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Abstract 

This thesis is an investigation into both self-efficacy and cultural capital in New Zealand                           

classrooms. I believe that there is a useful intersection to be found between these two                             

concepts, and through this thesis I aim to provide teachers and leaders with further                           

knowledge to promote self-efficacy development in their students.  

I will argue that a strengths-based approach is critical in acknowledging and validating                         

cultural capital, and providing a platform from which self-efficacy can be fostered. I                         

consider that it is pertinent for educational leaders to consider the self-efficacy                       

development of both their students and teachers, in order to increase agency throughout                         

the school. 

Based on my analysis of the literature it would seem that self-efficacy is highly complex,                             

and difficult to quantifiably measure. I will argue in this thesis, that part of this complexity is                                 

due to the socio-cultural nature of the construction, and continuance of self-efficacy.                       

Cultural capital is similarly complex and multifaceted with a very broad spectrum of                         

contributing factors. I will also argue that cultural capital, when considered from a deficit                           

perspective can become a type of cultural distance from prevailing norms. This cultural                         

distance can serve to limit self-efficacy development. 

A mixed methods approach, situated from a pragmatic research position was adopted to                         

conduct a naturalistic research project. In order to conduct the research I selected two case                             

study schools and one further supplementary school. Initially I surveyed the participants to                         

discover a comparative reference of their levels of self-efficacy. This was followed by                         

in-class observations and semi-structured interviews.  

The analysis of the data collected suggests that knowledge of the concept of self-efficacy is                             

not widespread. It also suggests efficacy beliefs in the classroom are potentially                       

interrelated, with a reciprocal relationship between the self-efficacy of teachers and                     

students. The voice of the participants also reinforces the literature that suggests                       

self-efficacy development is more effective in differentiated classrooms. 

I believe that increasing the understanding of self-efficacy, combined with deliberate                     

strategies employed by educational leaders to adopt strengths-based and differentiated                   

approaches will ultimately improve outcomes for a broad demographic of students. 





Table of Contents 

Abstract i 

Table of Contents iii 

Attestation of Authorship ix 

List of Figures x 

List of Tables xi 

Acknowledgements xii 

Chapter One - Introduction 1 

Introduction 1 

The beginnings of a research project 1 

My reflections on self-efficacy as a teacher 1 

My reflections on self-efficacy as a leader 2 

My personal reflections on self-efficacy 2 

The two main concepts - Efficacy and Capital 3 

Why student, teacher and collective efficacy? 3 

Why cultural capital? 4 

A rationale for this research contributing to the field of Educational Leadership 5 

The increasing perception of pressure for educational change 5 

A narrow day-to-day focus 5 

The aim of the project and the research questions 6 

Presentation of the thesis 7 

Chapter Two - Theoretical Frameworks 9 

Introduction 9 

My assumptions regarding the nature of learning 9 

Bandura and Bourdieu as a starting point 9 

An intersection between constructivist and social theories of learning 10 

Self-efficacy 11 

Introduction to self-efficacy 11 

https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.bak5r8qfht7f
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.bak5r8qfht7f
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.t1lp2olg73oh
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.oz6nes7p99xu
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.kokfd9s1xyx8
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.n8rrqlmb7noz
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.w8evajfoi84g
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.g47x498mfc67
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.6h0e2pjmnhsb
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.md9ktdcnj50c
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.aikaatpfpewe
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.weyprtqq4sty
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.iy92oiqwrlbj
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.9p02duru60bu
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.ytl2bkjyxe34
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.q34sd755os19
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.mzcztg1ftpza
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.mw0uqnw0fol7
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.hh1bw6pttf9a
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.k6rlwb8ovgme
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.k6rlwb8ovgme
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.vbzu3v3iggy
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.vbzu3v3iggy


Analogous and divergent self terms 11 

The concept of self 11 

Reflected appraisals 12 

Social Comparisons 13 

Introspection 13 

Self-awareness and self-esteem 14 

Self-awareness 14 

Self-esteem 14 

Self-efficacy and Social Cognitive Theory 15 

Social Cognitive Theory 15 

Components of self-efficacy 15 

Teacher efficacy and collective efficacy 16 

Self-efficacy as it is conceptualised in this thesis 16 

Defining culture 17 

A definition of culture 17 

Culture in this thesis - Cultural capital and cultural distance 18 

Defining Cultural Capital 19 

Bourdieu’s habitus and capital 19 

Summary 20 

Chapter Three - Literature Review 21 

Introduction 21 

Section One - Precursors and impacts of cultural capital and self-efficacy 23 

Introduction 23 

Cultural Capital and Educational Disparities 23 

Educational disparities in New Zealand and their relation to self-efficacy 23 

Pre-parental establishment of cultural capital and impact on self-efficacy 24 

Inheritance of self-efficacy, nature versus nurture 24 

Cultural capital and self-efficacy in initial schooling 25 

The role of parents and siblings in the establishment of efficacy beliefs 25 

The role of cultural capital on initial schooling experiences 26 

Links between cultural capital and self-efficacy 27 

Efficacy in the classroom 28 

Teacher efficacy and its contribution to classroom culture and student self-efficacy 28 

Peer contribution to classroom culture and student self-efficacy 29 

https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.thraohkboeck
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.thraohkboeck
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.f1rsjxo49i3e
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.f1rsjxo49i3e
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.fd8e2lr41osj
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.fd8e2lr41osj
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.1dkdfxrs9e7i
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.1dkdfxrs9e7i
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.yi5pe2ptbaak
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.yi5pe2ptbaak
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.abvlx1y9qpe2
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.abvlx1y9qpe2
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.tigbu16uq036
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.tigbu16uq036
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.azhks9j51rcq
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.azhks9j51rcq
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.oi1csckabr6n
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.oi1csckabr6n
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.7xr9mh6dlb
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.d0t0lhi23jgs
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.d0t0lhi23jgs
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.xmlftamhgk1z
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.mihyphiue9yi
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.1h928c3896uu
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.2x949im6sh7v
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.uuy6w53c1w8y
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.37ojk7kieo0x
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.2jewgx6rzump
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.b1wzfufgape2
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.b1wzfufgape2
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.jt510o68bumj
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.scfgzk9md6hj
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.nd53ks3uwfke
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.nd53ks3uwfke
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.lo9zm9qxxm4l
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.lo9zm9qxxm4l
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.bfjwpm8wderl
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.bfjwpm8wderl
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.9ehnyawgb826
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.9ehnyawgb826
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.hep79ou8fl7m
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.hep79ou8fl7m
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.jo82h0wu3122
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.jo82h0wu3122
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.b8ccsofr2in7
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.b8ccsofr2in7
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.luwgigutg6sn
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.luwgigutg6sn
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.a2mqmeyu33kq
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.tz2t1gqq28pw
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.rvac2hbnftn5
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.rkcth849mw6s
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.46ph27710hsl


How student self-efficacy influences teacher efficacy 30 

Two additional aspects that may contribute to efficacy beliefs in the classroom 31 

Tall poppy syndrome 31 

Big Fish Little Pond Effect 32 

Precursors and impacts of cultural capital and self-efficacy summary 32 

Section Two - Educational leadership responses to cultural capital and self-efficacy 34 

Introduction 34 

Deficit thinking, agency and self-efficacy 34 

Deficit thinking due to perceptions of cultural capital 34 

Denial of difference 35 

Combatting deficit thinking - A strengths-based approach to improve 

teacher efficacy 35 

Collective teacher efficacy and generalisations of efficacy 36 

Collective teacher efficacy 37 

The impact of collective efficacy on student outcomes 37 

Fostering collective efficacy 38 

Intragroup differences of collective efficacy 38 

Leading change in schools, the impact of transformational leadership 

on collective efficacy 38 

Collective leadership efficacy 39 

Generalisations of efficacy, are self-efficacy and collective efficacy  

beliefs transferrable? 39 

Educational leadership responses to cultural capital and self-efficacy summary 40 

Summary 41 

Chapter Four - Research Methodology and Methods 43 

Introduction 43 

Methodological approach 43 

Ontology and epistemology 43 

Research paradigms 44 

Naturalistic research - A blended approach 45 

Research methods and sampling 46 

Surveying 46 

Observing 46 

https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.quaah665zs7l
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.quaah665zs7l
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.cznovxobygmp
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.cznovxobygmp
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.x01muu5kvqp
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.x01muu5kvqp
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.moe7g33blirl
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.moe7g33blirl
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.qc2ze27so7p9
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.qc2ze27so7p9
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.lhlioeunzkj4
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.lhlioeunzkj4
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.yj0fpp120juu
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.yj0fpp120juu
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.i3ewrftzyiao
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.i3ewrftzyiao
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.lhbslossf9ln
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.lhbslossf9ln
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.wcpm81ircjn5
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.wcpm81ircjn5
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.li5b3n1vbptj
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.li5b3n1vbptj
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.li5b3n1vbptj
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.9dcr9viq9y44
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.w4z596lzolsq
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.489h7ok2jxhu
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.6lutro90n0ok
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.529l9mwse24d
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.mllw7rkfx6uw
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.mllw7rkfx6uw
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.1dk568pizvks
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.7hormwn0uxo8
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.7hormwn0uxo8
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.3uzxn1hztnxp
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.3uzxn1hztnxp
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.ntlnnn1b7ybf
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.ntlnnn1b7ybf
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.xeaf8997pjtq
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.enjq8gxjb848
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.enjq8gxjb848
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.x6mqfuayzfuv
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.x6mqfuayzfuv
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.714zfpcoqelc
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.714zfpcoqelc
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.t189dsym74yn
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.t189dsym74yn
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.62mynwexk3qa
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.62mynwexk3qa
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.fz8x1szm64h
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.tafkjfkt4ihb
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.os6ln94nzujz


Interviewing 47 

Data collection and analysis 47 

Initial Survey 47 

Observations 49 

Semi-structured interviews 50 

Reliability and validity 50 

Trustworthiness and credibility 51 

Disconfirming evidence 51 

Researcher reflexivity 51 

Prolonged engagement in the field 52 

Thick rich descriptions 52 

Peer debriefing 53 

Ethical considerations and limitations 53 

Key Ethical Principles 53 

Partnership, participation and protection 54 

Cultural considerations and limitations 55 

Summary 56 

Chapter Five - Research Findings 57 

Introduction 57 

Section One - Survey data 57 

Introduction 57 

Student survey data 58 

Demographics and overall trends 58 

Student survey and aggregated self-efficacy scores 60 

Teacher survey data 62 

Demographics and overall trends 62 

Teacher survey and aggregated self-efficacy scores 64 

Survey data summary 66 

Section Two - Observations and interviews 66 

Introduction 66 

A note regarding the language used in interviews 67 

A network of efficacy 69 

A network of efficacy - Teacher responses 70 

https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.8dw335qgkpxw
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.j1osi3s9yj5h
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.yl78tqu8cwkj
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.nqxn5nqql6xl
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.imqzupaomn85
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.imqzupaomn85
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.ip8cwuit0nnt
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.i7wgiocf3kaa
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.i7wgiocf3kaa
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.7aui5zan7u3v
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.7aui5zan7u3v
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.y3oijkadq8x6
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.y3oijkadq8x6
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.81oqc15uuna1
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.81oqc15uuna1
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.n0nuixpof75g
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.n0nuixpof75g
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.xxta3a5d5so1
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.xxta3a5d5so1
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.9epyev51ffk9
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.9epyev51ffk9
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.36ard9duz35t
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.36ard9duz35t
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.36ard9duz35t
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.ah1v8xwdt0g9
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.ah1v8xwdt0g9
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.cjkregm2td8n
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.o15n8x9zudld
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.o15n8x9zudld
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.l7pzrwgojtsb
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.uq53himen4mj
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.d5ejevfv3p1q
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.gxarx1ngculs
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.a1m9kvgic6f5
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.n9m0ughcbb5q
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.n9m0ughcbb5q
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.7xj5cem0iat6
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.7xj5cem0iat6
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.4zw1pkdl9ryu
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.4zw1pkdl9ryu
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.b7m6l5aiusaf
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.b7m6l5aiusaf
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.rc1ccypf7w8f
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.uqy9ms3b87k7
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.olnqucypnt4j
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.5gc7rliecrip
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.prflbwyuv9cg
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.eayi8zqwrgex
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.eayi8zqwrgex


