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Unveiling the black box: exploring
teachers’ approaches to ethnic
victimization incidents at school

Sevgi Bayram Ozdemir* and Metin Ozdemir

Center for Lifespan Development Research, Orebro University, Orebro, Sweden

Schools are crucial socialization contexts where civic norms and values
such as appreciating diverse perspectives and embracing differences can
be systematically transmitted to the next generations. This process, in turn, can
fosterthe development of more inclusive societies. However, increasing polarized
political climate poses a risk for the formation of harmonious interactions
between youth of different ethnic origins in schools. Teachers are considered as
crucial resources in addressing negative student interactions and helping victims
in overcoming the consequences of their negative experiences. Nevertheless,
our understanding of how teachers respond to ethnic victimization incidents is
limited, along with the factors influencing their responses. To address this gap in
knowledge, we examined the relative contributions of teachers’ general efficacy
(i.e., managing disruptive behaviors in class) and diversity-related efficacy (i.e.,
addressing challenges of diversity) on their responses to ethnic victimization
incidents. The sample consisted of head teachers of 8th grade students (N =72;
56% females). The results showed that teachers adopt a diverse range of
strategies to address incidents of ethnic victimization, with a primary focus on
prioritizing the comfort of the victim as the foremost action. Further, we found
that teachers’ efficacy in handling disruptive behaviors in class, as opposed to
their efficacy in addressing diversity-related issues, explained their responses to
victimization incidents. Specifically, teachers with a high sense of efficacy for
classroom management were more likely to contact parents of both victims
and perpetrators and to provide comfort to the victim. These findings highlight
the necessity of supporting teachers to enhance their efficacy in classroom
management, and in turn to address potential challenges in diverse school
settings more effectively.

KEYWORDS

ethnic victimization, teachers’ responses to ethnic victimization, teachers’ responses
to bias-based bullying, immigrant youth, ethnic bullying

Introduction

Schools are considered as one of the important socialization contexts, where children and
adolescents with diverse backgrounds meet in the first place and where civic norms and values,
including tolerance to differences, can be transmitted to the entire population of young people
(Torney-Purta, 2002). Students” experiences in diverse school context may have enduring
implications for how they view and interpret differences among people and how they treat and
interact with people from different backgrounds. A school environment that systematically
promotes harmonious interactions among diverse student groups can offer an optimal
educational and developmental setting for acquiring skills essential for functioning in a diverse
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society (Barrett, 2018). However, the increasing polarized political
climate poses a risk for the formation of harmonious interactions
between youth of different ethnic origins in schools. For instance, a
recent report from Sweden showed that 48% of 5th grade students had
either seen or heard something racist in their school at least once or
even multiple times (Radda Barnen, 2021). This finding is concerning
and underscores the importance of taking systematic actions in
schools to address this emerging social concern.

Teachers are often recognized as vital socialization agents capable
of imparting socially acceptable values and behaviors to students
(Farmer et al., 2011). They are also presumed to be crucial resources
within schools for intervening in negative interactions among students
(Yoon and Bauman, 2014; Burger et al., 2015) and assisting victims in
overcoming the consequences of their adverse experiences (Huang
et al, 2018; Bayram Ozdemir et al, 2021b). Despite these
presumptions, there is limited empirical knowledge about how
teachers respond to negative interactions among students with diverse
backgrounds and the factors influencing teachers’ actions. Developing
such knowledge is necessary to prepare teachers for the changing
needs of schools, and in turn societies at large. Consistently, our aim
is to address this knowledge gap by exploring the extent to which
context-specific self-efficacy (e.g., teachers’ efficacy for handling
disruptive behaviors in class and efficacy for addressing challenges of
contributes to teachers ethnic

diversity) approaches to

victimization incidents.

