processes. Drawing on both quantitative and
qualitative data, this research highlights the significance of contextual conditions such as a
school climate of cultural pluralism, and equality and inclusion in shaping teachers’ CRT
efficacy. However, it has also been shown that contact with culturally diverse students alone is
not sufficient in preparing teachers in CRT as in some cases it can even reinforce deficit beliefs
if it is not combined with critical reflection and structured learning. The findings further
demonstrate that CRT development is most effectively supported through interventions that
integrate theoretical instruction with experiential and critically reflective opportunities. In
particular, teacher training programs that promote identity exploration, critical self-reflection,
and application in practical school settings can foster pre-service teachers’ CRT efficacy and
cultural diversity beliefs. Notably, the development of White pre-service teachers’ cultural
diversity beliefs is associated with their White cultural identity development, which is shaped
by their conceptualization of culture, critical reflection on identity, and reflection on
experiences of rejection, discrimination and racism. These findings point to the essential role
of identity development in preparing teachers for CRT, as well as the need to structurally embed

such opportunities within teacher education.
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APPENDIX

Table 8

Interview Guide Used for the Empirical Studies Presented in Chapters 3 and 4

Questions Inquiries Construct Literature

To what extent do values, beliefs, behaviors play a role in

. o

What do you understand by culture? their deﬁmtlgn. . Conceptualization

Who determines which culture someone belongs to?

- of Culture
And language and religion?
Can people's values, beliefs and behavior change?
Based on Douglass &

What defines you as a person/ your Identity Umarga—Taylor, 2015;
. . . Umaia-Taylor &
identity in general? exploration

Bamaca-Goémez,

2004
Which groups do you feel you belong
to Some people feel, for example, that .
they are from Halle/ /Russian- g&re litillei:reitoar;y ;)(‘;hers i(:)lrl)ps to which you feel you belong,
German/Kurdish/German/East ‘8- TEHIEIOUS group o
German/European
What role do norms and values play in Could you add any other "cards" that play a role in your
your cultural identity? What role does ) }
. . . cultural identity?

language play in your cultural identity?

What childhood and youth experiences were particularly
Can you talk to me about your formative for your identity?
experiences growing up as a child, Is school a place that has shaped your identity?

: : - Based on Shower

teenager and young adult (social How or did you come to the decision to become a teacher (2021)

origin)?

and what influenced your decision?
What influences have strengthened your cultural identity?

xipuaddy

IMATX
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Questions

Inquiries

Construct

Literature

How important is your cultural identity
to you?

Can you give an example of the role your cultural identoty
plays in your everyday life?

Identity resolution

Based on Douglass &
Umaiia-Taylor, 2015

When you think about your cultural

identity or the group you feel you Is your cultural background more of an advantage or Identity
belong to, what feelings do you disadvantage for you? affirmation
associate with it?
What experiences have helped you understand or
strengthen your cultural identity?
To what extent have you explore your For instance, have you reflected on cultural identity, Identity Based on Douglass &
own cultural identity so far? discussed it with others (such as friends or family), read exploration Umaia-Taylor, 2015
about it, sought information in other ways, attended events,
visited meaningful places, or traveled?
What were you struggling with, and what was the source of
Was there a time when you struggled that struggle? Identity Based on Schauer
with yourself and your identity? Do you think your students are experiencing similar affirmation (2021)

challenges with their own identity?

How strongly do you feel a sense of
belonging to Germany?

Identity resolution

Based on Douglass &
Umaia-Taylor, 2015

Identity
What does it mean to you to be exploration Based on Douglass &
German? /Identity Umaia-Taylor, 2015
resolution
What is important to you when Diversity belicfs Based on Civitillo et

teaching?

al (2019)
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Questions Inquiries Construct Literature
Can you explain what diversity means Diversity beliefs Based on Civitillo et
to you in the context of school? Verstty al (2019)

. . : Can you explain this with an example? L
Which ~aspects of diversity are In your opinion, which of these aspects should be taught Diversity beliefs Based on Civitillo et

particularly important to you?

more and which less?

al (2019)

Do you notice cultural diversity in your
school?

In what ways do you perceive cultural diversity at your
school?

Have you noticed any changes or developments in recent
years?

Cultural diversity
beliefs

How do you personally feel about this?
Do you see it as beneficial, neutral, or
as a burden?

Can you tell me about a specific experience when you
perceived cultural diversity as a benefit or a burden?

Cultural diversity
beliefs

Can you give examples, e.g. methods, content, to take

. AR . It
To what extent do you consider cultural cultural diversity into account in lessons? Cu ural.ly
L : responsive
diversity in your classroom? To what extent does your own environment/cultural teachin
identity influence your approach? g
hat should teach rticul .
Wha _shou d teachers pay PArHeual g ot skills should teachers have? Cultural.ly
attention to when dealing with responsive
culturally diverse students? teaching
To Wha}t extent dp you integrate your Culturally
own life experiences, or the life e )
. . Can you explain this with an example? responsive
experiences of your students, into your .
teaching
lessons?
.. . . Culturally
What opportunities and challenges Can you talk about a specific experience? .
responsive

arise in culturally diverse classrooms?

What do students gain from diversity?

teaching
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Questions

Inquiries

Construct

Literature

What steps would you take to
foster positive interactions
between culturally diverse
students?

Culturally responsive teaching

To what extent do you feel able to
interact effectively with culturally
diverse students and their parents?

Culturally responsive teaching
efficacy

To what extent do you have the
confidence to address difficult
topics such as racism and
discrimination?

Culturally responsive teaching
efficacy

What experiences have helped you
to be more confident in dealing
with  culturally heterogeneous
classes?

What experiences and offers
would you like to have in order to
feel more competent in dealing
with culturally heterogeneous
classes?

Culturally responsive teaching
efficacy

How do you perceive the presence
of privileged or disadvantaged
students in your classroom?

Who are these students?
Can you talk about a specific
experience?

Critical consciousness

When you reflect on your own
school days, do you feel that you
were privileged or disadvantaged?

Can you give examples?

Critical consciousness

How does your world differ from
that of today's students?

Critical consciousness

How competent do you feel in
dealing  professionally  with
educational inequalities between
different groups?

Are there any experiences that
have helped you to feel better
prepared?

Critical consciousness

I'T
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Questions

Inquiries

Construct

Literature

What can you imagine doing
differently in your role as a teacher
and how else could you act to

better address educational
inequalities between different
groups?

What similarities and differences
do you perceive between their
living environment and that of your
students?

Can you give examples?

Would you answer the question
differently if you compared your
childhood environment with that of
your pupils?

Critical consciousness

Based on Heberle, et al. (2020)
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