A network of efficacy - Student responses 70 

A network of efficacy - Key findings 70 

Reciprocal impacts of efficacy beliefs 70 

Reciprocal impacts of efficacy beliefs - The energy of the class 71 

Reciprocal impacts of efficacy beliefs - The importance of relationships 72 

Reciprocal impacts of efficacy beliefs - Key findings 72 

Differentiated instruction to support self-efficacy 73 

Differentiated instruction to support self-efficacy - Student responses 73 

Differentiated instruction to support self-efficacy - Teacher responses 73 

Differentiated instruction to support self-efficacy - Key findings 74 

Impacts of leadership on efficacy beliefs 75 

Impacts of leadership on efficacy beliefs - LD school 75 

Impacts of leadership on efficacy beliefs - HD school 76 

Impacts of leadership on efficacy beliefs - Key findings 76 

Observation and interview data summary 77 

Summary 77 

Chapter Six - Discussion of Findings 78 

Introduction 78 

Section One - Cultural capital versus cultural distance and the valuing of self  

rather than social comparisons 78 

Introduction 78 

Cultural Capital versus Cultural Distance 79 

Reinforcing efficacy beliefs for teachers 79 

Reinforcing efficacy beliefs for students 80 

Improving the self-efficacy of students 81 

Section Two - Strengths-based differentiated instruction 81 

Introduction 81 

Positioning strengths-based differentiated instruction in a New Zealand context - 

Culturally responsive pedagogy 82 

Broadening the measures of success to deliver culturally responsive pedagogies 82 

Challenges in delivering culturally responsive pedagogies 83 

How then can educators deliver culturally responsive pedagogy? 84 

Section Three - Educational leadership responses to cultural capital and self-efficacy 85 

 

https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.2lif5hsw9qjc
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.2lif5hsw9qjc
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.cv7eq95vpxjz
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.cv7eq95vpxjz
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.cpjnl1f7wuew
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.cpjnl1f7wuew
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.ssnmiapkgylz
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.ssnmiapkgylz
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.cem2reofa7i8
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.g6jqnmvnzbbn
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.g6jqnmvnzbbn
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.m23d3mbryxlu
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.m23d3mbryxlu
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.wa2k3lbhlwmw
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.wa2k3lbhlwmw
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.a2kz3j1ckb15
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.a2kz3j1ckb15
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.jjuc0a3e537q
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.jjuc0a3e537q
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.njc0mimovgo
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.njc0mimovgo
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.ron6gkd9zqjf
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.ron6gkd9zqjf
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.2j2u6vgu0ook
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.2j2u6vgu0ook
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.la7nj2r70whv
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.afes9q85ebvr
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.yauupiq9iynw
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.qqugwzyk3z7r
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.qqugwzyk3z7r
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.p9cku4cqv1mq
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.wzz73zchudxe
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.wzz73zchudxe
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.j7otdsjqomva
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.tymoh75gvtxc
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.37aoqu7dlb3d
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.khehry33du2d
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.khehry33du2d
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.egdhlqredpb6
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.egdhlqredpb6
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.yuknnigzbhfk
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.yuknnigzbhfk
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.jhrzyji1f9ty
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.jhrzyji1f9ty
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.m2hpt4km1b01
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.m2hpt4km1b01
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.m2hpt4km1b01
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.e8bjfdqdp71y
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.e8bjfdqdp71y
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.lwxlm2m11hq
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.lwxlm2m11hq
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.2bvyma4nsdrs
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.tm7l5mi2gay6
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.tm7l5mi2gay6


Introduction 85 

Increasing understanding of self-efficacy 85 

Validating cultural capital 87 

Increasing the strength and breadth of positive reciprocal efficacy networks 88 

Increasing the breadth of positive efficacy networks 88 

Fostering culturally responsive pedagogy to increase positive  

reciprocal impacts of efficacy beliefs 90 

Summary 91 

Chapter Seven - Conclusion and Recommendations 92 

Introduction 92 

The significance of this research project and implications due to key findings 92 

Limitations of this research project 93 

Recommendations for future research 95 

Summary 96 

References 98 

Appendices 119 

Appendix A - Ethics Approval 119 

Appendix B - Survey 121 

Appendix C - Typical Observation 125 

Appendix D - Interview Questions 126 

Appendix E - Interview Analysis 127 

Appendix F - Information Sheet 128 

https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.tuu8n4nqly7f
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.tuu8n4nqly7f
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.aymzc8k4e6ci
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.aymzc8k4e6ci
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.i15je1nugxem
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.a4h7ssnfl95f
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.anmett7757ob
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.i6dqa0vmcc5a
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.i6dqa0vmcc5a
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.i6dqa0vmcc5a
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.2ckbvyp1xspp
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.2ckbvyp1xspp
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.48ggskrc301g
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.7q5c6sk5d2x4
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.7q5c6sk5d2x4
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.5epd4uf7fil3
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.5epd4uf7fil3
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.4rm1ff94vkck
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.4rm1ff94vkck
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.o58kvp4i799y
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.o58kvp4i799y
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.wdn7cdqpcfxq
https://docs.google.com/document/d/1ZPle8vP-EbYttg_TCr1wqa98vmzPN8ReKjceOc1G-EI/edit#heading=h.1lbq7a4kdw23


Attestation of Authorship 

I hereby declare that this submission is my own work and that, to the best of my knowledge                                   

and belief, it contains no material previously published or written by another person                         

(except where explicitly defined in the acknowledgements), nor material which to a                       

substantial extent has been submitted for the award of any other degree or diploma of a                               

university or other institution of higher learning. 

Signed  Date  10/02/2019 



List of Figures 

Figure 2.1:  

Triadic reciprocal nature of human functioning, Social Cognitive Theory model 15 



List of Tables 

Table 4.1: Classification of student and teacher cultural distance 48 

Table 4.2: Scoring of responses self-efficacy survey responses 48 

Table 4.3: Classification of students’ self-efficacy 49 

Table 5.1: Student demographic data 58 

Table 5.2: Student survey questions and aggregated positive response 59 

Table 5.3: Student cultural distance (HCD, MCD, LCD) and aggregated self-efficacy score, 

also the percentage of responses for low, moderate and high self-efficacy 

(LSE, MSE and HSE) 60 

Table 5.4: Student demographic data and aggregated self-efficacy score 61 

Table 5.5: Teacher demographic data 62 

Table 5.6: Teacher survey questions and aggregated positive response 63 

Table 5.7: Teacher cultural distance (HCD, MCD, LCD) and aggregated self-efficacy score, 

also the percentage of responses for low, moderate and high self-efficacy 

(LSE, MSE and HSE) 65 

Table 5.8: Teacher demographic data and aggregated self-efficacy score  65 

Table 5.9: Participants including their aggregated self-efficacy score  

and cultural distance  66 

Table 5.10: Typical interactions recorded between teacher and students 

(School LD, Observation 7, LDTB) 68 



Acknowledgements 

This thesis is the culmination of a substantial personal and professional journey through                         

which I believe I have been very fortunate to be supported by a number of people. Written                                 

during the course of a significant shift in my personal life, the completion of this thesis has                                 

not been without considerable challenge. At times I didn’t think I was going to make it, but                                 

here we are and I am profoundly grateful to have made it here. 

This research was approved by the Auckland University of Technology Ethics Committee on                         

11th July 2018, and amended on the 18th October 2018, AUTEC Reference number 18/233. 

I would like to express my thanks to my supervisor, Ruth Boyask. This thesis has been                               

enriched by your feedback and guidance. Through your supervision I believe my learning                         

into the key concepts of this thesis has become deeper and more meaningful, I appreciate                             

the extent of your support and advice.  

To the participants and schools involved in this research project I am indebted for your                             

generosity of time and responses provided. Thank you for participating in this research                         

project and enabling the completion of this thesis.  

The ability to immerse myself in the process of researching and writing this thesis was                             

made possible in part due to the study leave scholarship I received from TeachNZ. Without                             

this scholarship finding the time and energy to dedicate to this thesis would have been                             

challenging. As part of this, I would like to acknowledge the Board of Trustees of my school                                 

for supporting me to take the time away from school to complete this study award. 

I would also like to acknowledge the proofreading services of RevisEdit. 

Thank you to all my friends, family and colleagues who have provided encouragement,                         

critical voice, welcome distractions and perspective when needed to prevent me from                       

losing myself under a pile of readings.  

Finally, perhaps one day my two young girls will pick up and read this thesis, I hope that                                   

you know how much I have appreciated all the hugs, smiles, laughs, and sometimes tears                             

that accompanied the journey of this thesis. I love you both very much. 





Chapter One - Introduction 

Introduction 

This thesis is an exploration and examination of self-efficacy in the classroom. I have                           

investigated how self-efficacy is constructed and maintained, what influences it may have                       

on student and teacher engagement and achievement, and what can be done by teachers                           

and leaders to improve it. While undertaking this research, I have considered that                         

self-efficacy is socio-culturally constructed. Utilising this lens, the concepts of cultural                     

capital and cultural distance have emerged as central themes. I consider that cultural                         

capital primarily originates outside of the classroom and is carried into school with                         

students and teachers, while cultural distance is what can occur within the classroom as a                             

result of the discord of established capital with classroom culture. I suggest that familiarity                           

with prevailing classroom culture and practices resulting in a lack of cultural distance is                           

advantageous to efficacy beliefs for some students. Finally, I will argue for increased                         

understanding of the concept of self-efficacy in schools and pose ways in which teachers                           

and educational leaders can offer increased opportunities to achieve this and foster                       

efficacy beliefs in their contexts.  

This chapter initially establishes where the research originated from and provides a                       

rationale for the relevance of the research; this includes a brief description of the two key                               

concepts, firstly self-efficacy and secondly cultural capital and cultural distance. The chapter                       

concludes with the research aim and questions that focus the research, then an outline of                             

the presentation of the remainder of this thesis.  

The beginnings of a research project 

My reflections on self-efficacy as a teacher 

As a teacher, I have worked for the past eight years in a vibrant, heterogeneous and                               

diversifying school. A multitude of languages, such as Mandarin, Hindi, Arabic, Japanese,                       

Vietnamese and Samoan, can be heard as you walk through the school, and it is common                               

to have an interpreter translating your teaching to New Zealand Sign language for hearing                           

impaired students. Students will often gravitate to the various social communities that can                         

be found in the school including sporting cliques, such as the rugby boys or the hockey                               

girls; various clubs, the science club or interact club; or the less formal groups such as the                                 

students who play card games at any opportunity, or those who seem to spend all their                               

time talking about and looking at performance cars. The annual International Week has                         

become the largest event on the school calendar celebrating language, dance, music, food                         

and fashion. The school’s cultural diversity is made possible in part due to the breadth of                               

ethnicities represented at the school, with New Zealand’s dominant ethnic group of                       

European/Pākehā only occupying 13.5% of the student population (Ministry of Education,                     
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2018a). While ethnicity can be used as a proxy for culture, throughout this thesis, culture is                               

considered from a broader perspective. This has been particularly informed by the work of                           

Inglis (2005) and is considered a whole way of life, including values, beliefs, norms,                           

perceptions, dispositions and behaviours. This definition will be further considered in                     

Chapter Two of this thesis. 

  

The culturally diverse student body brings with it a number of challenges, most commonly                           

in catering for the needs of such a mixed audience. I have observed the struggles that these                                 

students have encountered as they have been faced with a foreign language, educational                         

practices and assessments. From my observations, I began to draw my own conclusions                         

that motivation was in part, if not considerably influenced by the students’ perceptions as                           

to whether they could complete a task. I began to explore the idea of self-efficacy as part of                                   

my professional responsibilities to support the development of student self-management.                   

As part of the school’s focus to implement independent learning, I began to consider that                             

the disengagement being witnessed and the lack of success by some students during                         

independent learning times may be underpinned by a lack of self-efficacy. 