Teachers' responses to peer victimization

Bullying often occurs within a school environment, and teachers
are assumed to be important figures that could intervene with the
bullying processes. Teachers vary from one another regarding how
they respond to bullying and victimization, and various
conceptualizations exist to differentiate between these varied types of
responses (Bauman et al., 2008; Marshall et al., 2009; Campaert et al.,
2017). As Marshall et al. (2009) highlighted, some responses are
explicitly directed either toward the perpetrator or the victim, such as
disciplining bullying behavior or providing comfort and support to
the victim. In contrast, other responses take a more indirect route by
involving parents or initiating discussions with the entire class group
or other school staff. Research examining the link between teachers’
responses and bullying reveals mixed or counterintuitive findings.
Nonetheless, instances of lack of intervention or trivialization by
teachers were generally found to be associated with high levels of
bullying behaviors in class (Campaert et al., 2017), and contribute to
non-defending behaviors among other students (Hektner and
Swenson, 2012). On the other hand, teachers™ active efforts (e.g.,
adopting disciplinary sanctions, Campaert et al., 2017; establishing
actions at class level; Wachs et al., 2019; making bullies feel empathy
for the victim; Garandeaut et al., 2016; helping the involved students
to find a solution; van Gils et al, 2022) have been found to
be associated with low levels of engagement in bullying among
adolescents. Even though the current state of empirical knowledge
does not provide a clear picture as to which of these active efforts are
most effective for reducing bullying, it can be still concluded that
teachers’ active efforts might strengthen students’ beliefs about the
non-acceptability of the behavior. In contrast, trivialization of bullying
incidents might reinforce the development of immoral cognitive
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justifications among students, and result in greater likelihood of
engagement in bullying (Campaert et al., 2017).

Determinants of teachers’ responses to
peer victimization

Various individual and contextual factors may influence teachers’
responses to bullying. For example, quantitative studies suggest that
female teachers (Green et al., 2008) and teachers with high empathic
skills tend to perceive peer victimization as a serious issue (Huang
etal., 2018), and are more inclined to intervene in bullying incidents
(Huang et al., 2018; Fischer S. M. et al., 2021; Kollerova et al., 2021).
Moreover, teachers who perceive their school environment as
cooperative and supportive are more likely to work with the bullies by
helping them understand the consequences of their actions and
encouraging more responsible behavior (Kollerova et al.,, 2021). In
contrast, those who perceive their school climate as hostile are more
inclined to discipline bullies and less likely to involve other adults in
addressing bullying incidents (Yoon et al., 2016). Furthermore,
qualitative studies highlight that teachers’ awareness of and sensitivity
to bullying (D’Urso et al., 2023; Paljakka, 2023), as well as their specific
knowledge on how to handle bullying incidents (D'Urso et al., 2023),
may contribute to how effectively they approach this problem to find
solutions. Specifically, it has been argued that when teachers lack
necessary inclusive education practices, including knowledge and
skills for handling bullying, they may fail to recognize the problem,
hold false beliefs about bullying (e.g., victims are often excluded, but
at times, they isolate themselves), or deny it to shield themselves from
feelings of personal/professional incompetence. However, teachers’
awareness of and sensitivity to this issue may empower them to take
proactive efforts in addressing it (D'Urso et al., 2023).

Despite a growing research interest in identifying the factors
contributing to teachers’ responses to victimization incidents, the
current literature lacks a theoretical foundation for these empirical
examinations. To address this concern, Fischer and Bilz (2019a)
proposed a conceptual model that systematically organizes the factors
influencing teachers’ responses to bullying incidents. This model
underscores teachers’ intervention competence as a crucial precursor
to their responses, alongside the situational and contextual factors
(e.g., types of bullying and the school type). According to this model,
teachers’ intervention competence is composed of several dimensions,
including knowledge (e.g., knowledge about bullying and accuracy
judgment), motivation (e.g., willingness to intervene and self-efficacy),
beliefs (e.g., beliefs about normality of bullying), and self-regulation.
Among these dimensions, teachers’ self-efficacy assumes a central
role, and thus is the focus of the current study.

The concept of teacher self-efficacy is rooted in Bandura’s (1977)
social cognitive theory and is defined as “teacher’s belief in his or her
capability to organize and execute courses of action required to
successfully accomplishing a specific teaching task in a particular
context” (Tschannen-Moran et al., 1998, p. 233). Self-eflicacy is
considered as one of the key beliefs influencing teachers’ motivations
and professional behaviors (Durksen et al., 2017). The common
thought behind this presumption is that self-efficacious teachers are
more task-involved and persistent in the face of obstacles, and thus,
are better equipped to take necessary actions in challenging situations.
Relatedly, teacher self-efficacy was found to be associated with several
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desirable outcomes, including high student academic motivation and
achievement (Caprara et al., 2006) and less teacher stress and burnout
(Schwarzer and Hallum, 2008). However, the existing literature
provides a complex picture for the pattern of association between
teacher self-efficacy and how teachers intervene with bullying
incidents (Fischer S. et al., 2021). Some studies revealed a positive
association between teacher self-efficacy and their likelihood of
intervention (e.g., Yoon, 2004; Duong and Bradshaw, 2013; Gregus
et al.,, 2017; Fischer and Bilz, 2019b) whereas others reported null
findings (e.g., Yoon et al., 2016; De Luca et al., 2019). These mixed
findings could be attributed to various reasons, including lack of
consensus in the measurement of teacher self-efficacy across studies.
Previous research has employed a variety of scales to measure teacher
self-efficacy, with some focusing on teachers’ confidence in managing
a range of responsibilities within a school context (e.g., meeting
teaching objectives, handling discipline problems, and taking
advantage of innovations and technologies, De Luca et al., 2019), while
others address teachers’ conviction about their competencies in
handling classroom misbehaviors or bullying (Gregus et al., 2017).
The predictive utility of teacher self-efficacy becomes more
pronounced when scales focus on specific and well-defined set of
behaviors and circumstances. Most of the null findings come from
studies lacking specificity in the measurement of teacher self-efficacy.
Considering this key knowledge from the literature, we examined
teachers’ intentions to intervene with ethnicity-based victimization by
focusing on context-specific teacher efficacy, namely teachers’ efficacy
for handling classroom misbehaviors and efficacy for addressing
challenges of diversity.

Teacher self-efficacy and responses to
ethnic victimization

On day-to-day basis, teachers have the opportunity to observe

interactions among students and can influence students’
understanding of and approach to those from diverse backgrounds.
However, not all teachers are well-prepared in dealing with ethnic and
cultural diversity (Bayram Ozdemir et al, 2021a). While some
teachers may view working with a diverse group of students as an
asset, others may hold negative perceptions about ethnic minority
students and see them as a problem (Gutentag et al, 2018).
Consequently, they may find it challenging to work with diverse
populations (Geerlings et al., 2018) and experience higher levels of
burnout (Gutentag et al., 2018). Recent studies have shown that the
multicultural climate within a school may contribute to teachers’ sense
of efficacy in working with diverse student profiles (Ulbricht et al.,
2022; Schwarzenthal et al., 2023). For example, teachers were found to
feel more confident in handling the challenges of a multicultural
classroom and responding effectively to students with different
abilities and cultural backgrounds when they perceived a strong
emphasis on inclusion and cultural pluralism in their school context.
Additionally, they demonstrated a greater sense of efficacy in
promoting positive intercultural relations when their school
environment appreciated cultural diversity and adhered to a
multicultural curriculum (Ulbricht et al., 2022).

Despite an increasing interest in understanding the potential role
of teacher self-efficacy in working with culturally diverse school

settings, most research focuses on the factors contributing to teachers’
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feelings of efficacy. By contrast, far less attention has been paid to
understanding how teacher efficacy is related to their behaviors in
promoting respect among diverse groups of students. To our
knowledge, only two studies examined the link between teachers’ self-
efficacy and its impact on their actual practices in culturally diverse
classrooms. The first study, conducted in four different European
countries, revealed that teachers with higher diversity-related self-
efficacy beliefs were more inclined to organize class activities to
enhance cultural knowledge, and tended to ensure that class materials
reflect cultural diversity, and create a warm and inclusive environment
(Romijn et al., 2020). The second study, carried out in Portugal,
highlighted that not only cultural/linguistic self-efficacy, but also
linked with
implementation of intercultural practices (Maio et al., 2022). Based on

general self-efficacy was positively teachers’
these findings, it is plausible to argue that a sense of efficacy might
empower teachers to oversee the academic and social dynamics within
a diverse classroom setting. Consequently, this may contribute to their
dedication to finding ways to accommodate the needs of students and
align with the socio-cultural context of the schools.

Teacher efficacy may serve as a critical internal factor not only in
adopting strategies to foster harmonious relations among diverse
groups of students, but also in shaping how teachers respond to
negative interactions. However, this is an open question that is studied
to a much lesser extent. To address this gap in knowledge, we examined
the relative contributions of teachers general (i.e., managing disruptive
behaviors in class) and diversity-related efficacy (i.e., addressing
diversity-related challenges) to the intervention strategies that they
employ. Two competing lines of conceptual reasoning can be adopted
to explain the relative effect of teachers’ general and diversity-related
efficacy (Romijn et al., 2020). One argument could be that there is
nothing inherently unique about teachers’ competencies in working
with various student populations. As long as teachers possess
confidence in managing disruptive behaviors in class, they can apply
well-developed conflict resolution skills across different contexts,
including handling ethnicity-based victimization incidents at school.
The alternative argument could be that intervening with ethnicity-
based conflicts among students may require specific knowledge and
competencies. Teachers may need to have confidence in their ability
to effectively work with diversity related issues at school, e.g.,
promoting tolerance among students and fostering social integration
of students with diverse background. These competencies could instill
teachers with the belief that they have the capacity to mitigate negative
interactions among a diverse group of students, leading them to invest
more time and effort in resolving problems effectively.