 

My reflections on self-efficacy as a leader 

My experiences as a teacher were then complemented by my experiences as an                         

educational leader while seeking to find an understanding as to why teachers found it                           

easier to teach one class compared to another. In my professional discussions, it seemed                           

that teachers could not necessarily quantify what was happening, but were aware that                         

something was different. Comments like ‘my line one class is just easier to teach than my                               

line five, I’m not sure why it is just the vibe of the class’ or ‘the rowdy class and the quiet                                         

class’ seemed to suggest that there was an unmeasured ‘vibe’ occurring that was                         

influencing teacher confidence and delivery. The idea of teacher efficacy began to become                         

more frequent in my research and appraisal discussions with other teachers. I began to                           

consider the reciprocal nature of socio-cultural influence that students and teachers might                       

have on one another. 

 

My personal reflections on self-efficacy 

My experiences as a teacher differ from my own personal schooling experience. Finding                         

schooling a predominantly easy and understandable process, I had little experience of                       

challenges associated with cultural distance. Ticking all the commonly mentioned boxes of                       

privilege: white, middle-classed, able-bodied, heterosexual and male it was not until I began                         

to move towards the last one, middle-aged, that I began to realise the depth of privilege                               

that I have been afforded in both my education and beyond. I feel fortunate that I travelled                                 

and placed myself in positions of cultural discomfort, that began to unravel my previously                           

held assumptions and initiated an understanding of cultural capital. It was not, however,                         

until I embarked on postgraduate study at Auckland University of Technology (AUT) that I                           
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truly began to appreciate the breadth of the gaps in my knowledge and understanding of                             

both cultural capital and privilege. I discovered the question “in what ways does my identity                             

. . . interrupt my ability to see other perspectives?” (Santamaría & Santamaría, 2013, p. 6).                               

This made me review both my professional and personal position, and I realised that it was                               

likely that I had an aptitude for homosociability, selecting relationships that felt both                         

familiar and safe (Grummell, Devine, & Lynch, 2009). Investigating my own lens through                         

which I perceive the world has made me more aware of my “diversity competences” (Iles &                               

Hayers, 1997, p. 110), and this thesis is another step to help further expand my capacity in                                 

intercultural leadership. 

These three key experiences provided the impetus to initiate further study in both                         

self-efficacy and cultural capital and provide the platform from which I based my initial                           

thinking. These two key concepts are central to this research and are both substantial                           

topics in their own right. In order to limit the scope of this thesis, the discussion is centred                                   

around the intersection of these two concepts. To further hone the focus, I have selected to                               

center this research on secondary students, in particular, junior secondary students of New                         

Zealand, school years 9 and 10. Junior secondary students were selected as they generally                           

move together between classes and therefore it was possible to make comparisons with                         

the same group of students across different teachers. In the following paragraphs, I will                           

expand on the two key concepts providing further background for the establishment of this                           

thesis. 

The two main concepts - Efficacy and Capital 

Why student, teacher and collective efficacy? 

Throughout my investigation into self-efficacy, I have realised that much of the literature                         

regarding self-efficacy is in part or wholly influenced by the work of Albert Bandura, who                             

has been at the forefront of self-efficacy research since his 1977 article “Self-efficacy:                         

Toward a unifying theory of behavioral change” (Bandura, 1977a). Bandura defines                     

perceived self-efficacy as belief “in one’s capabilities to organize and execute the courses of                           

action required to produce given attainments” (Bandura, 1997, p. 3). The ability to                         

self-reflect and perceive one’s capability is interwound with self-concept and therefore I                       

believe an investigation into self-efficacy must also consider the determinants of                     

self-concept. 

What contributes to self-concept is further discussed in Chapter Two. In the literature I                           

explored, there is generally consensus that self-efficacy is at least a contributor to                         

self-concept and argued by some, for example, Bong and Skaalvik (2003) to be the “most                             

important building block in one’s self-concept” (p. 11). It has been suggested by a number                             

of authors (Bandura & Schunk, 1981; Relich, Debus, & Walker, 1986; B. J. Zimmerman, 2000)                             

that improving self-efficacy, as a component of self-concept, can contribute to increases in                         
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student performance. Bandura (1997) proposes that increases in self-efficacy will lead to                       

improvements in motivation and engagement, resulting in increased levels of student                     

achievement. 

 

Complementing the development of self-efficacy in students is the development of teacher                       

efficacy. Numerous benefits to increasing teacher efficacy have been found including:                     

increases in student achievement; higher levels of planning and organisation; an increased                       

willingness to experiment and higher levels of resilience when faced with setbacks                       

(Tschannen-Moran & Hoy, 2001). Higher levels of teacher efficacy have also been found to                           

be one of the “significant predictors of both job satisfaction and job performance” (Judge &                             

Bono, 2001, p. 86). Some researchers have suggested that teacher and student self-efficacy                         

have a reciprocal impact on one another which makes it difficult to consider the concepts in                               

isolation (Meissel & Rubie-Davies, 2016); the combining of these two components is                       

considered by some researchers as collective efficacy (Bandura, 1997; Pajares, 1996).                     

Collective efficacy suggests that in a school environment, efficacy is not solely personal, but                           

also a social construct. These concepts will be further explored and defined in Chapter two                             

of this thesis.  

 

Why cultural capital? 

The term culture, defined by Thaman (2000) “as a shared way of living of a group of people,                                   

which includes their accumulated knowledge and understandings, skills and values, and                     

which is perceived by them to be unique and meaningful” (p. 1) is complex and will be                                 

examined in depth in Chapter Two of this thesis. However, most commonly used measures                           

of cultural diversity indicate that New Zealand’s teachers are increasingly finding                     

themselves delivering education to a culturally diversifying student body. Data from the                       

2013 census shows that New Zealand continues to witness ethnic diversification, one of the                           

most commonly used indicators of cultural diversity. Both the Māori and Pasifika                       

population are youthful in nature, and there is a continued trend of growth in the                             

population of Asian peoples (Stats NZ, 2014). In terms of ethnicity, Auckland is the fourth                             

most diverse city in the world, and one-quarter of New Zealanders were born overseas at                             

the time of the 2013 census (Pio, 2016). Ethnicity by itself is a poor measure of cultural                                 

diversity as it fails to acknowledge the breadth of difference that is witnessed across                           

individuals belonging to an ethnic classification. However, these statistics do show strong                       

evidence that the demographic of students in New Zealand is undergoing considerable                       

change. 

 

The idea of cultural capital as a process of social and cultural reproduction was proposed                             

by Bourdieu (1977a) in describing the perpetuation of social and class inequalities. For                         

Bourdieu, capital exists in three forms or species: economic capital, cultural capital and                         

social capital (Bourdieu, 1986). These forms of capital are the resources that individuals                         
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possess that enable them to negotiate the fields they operate in. Effectively individuals can                           

trade their capital for finite resources, such as money, property, education or societal                         

positions such as titles of nobility. According to Bourdieu (1986), there are three forms in                             

which cultural capital exists: embodied social traits inherited over time, for example, an                         

accent or an ability to read; objectified, cultural artefacts such as writings or artwork; and                             

institutionalised, referring to the way cultural capital is measured and certified. These three                         

forms of cultural capital can become inherited dispositions, that can aid or hinder                         

individuals to negotiate various settings, such as schools, workplaces and communities. For                       

Bourdieu, the education system was a key component “to the reproduction of the social                           

structure by sanctioning the hereditary transmission of cultural capital” (Bourdieu, 1986, p.                       

245). In Chapters Two and Three, I will argue that socio-economic background, gender,                       

ethnicity, home language and preparation to engage in the schooling system are                     

contributing factors which can act as capital to advantage or disadvantage students in New                         

Zealand schools.

Considering the continued diversification being witnessed by New Zealand schools and the                       

socio-cultural nature of self-efficacy, I believe it is pertinent for educators to consider both                           

self-efficacy and cultural capital in conjunction.  

A rationale for this research contributing to the field of Educational Leadership 

The increasing perception of pressure for educational change  

Teachers and schools are now coming under increasing pressure to broaden their horizons                         

of what is relevant for today’s students to offer “transformational learning system[s]”                       

(Timperley, Kaser, & Halbert, 2014, p. 3). Global research initiatives from the Centre for                           

Educational Research and Innovation (CERI) and the World Economic Forum are calling for                         

skills to enable “adaptive expertise” (Hanna, David, & Francisco, 2010, p. 3), by fostering                           

qualities such as “collaboration, creativity and problem-solving, and character qualities like                     

persistence, curiosity and initiative” (World Economic Forum, 2015, p. 2). As part of the                           

Education Portfolio Work Programme, the Ministry of Education is investigating                   

system-wide reform to address the “needs of the 21st century” (Ministry of Education,                         

2018b, p. 2). This broad review is likely to result in immediate and long-term change for                               

educators and increase pressure to support the development of a wider set of behavioural                           

attributes.  

A narrow day-to-day focus 

Encouraging skills, such as collaboration, creativity and problem solving, while developing                     

character qualities of persistence, curiosity and initiative, requires some insight into                     

socio-psychological motivation. In a New Zealand setting, Rubie-Davies et al. (2012) suggest                       

that more could be learnt from further investigation of the socio-psychological factors that                         

impact student performance. Educational research must go beyond “finding better, more                     
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sophisticated, more efficient, or effective means for achieving educational ends”; it must                       

also consider the “aims, ends and purposes of education” (Biesta & Burbules, 2004, p. 109).                             

As a teacher operating in a school environment, I found it easy to overlook the aims, ends                                 

and purposes, rather I focussed on day-to-day efficiencies and delivering more effective                       

lessons to my students. Fitzgerald, Youngs and Grootenboer (2003) describe the pressures,                       

either perceived or actual, of bureaucratic control, that result in schools reinforcing the                         

focus on efficiency through a broad range of intra-school accountability processes. At my                         

current school, these manifest as: annual goals, performance management and appraisal,                     

inquiry, professional learning, reflection and course reviews that are a constant reminder of                         

this desire for operational efficiency. As a result, each lesson, day, week, term and year                             

becomes focussed on delivering annual incremental improvement in students’ academic                   

outcomes, and it is not until faced with change that a chance to reflect on the aims, ends                                   

and purposes is made obvious. Improving day-to-day efficiencies is not going to meet the                           

needs of our 21st-century learners, nor is it going to result in equipping teachers with the                               

skills they need to teach competencies like adaptive expertise.  

For educational leaders, the challenge is twofold as to enable improvements in student                         

learning behaviours requires that teachers have the capacity to deliver appropriate                     

instruction to their students. The causality dilemma then arises, as to whether capacity or                           

perception of capacity, is more likely to influence both teacher and student motivation and                           

engagement. Leaders of change will potentially face further challenge and scepticism from                       

teachers who harden themselves to the “constant swings of emphasis in change and                         

innovation” (Hargreaves, 2004, p. 288). The intent of this research is to support both                           

educational leaders and teachers to deepen their understanding of the concepts of                       

self-efficacy and cultural capital and how these relate to engagement, motivation and                       

academic outcomes for students.   

The aim of the project and the research questions 

Both my personal and professional experiences, combined with my initial reading on                       

self-efficacy and cultural capital has resulted in the aim of this thesis: 

To explore the impacts of both positive and negative self-efficacy in the                       

classroom; in particular, the intersection and interplay of inherited cultural                   

capital with existing and established socio-cultural climates operating in the                   

classroom.  

The goal of the research is to provide educational leaders with some insight as to what                               

leadership responses could aid in fostering an environment that promotes the                     

development of self-efficacy in culturally diversifying classrooms. This has resulted in the                       

primary research question: 
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How can educational leaders foster an environment that facilitates increased                   

opportunities for teachers and students to develop their self-efficacy in the                     

classroom?  

 

As I explored this primary research question, I found it useful to focus my research on four                                 

further questions which contribute to my overarching aim. These questions became my                       

secondary research questions:  

 

● In what ways does classroom culture contribute to self-efficacy? 

● In what ways does student self-efficacy contribute to teacher efficacy and vice                       

versa?  

● How can existing cultural capital advantage or disadvantage learners? 

● Is educational practice and potential cultural distance affecting the                 

self-efficacy of students from different cultural backgrounds? 

 

To investigate these questions I first sought to clarify the key concepts, and explore and                             

determine definitions necessary to ground the research project. I have adopted a pragmatic                         

research approach throughout this process and have utilised naturalistic research methods                     

to explore my research questions. This was primarily oriented towards qualitative research                       

methods with some supplementary quantitative survey data to aid in the transferability of                         

the data collected in this project. I applied and was successful in gaining ethics approval,                             

including an amendment to my initial application, from Auckland University of Technology                       

Ethics Committee (AUTEC) prior to engaging with any research participants (Appendix A).                       

The participants that took part in the research project were from three Auckland schools                           

and consisted of students, teachers and educational leaders. I found that the existing                         

literature available on both self-efficacy and cultural capital was extensive and positioned                       

between both constructivist and social theories of learning. I have, therefore, argued that I                           

am operating at the intersection of these two positions and the work of the two authors                               

that underpin much of this literature, Bourdieu and Bandura. The presentation of this                         

research is summarised as follows. 

 

Presentation of the thesis 

The presentation of this thesis consists of seven chapters that document the process of this                             

research. Chapter One has sought to provide the foundation of this research by                         

establishing the origin of my thinking, resulting in the rationale for this research. To                           

conclude this chapter, I have outlined the research questions that have focussed my                         

investigation. A brief explanation of the remaining chapters is as follows.  
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Chapter Two clarifies the position of this research and provides justification and definition                         

of both self-efficacy and cultural capital. In order to do this a range of terminology is                               

discussed and defined including, self-concept, self-awareness, self-esteem, culture and                 

habitus. This provides the platform for the remainder of the literature reviewed in this                           

thesis. 

Chapter Three reviews literature related to both cultural capital and self-efficacy. Initially,                       

each secondary research question is considered with evidence of both contributing and                       

contradicting literature provided and critiqued. This is then synthesised into a section that                         

seeks to explore the primary research question from the perspective of what interventions                         

educational leaders can make to support their teachers and students. 

Chapter Four outlines both the research methods and methodological approaches that                     

were considered and selected to complete the research. Positioning the research in a                         

pragmatic paradigm is justified, utilising both quantitative and qualitative data collection                     

methods. The chapter concludes with ethical and cultural considerations that were made                       

throughout the research process.  

Chapter Five presents the findings from the participants of the three schools who took part                             

in the research project. Firstly, the survey data from both the teachers and students                           

followed by the observation and interview data. The chapter lays the foundation for the                           

discussion in the following chapter.  

Chapter Six connects the research findings with the literature reviewed in Chapter Three.                         

The chapter initially explores the concepts of cultural capital and cultural distance before                         

putting forward an argument for strength-based differentiated instruction based on the                     

research findings. The chapter concludes with a discussion around strategies that                     

educational leaders can utilise in response to the research findings. 

Chapter Seven explains the significance of this research project and presents the key                         

findings. The limitations of the study are highlighted prior to recommendations being made                         

for future research. 
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Chapter Two - Theoretical Frameworks 

Introduction 

This chapter provides a foundation for the literature reviewed in Chapter Three of this                           

thesis, by defining both self-efficacy and cultural capital. Initially, this chapter explores my                         

assumptions regarding the nature of learning which underpin my discussions throughout                     

this thesis. The chapter then focuses on defining self-efficacy; in order to do this, I have                               

explored self-concept, including the commonly referenced building blocks of self:                   

self-awareness, which without efficacious decision making would not be possible; and                     

self-esteem which is often linked to high or low levels of self-efficacy. The latter half of the                                 

chapter reviews the literature on and proposes a definition of culture. In order to explore                             

and define cultural capital, a discussion of Bourdieu’s (1977b) interrelated concept of                       

habitus is provided, and the chapter concludes with the links between both self-efficacy                         

and cultural capital.  

My assumptions regarding the nature of learning 

Bandura and Bourdieu as a starting point 

The following two chapters have emerged from my exploration of both self-efficacy and                         

cultural capital and are based on my evolving assumptions regarding the nature of                         

learning. Much of my initial reading regarding self-efficacy was centred around the work of                           

Bandura (1997), and those who have used his work as the basis for their own investigations                               

into self-efficacy. For Bandura self-efficacy is all-encompassing and determines motivation,                   

engagement and outcomes for individuals. My initial reading regarding cultural capital                     

focussed primarily on the work of Bourdieu (1977b) and those authors who have based                           

their work on his theories. Capital is similarly all-encompassing for Bourdieu and combined                         

with habitus, which is considered the “learned set of preferences or dispositions by which a                             

person orients to the social world” (Edgerton & Roberts, 2014, p. 195), determines both                           

agency and possibility. The work of Bourdieu, a renowned sociologist, is not widely                         

referenced alongside that of Bandura, whose early work, in particular, has been critiqued                         

as a stimuli and response behaviourist or neo behaviourist model. In fact, in one of                             

Bandura’s most seminal works, Self-Efficacy: The Exercise of Control (1997), which includes an                         

extensive reference list of close to 2,000 entries, Bourdieu’s name is not mentioned once.                           

Bandura’s work and his contributions to psychology have evolved substantially from a                       

starting point founded in behaviourism, for example, the widely critiqued Bobo Doll                       

experiment (Bandura, Ross, & Ross, 1961), in which he observed the behaviour in children                           

after being exposed to aggressive adult behaviour. 16 years later in 1977, he proposed                           

what was potentially a neo-behaviourist Social Learning Theory (Bandura, 1977b), which                     

developed into a more social constructivist Social Cognitive Theory (Bandura, 1986).  
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An intersection between constructivist and social theories of learning 

Learning as seen from a constructivist viewpoint assumes that the learner makes meaning                         

and constructs mental schemes as they learn (Illeris, 2018). Piaget’s (1976) theory of                         

cognitive development proposes that children move through four stages of development                     

building on existing knowledge as they progress through this development. A learner                       

experiences their world and makes meaning, which is often facilitated by a teacher or a                             

more experienced learner. This position on learning is usually considered additive or                       

assimilative to create new or modified knowledge that an individual can recall in various                           

situations. For Bandura (1997), self-efficacy is primarily an assimilative process whereby                     

one’s efficacy beliefs are the result of cumulative learning regarding previous goal-oriented                       

achievements. This knowledge will be further reinforced as an individual negotiates                     

additional tasks increasing or diminishing existing efficacy beliefs. 

For proponents of social learning theories, such as Vygotsky (2012) and Wenger (2018), the                           

emphasis is placed more heavily on the social interactions between individuals. For                       

example, that of Wenger (2018) who considers “learning as social participation” in                       

communities that determine “what we do, but also who we are and how we interpret what                               

we do” (p. 221). The breadth of involvement in these communities is considerable, and each                             

individual assumes various roles in the communities of which they are a part, including                           

family, school, work, religious and sporting communities. Each community has its own                       

unique culture, or way of life, which must be negotiated by the participants as they                             

contribute to and further develop the community in a reciprocal way. For Bourdieu (1989),                           

the emphasis placed on the social transaction becomes of even more pronounced                       

importance, assuming that individuals are enabled to conduct these transactions based on                       

their existing capital. This process and navigation of communities can be a discordant or                           

harmonious process depending on the level of familiarity the participant has with each                         

community: “when habitus encounters a social world of which it is the product, it is like a                                 

"fish in water", it does not feel the weight of the water” (p. 43). 

The research that I am conducting is seeking to explore the ability of students and their                               

teachers to negotiate their classroom settings that may or may not be familiar to them and                               

the resultant impact on their self-efficacy. For this reason, I suggest that there is a useful                               

intersection to be found between the sociological work of Bourdieu, and the social                         

constructivist work of Bandura to explore the concept of self-efficacy and cultural capital. It                           

is challenging to consider self-efficacy and cultural capital from either a purely                       

constructivist or social model; each individual’s background and experience is unique and                       

will be a blend of: inherited behavioural dispositions, enculturated learnings, conditioned                     

responses, cognitive processes, individually and socially constructed learning. It is from this                       

starting point and assumption that I base the rest of my discussion on these two concepts                               
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and there are a blend of behaviourist, constructivist and social learning theories presented                         

in the remainder of this thesis. 

Self-efficacy 

Introduction to self-efficacy 

Self-efficacy is a subjective rather than objective construct, and it is for this reason, I believe                               

that a consistent definition of self-efficacy is somewhat debated in the literature. The work                           

of Bandura (1997) has initiated much of the discussion and research regarding self-efficacy.                         

For Bandura (1986) "perceived self-efficacy is defined as people's judgments of their                       

capabilities to organize and execute courses of action required to attain designated types                         

of performances" (p. 94). Bandura’s work and definition forms much of the basis of my                             

research; however, since his work was published, much has been done to both illuminate                           

and cloud understanding of self-efficacy. Not only are there a number of somewhat                         

analogous ‘self’ terms that can cloud understanding of self-efficacy. There are also a                         

number of terms utilising self-efficacy, such as teacher efficacy and collective efficacy,                       

which can increase confusion. For this reason, I will provide a brief description of the most                               

pertinent and how they differ from and contribute to self-efficacy. I will also provide a brief                               

outline of Bandura’s Social Cognitive Theory (1986) as this clarifies how he proposes                         

self-efficacy is related to the self, behaviour and the environment. At the conclusion of this                             

section, I will offer a definition of self-efficacy as it is conceptualised in this thesis. 

Analogous and divergent self terms 

The term self-efficacy is frequently referenced in motivation theory literature and is often                         

found alongside or confused in and amongst a number of other self-terms. The most                           

frequently referenced are those of: self-belief, self-confidence, self-awareness, self-esteem                 

and self-concept; these words can be considered by the level of specificity which they                           

provide. Self-belief and self-confidence are more imprecise in their definition, not                     

necessarily being goal-oriented and more intangible in their measurement; however, for                     

the most part, they seem to be used more colloquially as a substitute for self-efficacy.                             

Self-awareness, self-esteem and self-concept, however, are generally agreed to be                   

divergent from self-efficacy; self-concept, in particular, being central to much discussion                     

regarding self-efficacy. Due to the nature of these self-events, Paulick, Großschedl, Harms,                       

and Möller (2017) suggest that self-concept is more “past oriented and stable” while                         

self-efficacy is more “future oriented and malleable” (p. 120). In the following paragraphs, I                           

will explore the notion of self-concept, self-awareness and self-esteem, and how they each                         

relate to self-efficacy. 

The concept of self 

Self, an everyday term is commonplace in most people's lexicon is used to describe roles,                             

behaviours, preferences and make value judgements. It is a learned attribute, as to have a                             
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concept of self, you must first have knowledge of yourself. An infant entering the world is                               

not born with a sense of self (Harter, 1999); rather it develops this from observations and                               

various external inputs. On the surface, the concept of self can be colloquially simplified to                             

phrases such as, I am me, it is mine, I am myself (Cooley, 1902); however, to define a                                   

concept of self is substantially more difficult. Triandis (1989) describes how the intricacies                         

of the term ‘self’, have been extensively discussed by a range of psychologists,                         

anthropologists and sociologists with oftentimes little consensus. Considering the                 

difficulties reaching a concise explanation, Hattie (2014) utilises a facet analysis to break                         

down the definition of self-concept into its component parts giving alternative terminology                       

to cover the breadth of the definition: 

 

Our conceptions/self-concepts of our self are cognitive appraisals, expressed                 

in terms of expectations/descriptions/prescriptions, integrated across various             

dimensions that we attribute to ourselves. The integration is primarily via                     

self-verification/self-consistency/self-complexity/self-enhancement. These   

attributes may be consistent/inconsistent depending on the type/amount of                 

confirmation/disconfirmation our appraisals received from others/ourselves.           

(p. 37) 

 

This facet analysis serves in part to demonstrate the difficulties of defining self-concept but                           

provides a position from which it is possible to explore what influences self-concept.                         

Although it would seem that a singular definition of self-concept remains elusive, there                         

does seem to be more agreement on the factors which contribute to a sense of self.                               

Bordens and Horowitz (2017), synthesising a range of literature on self, outline some of the                             

ways that self-concept can be established and maintained: reflected appraisals (Cooley,                     

1902), social comparisons (Festinger, 1954), and introspection. The breadth of influence                     

that contributes to these three components of self-concept is both substantial and unique                         

to each individual. The process of knowing oneself stems from the ability to be self-aware;                             

Hattie (2014) suggests that “self-concept involves more than the knower and the known, it                           

also relates to the process of knowing” (p. 36). In the following paragraphs, I will expand on                                 

each of these components and how they contribute to not only self-concept but also                           

self-efficacy.  