The current study

In the light of the aforementioned gaps in knowledge, we first
examined the extent to which teacher efficacy can be conceptualized
as a two-dimensional concept: efficacy for managing disruptive
behaviors in the classroom and efficacy for addressing diversity-
related issues. Subsequently, we explored how teachers’ general and
diversity-related efficacy contribute to their intervention strategies
when dealing with ethnic victimization incidents at school. Two
competing hypotheses were tested. Based on the universal approach,
it was expected that teachers who feel confident in managing
disruptive behaviors would likely demonstrate a successful track
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record of employing effective strategies to address various problematic
behaviors in school. Consequently, they would be more inclined to
employ proactive intervention strategies (such as contacting parents,
providing comfort to the victim, and initiating discussions with
colleagues) when addressing incidents of ethnic victimization.
Alternatively, based on the situation-specific approach, it was expected
that teachers” diversity-related efficacy would explain how teachers
intervene with ethnicity-based victimization incidents to a greater
extent than their general efficacy for handling disruptive behaviors.

Method
Participants

The sample of this study came from the second-wave of a multi-
informant longitudinal study focusing on the role of school context in
the development of social relationship among youth with diverse
background. The project was implemented in 15 upper-secondary
schools in Sweden, and the data from head teachers of 8" grade
students (N=72; 56% females) were included in the analysis of the
current study. Most of the teachers (90%) were born in Sweden and
reported that they had a formal teaching training (85%). Teachers
showed variations in their teaching experience (ranged from 3 months
to 39years, M =12.83 years, SD=8.76 years).

Procedure

The head class teachers were provided with written information
describing the purpose of the study. They were also informed that
participation was voluntary and that their responses would
be confidential. Those who agreed to participate were asked to
complete the survey. The study procedures were approved by the
Regional Research Ethics Committee in Uppsala.

Measures

Efficacy for classroom management

The Ohio State Teacher Efficacy Scale was used to measure
teachers’ feelings of efficacy to handle disruptive behaviors in class
(Tschannen-Moran and Hoy, 2001). This original scale consists of
three subscales, and the efficacy for classroom management subscale
was used in the present study. The subscale items were: “How much
can you do to control disruptive behavior in the classroom?” “How
much can you do to get students to follow the rules in the classroom?”
and “How much can you do to calm a student who is disruptive or
noisy?” Teachers were asked to think of their experience as a teacher
and answer each of the questions on a 5-point Likert scale, ranging
from 1 (nothing) to 5 (a great deal). The Cronbach’s alpha for this
subscale was 0.84.

Efficacy for addressing challenges of diversity

The Teacher Efficacy Scale for Classroom Diversity was used to
measure how efficacious teachers feel when they work in a culturally
diverse class (Kitsantas, 2012). The original scale consisted of 10 items.
In the current study, we only used 3 items that were related to
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promoting inclusion and tolerating differences. The scale items were:
“You are teaching a diverse class with some students for whom
Swedish is a second language. When you teach, you encounter several
verbal communication problems that confine comprehension of
instructional material and effective discussions in the classroom. How
certain are you that you can use strategies that enhance and maintain
verbal communication in the classroom?” “You are teaching a class
with students from various ethnic backgrounds with different
traditions, customs, conventions, and values. You notice that some of
your students have trouble tolerating one another’s differences. How
certain are you that you can provide your students with opportunities
that foster awareness and appreciation of cultural differences?” “You
are teaching a diverse class with some students for whom Swedish is a
second language. You notice that some of these students feel hesitant
to interact with the rest of the class. How certain are you that you can
adopt strategies that promote integration of these students?” Teachers
were asked to respond to each item on 5-point Likert scale, ranging
from 1 (notatall) to 5 (very much). The Cronbach’s alpha for this scale
was 0.82.