 

Reflected appraisals 

Triandis (1989) in reviewing a breadth of literature determines that there is generally                         

consensus that the concept of self is at least in part informed by interaction with other                               

individuals and groups. Cooley’s (1902) concept of the looking-glass self formed the basis of                           

much modern thinking on what was later termed by Sullivan (1953) as reflected appraisals;                           

the premise that our views of self are established through what we perceive others see in                               

ourselves. Reflected appraisals can thus initially be easily explored; for example, if a                         
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student believes that their teacher considers themselves ‘smart’, they are more likely to                         

believe themselves to be ‘smart’. However, Leavy (2017) unpacks the dangerous nature of                         

“privilege, power, oppression, and domination” (p. 1) that can result in unforeseen reflected                         

appraisal and negative concepts of self. Leavy argues that we are profoundly influenced by                           

our environment without even necessarily being aware of the environment that we are in.                           

Importantly for self-efficacy, reflected appraisal suggests that if teachers may be able to                         

foster increases in self-efficacy by focussing on student’s perceptions of themselves rather                       

than capacity.  

 

Social Comparisons 

Social comparisons proposed by Festinger (1954) are considered an innate drive which                       

allows individuals to make sound informed decisions as to whether they are likely to be                             

competitive (Bordens & Horowitz, 2017). Festinger (1954) asserts that social comparisons                     

and competitive behaviour stem from the same socio-psychological process. Festinger goes                     

on to discuss that this comparison is both subjective and objective. In situations where                           

performance is judged in a more ambiguous manner, the perception of one’s ability will                           

form the basis of comparison with others. In an educational setting, this can present as                             

students comparing themselves to one another as to whether or not they are ‘smart’ or                             

‘capable’. While this may be objective; ‘my peer ran faster than I did’, it can also be more                                   

subjective; ‘my peers are smarter than me’. This can result in positive motivation but also                             

act to discourage a student if they believe that they cannot keep up. In reviewing an                               

extensive range of literature on the topic of social comparisons in the classroom, Dijkstra,                           

Kuyper, van der Werf, Buunk and van der Zee (2008) suggest that students strongly prefer                             

to compare themselves with peers whom they perceive are performing better than                       

themselves. This can motivate students to improve their own performance, but can also                         

lead to negative self-appraisals and result in a lowering of both academic self-concept and                           

self-efficacy. 

 

Introspection 

Introspection is an intrapersonal process that can live solely in reflection on lived                         

experiences and behaviours, but also through empathy, described by Kohut (1959) as a                         

“vicarious introspection” (p.461). Amongst psychologists, there is debate as to the accuracy                       

and therefore the relevance of self-knowledge that results from introspective thinking                     

(Silvia & Gendolla, 2001). There is a broad amount of literature that argues both for and                               

against introspection; however, Armstrong (2002) makes the case, that “without                   

introspection there could be no purposive mental activity”, which would result in an                         

inability to “think before we act” (p. 327). Hixon and Swann (1993) suggest that it is the                                 

amount of introspection that is critical to its effectiveness, stating that “modest amounts of                           

reflection foster self-insight” (p. 42). Most if not all teachers in New Zealand are familiar                             

with the expectation that they operate as reflective practitioners. Processes, such as                       
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appraisal, attestation, inquiry and observations, all require reflective thought and include                     

some degree of introspective thinking.  

 

Self-awareness and self-esteem 

Self-awareness and self-esteem are processes that can evolve once an individual has                       

developed a sense of self-concept and is able to make judgments of themselves. The                           

following paragraphs serve to outline the differences between these two terms and how                         

they relate to self-efficacy. 

 

Self-awareness 

The mirror-test work of Gallup (1982) suggests that in order to demonstrate self-awareness                         

an individual must be able to recognise itself in a mirror. Although the techniques of the                               

mirror-test are disputed by some authors (for example, Asendorpf, Warkentin, &                     

Baudonnière, 1996), there is a general acceptance that “self-awareness is what makes it                         

possible to become aware of one’s own existence” (Gallup, 1982, p. 242). Much work on                             

self-awareness has been informed by the Objective Self-Awareness (OSA) theory proposed                     

by Duval and Wickland in 1972 (Silvia & Shelley Duval, 2001). This OSA theory proposes that                               

“when attention is directed inward and the individual’s consciousness is focused on himself,                         

he is the object of his own consciousness - hence ‘objective’ self-awareness” (Duval &                           

Wicklund, 1972, p. 2). Such self-awareness allows individuals to then make judgements                       

based on the standards that they created for themselves. Simplistically, this can be                         

demonstrated by the presumed self-awareness that occurs during the mirror-test; that red                       

dot should not be on my forehead, as my forehead usually exists without a red dot. In                                 

regards to self-efficacy, self-awareness, therefore, enables an individual to make decisions                     

informed by their own standards and enables judgement around future capacity. 

 

Self-esteem 

When seeking to establish what contributes to an individual's sense of self-esteem, a                         

further collection of self terms, such as “self-worth, self-competence, self-respect and                     

self-integrity” (Mone, Baker, & Jeffries, 1995, p. 717), are referenced, resulting in what has                           

been termed a “definitional maze” (Smelser, 1989, p. 9) of self-esteem. Reviewing a range of                             

literature on self-esteem, Miller and Moran (2012) offer a definition for educators that                         

suggests that self-esteem comprises “two interrelated components: self-worth and                 

self-confidence” (p. 41). Essentially this definition suggests that self-esteem is based on                       

judgements of what we are, and what we are capable of doing. Importantly for self-efficacy                             

Bandura (1997) argues that perceptions of self-esteem are “concerned with judgements of                       

self-worth” (p.11), which is distinct from judgements of efficacy. He argues that this is                           

possible due to the judgement of worth that an individual places on an activity; it is possible                                 

to be highly inefficacious in an activity yet not have any decrease in self-esteem, due to not                                 

placing value on that activity. 
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Self-efficacy and Social Cognitive Theory 

Social Cognitive Theory 

Bandura (1977a) contends that “efficacy expectations are a major determinant of people's                       

choice of activities, how much effort they will expend, and of how long they will sustain                               

effort in dealing with stressful situations” (p. 194). This sizeable assertion contributes to his                           

Social Cognitive Theory (Bandura, 1986), that argues that efficacy expectations contribute                     

to a system of “triadic reciprocal causation” (Bandura, 1989, p. 1175), or that self-efficacy                           

“mediate[s] the relationship between knowledge and action” (Pajares, 1996, p. 3). Figure 2.1                         

provides a visual representation of this relationship. 

Figure 2.1: Triadic reciprocal nature of human functioning, Social Cognitive Theory model 

(Pajares, 2002). 

For Bandura, Social Cognitive Theory (SCT) balances the overemphasis placed on                     

environmental factors from a behaviourist point of view, as well as limiting the emphasis                           

placed on biological factors and evolutionism (Pajares, 2002). Due to the reciprocal nature                         

proposed by SCT, educators can support students’ development in one area, resulting in a                           

positive impact on the other two areas. Self-efficacy is defined by Bandura (1986) as                           

“people's judgements of their capabilities to organize and execute courses of action                       

required to attain designated types of performances" (p. 391), and has been extensively                         

researched by authors covering a range of domains. Proponents of self-efficacy argue for a                           

broad spectrum of impact, with links postulated between efficacy expectations and:                     

academic achievement (Lent, Brown, & Larkin, 1984), career choices (Bandura, Barbaranelli,                     

Caprara, & Pastorelli, 2001), academic stress (Zajacova, Lynch, & Espenshade, 2005),                     

amongst many others as diverse as pain tolerance (for example, Litt, 1988). However,                         

Schunk (1991) argues that in itself self-efficacy does not determine performance, and                       

proposes that in an academic setting, motivation and performance are also determined by                         

“skills, outcome expectations, and the perceived value of outcomes” (p. 208). 

Components of self-efficacy 

The creation and sustaining influences of self-efficacy are considered as broad as the                         

impacts that self-efficacy has on human experience and action. Bandura (1997) suggests                       
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four principal sources of self-efficacy: enactive mastery experiences, vicarious experiences,                   

forms of persuasion, and physiological and affective states; with enactive mastery                     

experiences as the most influential source. Teachers can provide enactive mastery                     

experiences that contribute to a student witnessing their own success and it is this                           

component that is most frequently referenced in much of the literature. Vicarious                       

experiences consists of socially comparative information, such as a one student observing                       

their own performance in relation to others in a test. Forms of persuasion, such as social                               

persuasion, are evidenced in schools as teachers express faith in their students’ abilities if                           

they are doubting themselves. Physiological and affective states suggest that students may                       

read their levels of stress in certain situations as such as high stakes testing as                             

“vulnerability to dysfunction” (p. 106). These four sources contribute to most of the                         

literature available on self-efficacy with differing authors arguing for which source is the                         

most influential. I believe when considering these sources of self-efficacy information, it is                         

possible that they are restrictive and limit the emphasis placed on socially constructed                         

knowledge. This is why I argue for an intersection of constructivist and social learning                           

perspectives to consider self-efficacy.  

Teacher efficacy and collective efficacy 

Teacher efficacy has been defined by different authors as two convergent concepts; it can                           

be seen as the ability to complete allocated tasks (Tschannen-Moran & Hoy, 2001), or the                             

teacher’s belief to influence student outcomes (Wheatley, 2002). Küçükahmet (2000, cited in                       

Çevik, 2017) identifies five factors that influence teachers efficacy: “teacher’s personal                     

characteristics, academic competencies, world knowledge, professional attitudes, and               

professional competence” (p. 339). Efficacy beliefs can be both an individual and a collective                           

construct; if self-efficacy is a goal-oriented construct, collective efficacy assumes that those                       

individuals working towards the same goal are likely to develop a sense of collective                           

efficacy (Bandura, 1997). In a school setting, this can potentially exist across staff members                           

who are striving for improvements in academic outcomes and also between teachers and                         

students who are striving for their individual success. Collective efficacy and teacher                       

efficacy are often considered in conjunction and much research points to a reciprocal                         

relationship between these two concepts. 

Self-efficacy as it is conceptualised in this thesis 

Based on the above literature and definitions, self-efficacy in this thesis is conceptualised                         

from both a collective and individual position and refers to the perceived capability of                           

individuals and groups to successfully engage in tasks that contribute to desired personal                         

or shared goals.  

The ability to evaluate self and make judgements on capacity has been extensively                         

researched by a range of authors. Critique on this research and alternative positions                         
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regarding self-efficacy, collective efficacy and teacher efficacy will be explored further in                       

Chapter Three of this thesis.  

Defining culture 

A definition of culture 

Culture is a word that can mean many different things to different people. Its complexity in                               

part seems to stem from the evolution of the word from historical to more contemporary                             

definitions. Synthesising a range of literature on the various definitions of culture,                       

particularly the work of Raymond Williams (1976), Inglis (2005) offers four common                       

definitions: high culture – the arts, etc.; personal refinement – a cultured person; cultural                           

objects – books, etc.; a whole way of life of a group of people – working class culture, etc. It                                       

is the fourth definition, a whole way of life, that will form the basis of my definition of                                   

culture. Inglis (2005) then offers up eight aspects that contribute to this definition of culture                             

as a whole way of life: 

1. Culture comprises the patterns of ideas, values and beliefs common to a                     

particular group of people, their ‘characteristic’ ways of thinking and feeling.

2. The culture of one group differentiates it from other groups, each of which                       

has its ‘own’ culture.

3. Culture contains meanings. Culture is meaningful.

4. The ideas, values and beliefs of a group are profoundly implicated in                     

motivating people to act in certain ways.

5. The ideas, values and beliefs of a group are embodied in symbols and                       

artefacts.

6. Culture is learned.

7. Culture is arbitrary.

8. Culture and forms of social power are intimately bound up with each other.                       

(p. 7)

This whole way of life refers to an incredibly broad scope of “everyday practices of being,                               

doing, having, saying, seeing, eating, wearing and talking” (Matthewman, 2004, p. ix). It is                           

often the activities that are most taken for granted: foods, forms of transport or even                             

toileting habits, “the most banal externalities of life [that] are expressions of the wider                           

social and cultural order” (Inglis, 2005, p. 3). When faced with various stimuli, the way                             

humans respond is not instinctual but rather influenced by the way they perceive those                           

stimuli based on their enculturated learnings (Inglis, 2005). Niec (1994 cited in Wilson, 2000)                           

gives further substance to the breadth of the definition of culture as “the perception of all                               

human activities, material products, products of thought and imagination, and values as an                         

integrated system which affects the development of the personalities of individuals and                       

social groups” (p. 17).  
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Based on the above literature and definitions, culture in this thesis is conceptualised as the                             

primarily unseen perceptions and dispositions of individuals; that influence thoughts,                   

behaviours, habits and actions; and that have been established, maintained and enhanced                       

through enculturation in various social groupings.   

  

The context of Aotearoa New Zealand and the evolution of the term culture in this country                               

provides some additional challenge to a definition of culture. The term culture in New                           

Zealand has been frequently used as a “political organising tool” (Wilson, 2000, p. 14) and is                               

often primarily associated with ethnic or racial groupings of European, Māori and a number                           

of minority ethnic groupings. This ethnic assimilation of the term culture can be damaging                           

to the breadth of influence that contributes to the definition of culture supplied above. The                             

term ethnicity in New Zealand is increasingly becoming used as an indicator of some of the                               

associated socio-cultural affiliations that can accompany an individual due to their ethnic                       

origin (Khawaja, Boddington, & Didham, 2000); however, in this thesis, ethnicity is                       

considered as a possible indicator of, rather than the defining factor of culture. 

 

Culture in this thesis - Cultural capital and cultural distance 

The purpose of this thesis is primarily to investigate self-efficacy and the impact that                           

cultural capital may have on this in a classroom environment. I am, therefore, also                           

interested in the inverse of this capital, which I am considering as cultural distance. Cultural                             

distance in this sense being how far an individual feels distanced from the prevailing                           

practice in the classroom. In a New Zealand setting, mainstream public education has                         

primarily reflected the nature of its employees: mainstream, middle-class, Eurocentric                   

(Lawton, 1992); and generally caters advantageously to English speaking (Phillips,                   

McNaughton, & MacDonald, 2004), middle-classed students (Thrupp, 2016). Students who                   

experience familiarity with these norms are less likely to experience cultural distance in the                           

classroom. Therefore, based on my review of literature further discussed in Chapter Three,                         

I have identified five components of culture that can contribute to cultural distance from                           

the prevailing norm in New Zealand classrooms: socio-economic background, gender,                   

ethnicity, home language and preparation to engage in the schooling system. In New                         

Zealand, decile is a readily accessible, however somewhat broad indicator of community                       

affluence; I have chosen to use decile as a general indicator of socio-economic background,                           

while recognising the limitation that this is a very surface level indicator. When identifying                           

the cultural distance of research participants, the other four components were established                       

through surveying the initial stages of the fieldwork.  
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Defining Cultural Capital  

Bourdieu’s habitus and capital 

For Bourdieu, the notion of both habitus and capital was primarily concerned with                         

explaining the reproduction and continuation of society and power relations; this                     

reproduction of social life could occur either knowingly and willingly, unintentionally or                       

beyond the control of those affected (Calhoun, 1993). This reproduction occurs whether or                         

not reproduction is the intent and occurs continuously. Similarly to self-concept, habitus                       

denotes a way of viewing the world based on experiential learning but "decentralises the                           

self, making it opposite to conscious action and will-power" (Skeggs, 2013, p. 83). For                           

Bourdieu, habitus is all-encompassing and can be "understood as a system of lasting,                         

transposable dispositions which, integrating all past experiences, functions at every                   

moment as a matrix of perceptions, appreciations, and actions" (Bourdieu, 1977b, p. 82).  

 

Bourdieu's habitus is not a fixed construct but rather an "open system of dispositions”                           

(Bourdieu & Wacquant, 1992, p. 133) that is continually evolving through lived experiences.                         

Calhoun (1993) describes that this lived experience comes primarily from day-to-day events                       

that are met by approval or disapproval, success or failure, reinforcing or subtly modifying                           

their perception; most lived experiences tend to reinforce rather than modify existing                       

constructs. Capital for Bourdieu is the currency that generates and sustains habitus; forms                         

of capital include scholastic, economic and cultural capital (Burke, 2015). For students                       

graduating from school, they must trade this capital for opportunities, such as jobs, and are                             

increasingly finding themselves relying on cultural capital as scholastic, economic and social                       

capital become increasingly similar across individuals (Tomlinson, 2007 cited in Burke,                     

2015). 

 

Li (2015) describes how habitus explains how individuals with similar lived experiences                       

often share similar social outcomes, due to their attitudes and behaviours being defined by                           

their experience. For Bourdieu (1986), the formation of habitus and the resultant social                         

inertia for children begins at a young age influenced by both parents and education. The                             

"cultural capital previously invested by the family" (Bourdieu, 1986, p. 244) acts as a                           

platform from which schools, acting as a "central generative space" (Stahl, 2015, p. 22),                           

construct and reinforce habitus, both directly through teaching, and indirectly through                     

social experience.  

 

Perceptions of what is possible "shape their aspirations according to concrete indices of the                           

accessible and the inaccessible" (Bourdieu, 1990, p. 64). Through both societal learning and                         

formal education, students learn or are sometimes told what is possible for them to                           

achieve. This reinforcement means that schools can become a mechanism that results in                         

the dominant classes reproducing social outcomes; the only requirement is that the system                         

is maintained so that the dominant class only have to "let the system they dominate take its                                 
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own course in order to exercise their domination" (Bourdieu, 1977b, p. 190). This system                           

level continuation of social outcomes may provide some insight into those "priority learners                         

. . . who have been identified as historically not experiencing success in the New Zealand                               

school system" (Education Review Office, 2012, p. 4). The Education Review Office (2012)                         

identifies these priority learners as "many Māori and Pacific learners, those from low                         

socio-economic backgrounds and students with special education needs" (p. 4). Kennedy                     

(2015) states that “one of the greatest repercussions of educational inequality is the                         

perpetuation of further disparities across a range of socioeconomic contexts” (p. 171). The                         

reinforced and embedded nature of habitus suggests that educators who are looking to                         

reform the lack of success experienced by some learners, must redress generations of                         

reinforced learning and assimilative practice. When considering habitus in conjunction with                     

self-efficacy, it would appear to create shifts in efficacy, individuals must unlearn deeply                         

held beliefs and reinforced cultural capital to reimagine what is both accessible and                         

possible.  

Summary 

This chapter has provided background for the key concepts covered in the remainder of                           

this thesis and defined both self-efficacy and culture as they have been conceptualised in                           

this research. In order to provide this background, I have explored the idea of self-concept                             

and habitus as components and antecedents of my two key themes. The chapter also seeks                             

to provide justification for a focus on self-efficacy rather than self-concept due to it being a                               

more future-oriented and malleable concept. In the following chapter, I will review                       

literature related to my research questions and provide both complementary and critical                       

voice to the ideas of self-efficacy and cultural capital. 
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Chapter Three - Literature Review 

Introduction 

This chapter seeks to explore the existing literature to address my primary research                         

question:  

How can educational leaders foster an environment that facilitates increased                   

opportunities for teachers and students to develop their self-efficacy in the                     

classroom?  

When considering self-efficacy from a socio-cultural perspective, the breadth of factors that                       

can contribute to answering this question is substantial and multifaceted. The                     

socio-cultural environment of the classroom and the cultural practices that operate within                       

that environment cannot be considered in isolation. Students and teachers play a                       

substantial role in the construction and continuation of both the socio-cultural and                       

socio-emotional climate of the classroom. However, educational leaders, Boards of                   

Trustees, parents, communities and policymakers also influence both practice and culture.                     

Therefore, the influences on classroom culture must be considered from a system-wide                       

level, down to individual school practices, through to the microclimate of the relationships                         

between individuals in the classroom, and to the precursors of capital that influence                         

students’ ability to engage with school. Due to this thesis being focussed on intraschool                           

educational leadership, the following literature review focuses on fostering the self-efficacy                     

of students and their teachers through deliberate school leadership rather than                     

investigating system-level reform.   

In order to investigate my primary research question, I found that I needed to explore four                               

secondary questions that were more concerned with the establishment and continuation of                       

self-efficacy. These questions were: 

● In what ways does classroom culture contribute to self-efficacy?

● In what ways does student self-efficacy contribute to teacher efficacy and vice                     

versa?

● How can existing cultural capital advantage or disadvantage learners?

● Is educational practice and potential cultural distance affecting the               

self-efficacy of students from different cultural backgrounds?

While considering these research questions, I found that a number of similar themes                         

emerged from the literature. I found that I could broadly group these themes into two                             

similar categories which I have chosen to present in two sections. The first section details                             
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the precursors and impacts of cultural capital and self-efficacy, and is primarily in response                           

to the secondary research questions. This section focuses on the efficacy beliefs of                         

students and their teachers, and is presented in chronological order of a student’s                         

establishment of capital, then early and schooling experiences. This starts with a discussion                         

of cultural capital and current educational disparities in New Zealand, then moves to a                           

student’s preparation to enter school and early school experiences. Classroom practice is                       

then considered from both the student and teacher’s perspective, prior to a discussion                         

regarding perceptions of cultural capital by their teachers, including both deficit and                       

agentic thinking.  

In the second section of this literature review, the focus shifts to the responses that                             

educational leaders can make to both cultural capital and self-efficacy, with a view to                           

fostering an environment that promotes increases in self-efficacy. This discussion is                     

designed in part to synthesise the findings explored through Section One from the four                           

secondary research questions, and provide a review more closely aligned with the primary                         

research question. This section starts with combatting deficit thinking and promoting both                       

teacher agency and efficacy. The chapter then explores collective efficacy, focussing                     

primarily on collective teacher efficacy rather than collective student efficacy, then moves                       

on to a discussion regarding generalisations of efficacy beliefs. The chapter then concludes                         

with a summary of key findings and themes. Both contributing and contradicting literature                         

has been reviewed and synthesised throughout the chapter to provide a thorough analysis                         

of the topic. 
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Section One - Precursors and impacts of cultural capital and self-efficacy 

Introduction 

This section of the literature review focuses on the establishment, reinforcement and                       

modification of efficacy beliefs which are in part influenced by cultural capital. It is                           

envisaged that this section provides a platform from which both cultural capital and                         

self-efficacy can be considered from an educational leader’s perspective in Section Two. 

 

Cultural Capital and Educational Disparities 

Educational disparities in New Zealand and their relation to self-efficacy 

The Ministry of Education (2014) clearly articulates the vision for the education system in                           

New Zealand, focussing on improved social outcomes for all: 

 

Education increases the range of life choices and opportunities open to New                       

Zealanders. Better educated people are more likely to be healthy, prosperous                     

and satisfied with their lives. Higher educational achievement leads to higher                     

employment rates and higher average income levels, as well as increased                     

productivity and a more competitive economy. The more qualified people are,                     

the more likely they are to be in paid work and to earn more. A range of social                                   

indicators are positively associated with higher levels of education, including                   

levels of volunteering and civic engagement. (p. 8) 

 

Despite this premise, New Zealand is still faced with substantial disparities in social,                         

economic and political areas. These disparities are witnessed throughout ethnic groupings,                     

genders, sexual orientations, socioeconomic standings, mental and physical disabilities and                   

geographic locations to name the most frequently referenced. For example, based on data                         

from the June quarter of 2018, despite improvements, a substantial wage gap of 9.2% is still                               

facing New Zealand women (Stats NZ, 2018b); 20% of households hold 70% of the net worth                               

(Stats NZ, 2018c), and disabled people are three times less likely to be in work (Stats NZ,                                 

2018a). Bishop, Berryman, Cavanagh and Teddy (2009) outline that compared to New                       

Zealand Europeans, Māori witness higher levels of: illness, unemployment, lower paid                     

employment, higher levels of poverty and lower educational outcomes. Decades of                     

educational reform have sought to address disparities with a particular focus on Māori                         

achievement but “for the large proportion of Māori students who attend mainstream                       

schools, there has been little if any shift in these disparities since they were first statistically                               

identified over 40 years ago” (Bishop et al., 2009, p. 2). The following paragraphs seek to                               

investigate whether the disparities witnessed in New Zealand are influenced by student and                         

teacher efficacy beliefs, as they operate in a predominantly Eurocentric system.  