Responses to ethnic victimization incidents

A revised version of the Handling Bullying Questionnaire (HBQ;
Bauman et al., 2008) was used to assess teachers’ responses to ethnic
victimization incidents. Teachers were presented with a hypothetical
scenario describing an incident and were asked how they would
respond to such incident. The hypothetical scenario was: “Imagine
that you get to see a 13-year-old student being repeatedly teased and
called unpleasant names because of her or his appearance, cultural or
religious background. As a result, s/he is feeling angry, miserable, and
isolated” The revised HBQ scale includes items tapping into the
following strategies: ignoring the situation (3 items; Cronbach’s
a=0.24 “Leave it for someone else to sort out because it is outside your
responsibility”), using authority-based interventions (3 items,
Cronbach’s a=78, “Make it clear to the bully that her or his behavior
will not be tolerated”), enlisting parents of victims and perpetrators (2
items, Spearman-Brown coefficient=0.93, “Contact the victim’s
parents or guardians to express your concern about their child’s well-
being”), discussing collaborative action with other teachers (2 items,
Spearman-Brown coefficient=0.87, “Talk with other teachers, and
discuss how to help the student so that s/he does not feel isolated”),
and comforting and supporting the victim (3 items, Cronbach’s
a=0.91, “Talk with the victim to understand how s/he feels”). Teachers
were asked to report how likely they would adopt described strategies
on a 5-point Likert scale, ranging from 1 (I would absolutely not do
it) to 5 (I would definitely do it). The inter-item reliability for ignoring
the situation subscale was below the acceptable criteria, thus this scale
was not included in the main analysis.

School ethnic composition

Considering the impact of school ethnic composition on the
prevalence of ethnic victimization incidents (Bayram Ozdemir and
Ozdemir, 2020) and teachers’ efficacy in working with diverse student
groups (Geerlings et al., 2018), we have controlled for this variable at
the school level to ensure more robust conclusions. The percentages
of adolescents with Swedish background (i.e., having both parents
born in Sweden) in each of the 15 schools were calculated, and these
values were used to define school ethic composition. Ethnic
composition ranged from 6 to 81% across these 15 schools.
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Data analysis

We used confirmatory factor analysis (CFA) to examine whether
general and diversity related efficacy are distinct constructs. Next,
multilevel modeling (Hox et al., 2018) with two analytic levels (Level
1: individual, Level 2: school) was estimated in Mplus (Muthén and
Muthén, 1998-2017). First, we examined the proportion of variance
of the outcome variables at individual and school level. Next,
individual level predictors (i.e., gender, years in teaching, efficacy for
classroom management and efficacy for addressing challenges of
diversity) were included in the model (Model 1). Finally, we included
the school level predictor (i.e., school ethnic composition) in the
model (Model 2). The Bayesian Markov Chain Monte Carlo (MCMC)
estimation method was applied to estimate the models as this
estimation method provides more reliable results (compared to
maximum likelihood estimation) when sample sizes are small (van de
Schoot et al, 2015). We used group mean centering for all the
predictors at the individual level and grand mean centering for the
predictor variable at school level (Enders and Tofighi, 2007).

Descriptive statistics and preliminary
analysis

The most frequently employed strategy to intervene ethnic
victimization incidents was comforting the victim, followed by
discussion with other teachers, using authority-based interventions,
and contacting with the parents. More than half of the teachers
reported they would definitely adopt authority-based interventions
(63%), contact parents of victims and perpetrators (64%), discuss
collaborative action with other teachers (69%), or comfort the victim
(79%). Male and female teachers did not significantly differ in the
levels of employed intervention strategies. Teachers who were born
outside of Sweden were more likely to take proactive actions compared
to those who were born in Sweden, but this group comparison only
reached to statistical significance for enlisting parents. Further,
teaching experience was positively correlated with efficacy for
handling disruptive behaviors in class, but it was not significantly
associated with any of the intervention strategies employed by
teachers. Finally, the associations among teachers intervention
strategies were all in the expected directions (see Table 1).

Teachers' efficacy: multidimensional versus
unidimensional

We estimated a series of confirmatory factor analysis (CFA)
models to examine whether general and diversity-related self-efficacy
beliefs are distinct constructs. Specifically, the following CFA models
were estimated: (1) a single-factor model where all efficacy items load
onto one latent construct and (2) a two-factor oblique model (the two
factors are interrelated). The single factor model showed a very poor
fit, ¥*(9)=101.97, p<0.001, CFI=0.49, RMSEA =0.38, p<0.001,
SRMR=0.19. The oblique model fitted the data, ¥*(8)=12.99, p=0.11,
CFI=0.97, RMSEA =0.09, p=0.20, SRMR =0.07. These two eflicacy
constructs were significantly correlated, r=0.24, p<0.05. These
findings suggest that general and diversity-related efficacy are
interrelated, but distinct constructs.
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Individual and school level predictors of
teachers’ responses to ethnic victimization
incidents