 

Research on self-efficacy and cultural capital in New Zealand schools is less abundant than                           

overseas examples; however in a study on goal orientation and self-efficacy, Meissel and                         
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Rubie-Davies (2016) found that self-efficacy levels were linked to achievement in New                       

Zealand European, Māori and Pasifika students. In this study, levels of self-efficacy were                         

found to have a more substantial impact on Māori and Pasifika students than their New                             

Zealand European peers, indicating that for students experiencing the highest levels of                       

societal disparity, self-efficacy was of increased relevance. Meissel and Rubie-Davies go on                       

to draw potential links with self-efficacy levels and teacher expectations, suggesting that                       

teacher expectations can have a more significant impact on Māori and Pasifika students. I                           

believe that it is useful to broaden the focus from that of ethnicity to consider wider                               

implications of cultural capital and potentially cultural distance to explore whether students                       

feel connected or disconnected from their schooling.  

 

Pre-parental establishment of cultural capital and impact on self-efficacy 

Inheritance of self-efficacy, nature versus nurture 

Whether or not cultural difference inherited through ethnicity plays a role in determining                         

self-efficacy of learners is debated in the literature. Much of the debate focuses around                           

differences in collectivist and individualist cultures, possibly because this is a somewhat                       

easily identifiable trait compared to other cultural differences. In a New Zealand setting,                         

Māori, Pasifika and Asian students are generally considered to be from collectivist                       

backgrounds, while New Zealand European students more often reflect individualist traits                     

(Meissel & Rubie-Davies, 2016). These differences stem from the generalised differences of                       

the perception of self-concept amongst different cultures. In a Western view, the self is                           

generally considered coterminous with the body, which stands in contrast to group, family                         

or collective views of the self, such as some African and Asian views (Triandis, 1989).                             

Considering this difference, it might be possible to assume that the individualistic nature of                           

self-efficacy would be less of a motivating factor for students who come from social groups                             

that place more value on collectivism. This thinking would be in-line with research                         

conducted by Eaton and Dembo (1997) who found that self-efficacy was a far less                           

motivating factor for Asian students.  

 

In order to examine and compare cross-cultural differences, Oettingen (1995) utilises                     

Hofstede’s (1980) widely critiqued cultural dimensions: collectivist/individualist, power               

distance, uncertainty avoidance and masculinity/femininity. Oettingen argues that in spite                   

of differences in the dispositions of individuals, for example, those from individualistic                       

compared to collectivist backgrounds, they will still attain a sense of self-efficacy; however,                         

the conduit to the establishment of that self-efficacy might be different. Students from both                           

individualist and collectivist backgrounds will have personal goals; it is however, the nature                         

of these goals that will likely differ. For example, a student from an individualist                           

background may have goals of self-enhancement; and a student from a collectivist                       

background may have goals that contribute to the group's enhancement. This links to                         
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research that self-efficacy is a universal construct despite cross-cultural differences due to                       

ethnicity (Scholz, Doña, Sud, & Schwarzer, 2002).  

Whether self-efficacy is a heritable trait or the result of lived experience is less debated in                               

the literature; however, some different viewpoints exist. Much of the literature supports                       

Bandura’s (1997) view that asserts that self-efficacy stems from lived experiences; however,                       

there are alternative viewpoints that suggest that self-efficacy stems primarily from genetic                       

background. In a study of the self-efficacy of twins, Waaktaar and Torgersen (2013) suggest                           

that up to 75% of self-efficacy information comes from “additive genetic factors” (p. 657);                           

while mitigating this somewhat, stating that when twins are reared together they “may                         

overestimate the effect of genetic influences and underestimate shared environmental                   

influences” (p. 657). This research is grounded in the belief that self-efficacy is not                           

goal-oriented and specific to a scenario, rather the authors consider it to be a more                             

generalised behavioural trait and therefore possible to be genetically inherited. This piece                       

of research was one of the few that I could find that posited the heritability of self-efficacy                                 

and I would argue that there is currently not enough evidence available to consider this a                               

focus for educators. Based on the research that I have reviewed, I would suggest that it is                                 

possible that the results of this research could be explained through learned experience                         

rather than genetic makeup, as efficacious parents are more likely to model behaviours that                           

promote self-efficacy development in their children. Generalisations of self-efficacy are also                     

widely debated in the literature and I will provide further analysis of this in Section Two of                                 

this chapter. 

Cultural capital and self-efficacy in initial schooling 

By the time a student enters secondary school in New Zealand, they will have had a                               

substantial breadth of socio-cultural influence on their beliefs of efficacy. The influential                       

people in their lives, such as parents, caregivers, siblings, family, friends, and peers, will                           

have helped to mould the way in which they see the world. Community associations, such                             

as church groups, sports teams or friendship groups may have begun to further define                           

values and beliefs. Cultural norms and everyday practices such as school routines, and                         

societal rules and expectations, will start to have become embedded in a student’s way of                             

life. The following paragraphs focus on how preparation to enter school, early learning                         

experiences, ongoing schooling and wider socio-cultural influences can impact a student’s                     

self-efficacy. 

The role of parents and siblings in the establishment of efficacy beliefs 

Schunk and Meece (2006) suggest that parents contribute to self-efficacy in a number of                           

ways: encouragement through challenging environments; setting high but attainable goals;                   

being positive role models; providing mastery experiences; and fostering resilience when                     

faced with challenges. This relationship is suggested by Schunk and Miller (2002) to be of a                               
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reciprocal nature, as parents are more likely to be responsive to their offspring when they                             

exhibit curiosity. For young children, high levels of dependence on their parents increases                         

the level of influence that parental involvement has on self-efficacy. It is possible that the                             

experiences that parents provide, that increase self-efficacy in the early stages of life, can                           

influence the future development of self-efficacy regardless of changes in the home                       

environment (Bradley, Caldwell, & Rock, 1988). Capability judgements become more explicit                     

as children develop language; parents provide verbal feedback, encouragement and praise                     

can foster, or in the case of overprotective parents, limit the development of self-efficacy                           

(Bandura, 1997; van Ingen et al., 2015). In the home environment, siblings provide further                           

opportunities for children to judge their capabilities; this is most pronounced for children                         

with older siblings who are close in age to themselves (Bandura, 1997). Siblings are                           

effectively the first peers that children have who can provide comparative information on                         

levels of efficacy.  

 

The role of cultural capital on initial schooling experiences 

Much of the research associated with cultural capital is linked to early years of schooling. I                               

believe this is because students’ induction to the schooling system can most clearly                         

illustrate contrasts in inherited cultural capital to the prevailing practice. In reference to                         

self-efficacy, Bandura (1997) asserts that those “students who come well-prepared                   

cognitively and motivationally learn quickly and are adequately served by the prevailing                       

educational practices” (p.175). This preparation to enter school is the result of early                         

experiences and influences from parents, siblings, families and communities and can have                       

a lasting impact on future successes. In a longitudinal study of cultural capital related to                             

literacy in New Zealand schools, Tunmer, Chapman and Prochnow (2006) suggest that the                         

ongoing disadvantage to students is an example of the “Matthew (rich get richer and the                             

poor get poorer) effect” (p. 184). The Matthew effect is difficult to overcome, and despite                             

strategies employed to try and support those who are struggling, students are often left                           

playing catch up (Penno, Wilkinson, & Moore, 2002). For secondary educators, this further                         

amplifies the challenge of improving self-efficacy beliefs as students schooling                   

enculturation will be well embedded by the time they reach secondary school.  

 

When faced with learning complex skills over extended periods of time, students rely on                           

their “cognitive entry behaviours” which utilise their “existing knowledge, skills and                     

strategies” (Tunmer et al., 2006, p. 186). These cognitive entry behaviours result in students                           

being more or less able to access and engage with new information needed to learn new                               

skills. The example given by Tunmer, Chapman and Prochnow (2006) is that of learning to                             

read, and the varied nature of literacy-based skills and experiences which students have                         

when they enter school. Some authors have suggested that the literacy environment of the                           

students’ home and preschool years has a substantial influence on the cognitive entry                         

behaviours of students learning to read (Hart & Risley, 2003; Nicholson, 1999). Contributing                         
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links to low literacy levels have been made with: socio-economic background of students,                         

parental formal education and literacy levels, parental efficacy when providing support, and                       

time pressures due to parental work commitments (Tunmer et al., 2006). Tunmer,                       

Chapman and Prochnow go on to define that this preparedness for reading                       

comprehension can be considered as “literate cultural capital” (p. 187), suggesting that this                         

capital had a substantial influence on the students ongoing reading achievement in future                         

years. These indicators include preschool education, socio-economic background, and                 

literacy-based support based on home language, and contribute to the indicators I am                         

utilising to explore cultural distance. 

Students who find themselves presented with unfamiliar tasks on their arrival at school                         

may face compounding challenges if their parents are unable to provide appropriate                       

support. A United States study linking parental involvement and cultural capital to                       

identified achievement differences, suggests that parents were most likely to be involved                       

when “parents whose culture and lifestyle were most likely to be congruent with the                           

school’s culture” (J. Lee & Bowen, 2006, p. 210). This aligns with Bourdieu’s (1977b)                           

expectation of social reproduction and adds further challenge to students already                     

struggling to keep up due to the Matthew effect. 

Links between cultural capital and self-efficacy 

Cultural capital is likely to influence self-efficacy due to the dispositions that individuals                         

have when faced with new tasks. Continuing the example in the previous paragraph, a                           

student who encounters familiar literacy tasks when they begin school is more likely to                           

have mastery experiences which will reinforce or establish efficacy in reading. Initial                       

successes or difficulties, and the resultant alienation or engagement that a student                       

experiences in school, is likely to have compounding influences on future efficacy levels.  

The idea that cultural capital influences self-efficacy, while more obscure, is evident in                         

literature in a range of educational domains; some examples are provided in the following                           

sentences. For example, Hatlevik, Guðmundsdóttir and Loi (2015) suggest that cultural                     

capital is one of the components that leads to digital competence, partly through influences                           

on self-efficacy. Schunk and Mullen (2012) suggest that the dropout rates of students in                           

U.S. high schools are substantially influenced by underachievement caused by low levels of                         

academic motivation. Utilising Bandura’s (1986) SCT, Schunk and Mullen propose that                     

students “act in accordance with their beliefs about their capabilities and the expected                         

outcomes of their actions” (p. 220), and suggest that due to SCT there is a reciprocal                               

relationship between cultural capital and self-efficacy. Some authors, for example, Morrow                     

(1999) have suggested that the relationship might have some level of reciprocity to it, and                             

that self-efficacy can help to support increases in social capital in adults, although there is                             

less evidence of this in adolescents. There are however, a number of studies that suggest                             
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that students are able to adapt to the “structure of constraints and opportunities in the                             

course of their educational careers”  (Barone, 2006, p. 1052). 

 

Efficacy in the classroom 

Within the walls of the classroom, three primary interactions inform efficacy development.                       

The most widely referenced of these is the role of the teacher, influencing the efficacy                             

beliefs of their students. Secondly, there are a number of studies that consider the role that                               

peers have on each others’ efficacy beliefs. Finally, the role that the students have on the                               

efficacy beliefs of their teachers appears to be more obscure with less literature to be                             

found referencing this interaction. The extent to which each of these interactions influences                         

the efficacy beliefs of both teachers and students will likely vary depending on both context                             

and prior experiences, and will be further discussed in the following paragraphs.  