The results of multilevel model showed that variance in teachers’
intervention strategies ranged from 4 to 6% across schools, suggesting
the appropriateness of estimating multilevel models to test the
research questions. At the individual level, we found that teachers with
a high sense of efficacy for class management were more likely to
contact parents of victims and perpetrators, and to comfort the victim.
However, none of the predictors (i.e., years in teaching, teacher’s
gender, efficacy for addressing diversity related issues, and efficacy for
classroom management) significantly explained the variation in
authority-based interventions and discussions with other teachers. At
the school level, we examined whether school ethnic composition
played a role in teachers’ intervention strategies. The results revealed
null findings, suggesting that school ethnic composition did not
significantly contribute to the variation in teachers’ responses to
ethnic victimization incidents at school (see Table 2).

Discussion

Increasing political polarization in Europe presents a challenge to
fostering positive interactions among youth from diverse backgrounds
in schools. Students with immigrant backgrounds face a heightened
risk of encountering negative treatment based on their ethnicity,
religion, or cultural background (UNESCO, 2019; Riadda Barnen,
2021). Unsurprisingly, these adverse experiences have harmful
consequences for the adjustment and integration of immigrant and
minority adolescents (Marks et al., 2015; Benner et al., 2018). This
growing issue highlights the need for a systematic empirical
understanding of how schools, particularly teachers, respond to this
social concern and the factors influencing their actions (Bayram
Ozdemir et al., 2021b). To address this need in knowledge, we aimed
to understand how teachers address ethnic victimization incidents at
school, and the extent to which their efficacy contributes to their
intended actions.

Our results indicate that teachers adopt a diverse range of
strategies to address incidents of ethnic victimization, with certain
strategies being more commonly employed than others. This finding
suggests that teachers may view intervention efforts against
victimization incidents as a multidimensional phenomenon, involving
the victim, perpetrator, parents, and staffs at school (Burger et al.,
2015; Bayram Ozdemir et al., 2021b). Additionally, it highlights that
teachers may perceive certain intervention efforts as more urgent and
necessary. Notably, our findings show that teachers prioritize
comforting the victim as the most essential action. This finding
diverges from prior research focused on general bullying or
victimization, which emphasizes authority-based interventions and
working with bullies as teachers’ primary strategies (Burger et al.,
2015). This contradictory finding could be attributed to various
reasons. One possible explanation could be that teachers may view
ethnic victimization as involving complex dynamics. They might need
a comprehensive understanding to implement broader interventions
that address the multifaceted nature of this issue. Thus, they may
prioritize comforting the victim as a crucial step before implementing
broader interventions to tackle this problem. Alternatively, this
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TABLE 1 Descriptive statistics and bivariate correlation coefficients.

10.3389/feduc.2024.1347816

Variables 1 2 3 4 ) 6 7 8 )

1. Gender (0=Male, - 0.01 —0.03 0.02 0.03 0.13 —0.03 —0.13 —0.04
1=Female)

2. Born in Sweden - 0.26* —0.16 —0.03 —0.03 —0.16 0.02 —-0.06
(0=No, 1=Yes)

3. Teaching - 0.04 0.25* —0.15 —0.02 0.12 0.15
experience in years

4. Efficacy for - 0.24* —0.03 0.08 0.08 0.18
addressing challenges

of diversity

5. Efficacy for - 0.08 0.34%* 0.23% 0.35%%*
classroom

management

6. Use authority- 0.66%*%* 0.43%%% 0.54%%%
based interventions

7. Enlist parents - 0.57%%% 0.60%**
8. Discuss with - 0.69%%
colleagues

9. Comfort the victim -

M - - 12.83 3.34 4.14 4.59 4.53 4.67 4.81
SD - - 8.76 0.86 0.61 0.80 0.84 0.65 0.57

finding may also be tied to the perception among teachers that ethnic
victimization incidents are more serious, leading them to consider
ethnically victimized students as especially vulnerable and in need of
immediate emotional support. These beliefs could prompt teachers to
acknowledge the importance of addressing the emotional well-being
of the victim as a crucial aspect of effectively managing such situations.

The results also underscore that teachers’ gender does not
influence the extent of their intervention strategies, while their
immigrant background does. Teachers with immigrant backgrounds
reported a higher likelihood of taking proactive actions, particularly
in enlisting parents. This finding could potentially be explained by the
Social Identity Theory (Tajfel and Turner, 1979), which posits that
individuals with shared social identities may possess greater insight
into the values and experiences of others within the same group. In
the context of this study, teachers with immigrant backgrounds may
better empathize with students experiencing minority stress and
understand their encounters in society (Magaldi et al., 2018). This
heightened awareness may help teachers not trivialize the problem,
but rather become more sensitive to students’ needs. Consequently,
these teachers may be more inclined to contact parents and raise
awareness of students’ situations, thus activating a stronger support
system for the students.

A noteworthy finding of the present study is that teachers’ efficacy
in handling disruptive behaviors in class, rather than their efficacy in
dealing with diversity-related issues (e.g., promoting inclusion and
tolerating differences) explains their responses to victimization
incidents, particularly in terms of comforting the victims and enlisting
parents. This finding aligns with previous research indicating that
teachers’ general efficacy (i.e., general sense of capability to deal with
challenging situations and disruptive behaviors) was more strongly
associated with their implementation of intercultural practices (Maio
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etal., 2022). However, it contradicts with another study emphasizing
the role of diversity-related self-efficacy in fostering teachers’
intercultural practices in the classroom (Romijn et al., 2020). As
previously discussed, efficacy in handling disruptive behaviors is a
primary competence that can strengthen teachers’ ability to navigate
the academic and social dynamics in the classroom and intervene
effectively. When teachers possess confidence in their ability to
manage challenging situations, this competence may enhance their
ability to address the needs of their students across various situations,
including incidents of ethnic victimization. In contrast, efficacy for
dealing with diversity-related issues seems not to be sufficient by itself
to contribute to teachers responses to ethnic victimization incidents.
Efficacy in dealing with diversity related issues could have an additive
effect for effectively intervening in problematic situations in a diverse
school context, alongside general efficacy. Future studies with a large
sample size could employ person centered approach and classify
teachers based on their general and diversity-related efficacy. Such
examination would enable us to draw stronger conclusions regarding
the potential role of diversity-related efficacy in teachers’
intervention strategies.

Interestingly, our findings also indicate that school ethnic
composition does not significantly affect teachers’ intervention
strategies. In other words, teachers display similar responses to ethnic
victimization incidents across schools with diverse ethnic
compositions. This is a promising finding, and underscores the
significance of prioritizing the social dynamics and climate within
schools rather than focusing solely on the demographic makeup of the
student body. This argument aligns with broader research in the
realms of general bullying and victimization, which emphasizes the
influential role of school social climate on teachers likelihood of
intervention and their responses to various bullying incidents (Yoon
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TABLE 2 Individual and school level predictors of teachers’ responses to ethnic victimization incidents.

Authority-based Enlisting parents Discussions with other

Comforting the victim

interventions teachers
Model 1 Model 2 Model 1 Model 2 Model 1 Model 2 Model 1 Model 2
Est. Std. Est. Std. Est. Std. Est. Std. Est. Std. Est. Std. Est. Std. Est. Std.
(SD) Est. (SD) Est. (SD) Est. (SD) Est. (SD) Est. (SD) Est. (SD) Est. (SD) Est.
Fixed effects
Level 1 - Individual level
Gender 0.16 0.10 0.16 —0.08 —0.05 —0.07 —0.04 —0.18 —-0.14 -0.19 —0.14 —0.03 —0.03 —0.03
(0.20) (0.20) (0.21) (0.20) (0.16) (0.16) (0.14) (0.13)
Years in —0.01 —0.16 —0.01 —0.01 —0.15 —0.01 —0.15 0.00 0.07 0.00 0.07 0.01 0.09 0.01
teaching (0.01) (0.01) (0.01) (0.01) (0.01) (0.01) (0.01) (0.01)
Efficacy for 0.12 0.08 0.12 0.47 0.31 0.47 0.31 0.14 0.12 0.15 0.12 0.27 0.27 0.27
classroom (0.19) (0.19) (0.20) (0.20) (0.15) (0.15) (0.13) (0.13)
management
Efficacy for 0.03 0.03 0.03 0.09 0.07 0.08 0.07 0.05 0.05 0.04 0.05 0.06 0.08 0.06
addressing (0.14) (0.14) (0.14) (0.14) (0.11) (0.11) (0.09) (0.09)
challenges of
diversity
Level 2 -
School level
Intercept 4.53 4.53 4.60 4.59 4.80 4.80 4.83 4.83
(0.17) (0.17) (0.17) (0.17) (0.14) (0.13) (0.12) (0.12)
Proportion 0.21 0.81 —0.46 —0.16
of students (0.69) (0.69) (0.55) (0.52)
with non-
immigrant
background
Random effects
Level 1 - 0.66 0.66 0.60 0.68 0.42 0.42 0.30 0.30
Individual (0.13) (0.13) (0.13) (0.13) (0.08) (0.08) (0.06) (0.06)
level
Level 2 - 0.06 0.07 0.06 0.06 0.04 0.04 0.04 0.05
School level | (0.09) (0.11) (0.09) (0.10) (0.06) (0.06) (0.05) (0.06)
Model summary
R at the 0.08 0.08 0.14 0.14 0.09 0.10 0.16 0.15
Individual
level
R?at the 0.11 0.30 0.20 0.08
School level

Est., Unstandardized Bayesian posterior median estimate; SD, Standard deviation of the posterior distribution; 95% CI, 95% Bayesian credible interval; Std. Est., Standardized estimate;
Statistically significant results are shown boldface.

et al., 2016; Kollerova et al., 2021; Waasdorp et al., 2021) and hate
postings (Strohmeier and Gradinger, 2021). For instance, Yoon et al.
(2016) showed that teachers perceiving their school climate as hostile
were twice as likely to discipline bullies and involve other adults
compared to those with a different perception. Additionally,
Strohmeier and Gradinger (2021) found that teachers were more
prone to overlook hate postings in the absence of clear school
guidelines. On the contrary, Waasdorp et al. (2021) pointed out that
teachers, when trained on their schools’ anti-bullying policy,
demonstrated an increased likelihood of intervening with the involved
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students, engaging in discussions about the incident with other school
staff, and referring the students to school counselors. In summary, our
findings, coupled with existing empirical evidence, underscore the
necessity of cultivating a nuanced understanding of the social
characteristics of schools to comprehend how teachers respond to
incidents of ethnic victimization.

Despite its important contributions to the literature, several
limitations of the present study should be acknowledged. First,
we assessed teachers’ responses to ethnic victimization using a
hypothetical vignette like other studies in this field (e.g., Kollerova
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etal, 2021; Strohmeier and Gradinger, 2021). There is a possibility
that these responses may not fully capture the range of responses
that teachers would exhibit in a real situation. Thus, the findings
presented here allow us to draw conclusions about teachers’
intended actions rather than their actual behaviors. Future studies
using qualitative research methodology where teachers are asked to
recall recent incidents that they have witnessed would provide a
more nuanced understanding of their actions, and to some extent
mitigate potential social desirability effects. Second, the sample size
in the present study was relatively small, which may result in
missing some possible effects. To address this issue, we have
employed Bayesian estimation, a method known to provide reliable
results in small sample sizes (van de Schoot et al., 2015). However,
we should acknowledge that the conclusions drawn from this study
need to be interpreted considering this limitation. Third,
we investigated teachers’ efficacy as a possible precursor to their
actions. However, it is essential to note that the relation between
teacher efficacy and practice is reciprocal by nature, and efficacy
beliefs can work as self-fulfilling prophecies (Tschannen-Moran
etal., 1998). Relatedly, future studies using longitudinal data should
examine the bidirectional association between teachers’ efficacy and
their intervention strategies in response to ethnic victimization
incidents, and the possible consequences of these responses on the
victims (Bayram Ozdemir et al., 2021b), and the future behaviors
of the perpetrators. Finally, it is important to acknowledge that
teachers’ responses to instances of ethnic victimization may
be influenced by factors beyond their self-efficacy beliefs, including
their attitudes toward diversity, beliefs about the normality of such
incidents, and the accuracy of their judgment. Developing a
comprehensive, empirically-based understanding of the factors that
promote or hinder teachers’ proactive efforts to intervene in
incidents of ethnic victimization would enable us to implement
effective strategies in schools.

In conclusion, the present study was one of the pioneering efforts
to explore how teachers address ethnic victimization incidents in
schools. It underscores that more than half of the teachers express an
intention to proactively intervene in these issues by adopting various
strategies, including targeted actions and broader interventions
through collaboration with other teachers and parents, which is a
promising finding. Increasing awareness among teachers about the
precursors and consequences of this problem may have the potential
to further enhance their proactive actions. The findings of the present
study also highlight the importance of providing teachers with
necessary support, such as offering professional development
workshops (Waasdorp et al., 2021) and fostering communication and
collaboration among teachers (Kollerové et al., 2021), to enhance their
confidence in classroom management. Importantly, this confidence
appears to contribute to the development of strategies aimed at
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