 

Teacher efficacy and its contribution to classroom culture and student self-efficacy 

In every class, the teacher and students exist in a symbiotic relationship that is in constant                               

flux. Depending on the experience and ability of the teacher, the resulting classroom                         

culture might be more informed by the cohort of the students or by an adaptive,                             

responsive and skilled teacher. Synthesising a range of literature, Shaukat and Iqbal (2012)                         

propose highly efficacious teachers tend to attempt more ideas, are more determined                       

when faced with challenges, are less critical when offering feedback, are more enthusiastic                         

about teaching, and devote more time to their students learning. This would suggest that                           

teacher efficacy is likely to have a significant impact on student self-efficacy and                         

performance. There is a substantial amount of literature that reinforces this assumption                       

and demonstrates that teacher efficacy is likely to influence student self-efficacy (Anderson,                       

Greene, & Loewen, 1988), academic performance (Muijs & Reynolds, 2015), motivation                     

(Midgley, Feldlaufer, & Eccles, 1989) and engagement (van Uden, Ritzen, & Pieters, 2013)                         

amongst others.  

 

The importance of the teacher on student outcomes is recognised by many authors; for                           

example, Hattie (2008) asserts that “it is the difference in the teachers that make the                             

difference in student learning” (p. 236). The responsive teacher who can foster efficacy                         

beliefs in their students within the class may also support development outside of the                           

classroom resulting in compounding positive outcomes for the students. Bergin (1987 cited                       

in Bandura, 1997) suggests that students are more likely to engage in supplementary                         

learning if their self-instructional efficacy is high.  

 

The success teachers have in creating an environment that aids efficacy development is in                           

part dependant on the systems of comparison that operate in the class. The judgements                           

that students make on their cognitive capabilities will often stem from either social or                           

self-comparisons, the latter offering benefits for self-efficacy development (Bandura, 1997).                   
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In order to promote an environment that encourages self-comparisons, teachers can offer                       

differentiated and personalised learning to each student and focus on self-improvement.                     

Schunk and Miller (2002) expand on this and suggest five ways in which teachers can                             

promote self-efficacy development in their classrooms: "proximal and specific learning                   

goals, strategy instruction and strategy verbalisation, social models, performance and                   

attributional feedback, and performance-contingent rewards" (p. 41). It has been suggested                     

that complementing an environment of self-comparisons, with collaborative rather than                   

competitive learning modes, can further promote efficacy development (Johnson, 1981). I                     

believe that this is one of the key areas of focus that teachers and leaders need to consider                                   

in order to improve the self-efficacy of students. Subtle changes in pedagogy and                         

assessment process that contribute to lessening the focus on peer comparisons are likely                         

to have immediate and positive change for students.  

When students successfully complete personalised learning tasks they can benefit from                     

“affective self-reactions” (Bandura, 1997, p. 219) that fulfil and motivate the students to aim                           

for loftier goals. Pajares (1996) suggests that the interpretation of past results will alter                           

both their self-belief and their perceived environment which has a compounding impact on                         

their self-efficacy. As they attain success in goals that they perceive as valuable, they                           

experience personal satisfaction and enjoyment in both physical and intellectual activities                     

(Locke & Latham, 1990; McAuley, Wraith, & Duncan, 1991). While the idea that self-efficacy                           

can help to build further efficacy, the inverse is also true that “inefficacy feeds on itself”                               

(Bandura, 1997, p. 175). This is of particular concern for teachers who are trying to redress                               

disparities due to the Matthew Effect mentioned earlier. 

Peer contribution to classroom culture and student self-efficacy 

Depending on the nature of the classroom described above, peers can either support or                           

hinder the development of efficacy. The role of peers and their significance on an                           

individual’s learning has in some cases been suggested to be the primary source of learning                             

for students (Biddulph, Biddulph, & Biddulph, 2003). Bandura (1997) identifies that “peers                       

can operate as a potent force” (p. 234) in the establishment and reinforcement of                           

intellectual self-efficacy, and operates through three mediums: comparative information,                 

instructive function and interpersonal affiliations. For secondary educators, this becomes                   

more prevalent, for Bandura goes on to argue that this influence grows more profound as                             

children grow older. This is due to children becoming less dependent on their parents and                             

having more involvement with a wider range of peer groupings. In the early years of                             

secondary school, students are faced with a substantial change from being in the same                           

environment most of the year with one teacher and the same group of peers to having                               

multiple teachers, classrooms and peer groups. The shift from primary school experiences                       

such as: individual attention, mastery-oriented experiences and skill acquisition results in a                       
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lessening of perceptions of general efficacy, to more specific domain-based perceptions of                       

efficacy (Schunk & Miller, 2002).  

 

Of the three mediums above, comparative information operates in much the same way as                           

Festinger’s (1954) social comparison theory, as described in Chapter Two, and is both a                           

formal, through teacher appraisal, and informal, through student observation and                   

discussion. Bandura (1997) suggests that “monolithic lines” (p. 234) of education, where                       

students are forced to conform to certain ways of demonstrating knowledge, are more                         

likely to result in students informing their efficacious beliefs through comparative                     

information. The second medium, instructive function, describes the process of both direct                       

tutelage and indirect modelling that occurs in educational settings. Students can gain more                         

efficacy from observing their peers’ modelling skills than their teachers due to the closer                           

perception of similarity to their peers than their teacher (Schunk & Hanson, 1985). This                           

modelling can also result in reinforcement or change in beliefs of existing social                         

comparison perceptions. Thirdly, self-efficacy beliefs can influence interpersonal affiliations                 

which can have a reciprocal influence on future efficacy beliefs. Selection of preferred peer                           

affiliations may be influenced by perceptions of efficacy and once established these                       

affiliations may either favourably or negatively influence: “attitudes, achievement                 

standards, sociocognitive skills conducive to intellectual pursuits” (Bandura, 1997, p. 235).  

 

Considering the changing nature of efficacy beliefs from primary to secondary school,                       

combined with students placing more emphasis on the role of their teacher in defining                           

their self-efficacy, I would suggest that students’ initial experiences of secondary school                       

may be of heightened importance for their ongoing self-efficacy development. Teachers                     

and leaders may find that focussing their efforts on induction, self-comparisons and early                         

experiences of success will have lasting positive impacts on students’ self-efficacy beliefs. 

 

How student self-efficacy influences teacher efficacy 

There is some evidence that there is reciprocity to be found in the relationship between                             

teacher and student efficacy beliefs; for example, Anderson Greene and Loewen (1988),                       

Bandura (1997), Tschannen-Moran and Hoy (2007). Most of the research undertaken                     

however, has focussed on the top down impact of teacher efficacy on student self-efficacy                           

rather than the inverse effect. Bandura’s (1986) SCT as described in Chapter Two,                         

specifically the reciprocal triadic nature of SCT, gives some insight as to how the                           

environment created by efficacy beliefs may influence both teacher behaviour and their                       

cognitive process. If the assumption is made for example, that students with high levels of                             

self-efficacy are likely to have higher academic results, a teacher is more likely to believe                             

that their pedagogy is supporting student learning, hence increasing their teacher efficacy.                       

This can occur both within a classroom; for example, teachers who feel they are more able                               

to improve student outcomes may invest more effort in their teaching (Tschannen-Moran &                         
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Hoy, 2001); and throughout the school, for example, low academic results across the school                           

can lower a collective sense of teacher efficacy (Tschannen-Moran & Hoy, 2007). 

In order to find further evidence of the reciprocal nature of the relationship between                           

student and teacher, I found it necessary to review literature broader than that of                           

specifically self-efficacy. One such example is that of Skinner and Belmont (1993) who                         

investigate the reciprocal nature of motivation in the classroom, and in a New Zealand                           

context, the concept of ako (Pere, 1982) promotes reciprocal learning relationships. Skinner                       

and Belmont (1993) found that “positive student engagement elicits positive teacher                     

behaviours” (p. 578) which results in a compounding cycle of engagement and                       

disengagement. The authors stress the importance of early intervention as they suggest                       

that if left to run their own course, teachers are likely to magnify initial levels of                               

engagement both positive and negative. The reciprocal nature of teaching and learning                       

through the concept of ako is ubiquitous in New Zealand educational policy documents, for                           

example, Ka Hikitia (Ministry of Education, 2013). The concept of ako is fundamental to                           

Māori pedagogy and considers that teaching and learning are the same process (Hemara,                         

2000). I would suggest that in an environment in which ako was fostered, student                           

self-efficacy and teacher efficacy may develop concurrently. 

It is possible that the relationship between higher student self-efficacy and teacher efficacy                         

might be due to increases in positive perceptions of student ability. It is suggested by van                               

Uden, Ritzen and Pieters (2013) that more efficacious teachers have a more optimistic                         

outlook on their teaching, and are therefore, more likely to view student engagement                         

positively than their less efficacious peers. It would seem that more research into the                           

bottom-up influence of self-efficacy on teacher efficacy might provide some clarity as to                         

whether a reciprocal relationship exists. 

Two additional aspects that may contribute to efficacy beliefs in the classroom  

Tall poppy syndrome 

In a New Zealand context, some conclusions have been made that the tall poppy syndrome                             

adds an extra layer of confusion when trying to measure the self-efficacy of students. It is                               

suggested by Meissel and Rubie-Davies (2016), that some of the data indicating low                         

self-efficacy of both New Zealand European and also Māori students, is partly skewed by                           

this phenomenon. It would seem that the fear of being a seen as a tall poppy amongst                                 

peers is enough to either lessen how much a student is willing to confess to having high                                 

self-efficacy, or concerningly for educators, limit the development of self-efficacy. Australian                     

research by Burnett and Mandel (2010) indicates that older students prefer effort rather                         

than ability related feedback, possibly to lessen the likelihood of being a tall poppy in the                               

class. While research into a tall poppy syndrome seems to be an emergent and quite                             
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limited field, the colloquial use of the term is likely to be familiar to many New Zealanders                                 

and potentially warrants further consideration in regard to self-efficacy. 

 

Big Fish Little Pond Effect 

The big-fish-little-pond effect (BFLPE) as posed by Marsh (1987) may have some bearing on                           

student perceptions of efficacy. This effect suggests that student’s academic self-concept is                       

influenced by their perception of their peers, and that this varies on the peer group in                               

which the student exists. The BFLPE suggests that it is more beneficial for a student to be a                                   

big fish in a little pond, believing themselves to have higher levels of capability than their                               

peers. Little fish in big ponds are likely to perceive themselves as less able than their peers                                 

which may result in reinforcement of beliefs of inefficacy and a negative self-fulfilling cycle.                           

Roy, Guay and Valois (2015) suggest that to mitigate the effects of BFLPE, teachers can                             

employ differentiated support to students providing teaching that matching the needs of                       

the learners. They found that for low achieving students the implications of differentiated                         

teaching can have a positive effect on academic outcomes. Linking this with the previously                           

mentioned research regarding increases in student self-efficacy due to personalised                   

learning (Schunk & Miller, 2002), suggests that for low achieving students, differentiated                       

instruction can have a compounding and positive influence on their academic outcomes.  

 

Precursors and impacts of cultural capital and self-efficacy summary 

Educational disparities are one of the components of a broad spectrum of disparities                         

facing a number of minority groups both in New Zealand and globally. Research in                           

particular from Meissel and Rubie-Davies (2016) indicates that there is some                     

difference in self-efficacy beliefs in New Zealand’s most commonly referenced ethnic                     

groups. I am looking to expand on the findings of this research and consider a                             

broader umbrella of culture than just that of ethnicity. I am particularly interested in                           

whether cultural capital has an impact on whether a student feels connected or                         

disconnected from their schooling. While there is some argument made, for example                       

by Waaktaar and Torgersen (2013), that self-efficacy stems from genetic background,                     

it is my position that self-efficacy is a learned and subjective construct. My argument                           

continues that this subjective process is formed through social interactions and is                       

initially heavily influenced by parents, siblings, peers and teachers. Learned cultural                     

dispositions then become one of the key items of capital that a student can trade or                               

utilise to access resource through their schooling journey and either reinforce or                       

erode self-efficacy. 

 

There is limited research specifically linking cultural capital to self-efficacy; however, I                       

would argue that Bandura’s (1986) SCT does acknowledge, at least in part, the                         

contribution of culture to cognitive process. One of the aims of this research project is                             

to therefore explore the intersection of these two key concepts. I have reviewed and                           
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considered numerous examples of research that promote high levels of self-efficacy                     

in teachers and I could not find any evidence that high levels of teacher efficacy                             

contribute to diminished outcomes for students. The benefits of high levels of teacher                         

efficacy are broad, and I would assert that a focus on improving teacher efficacy is of                               

considerable importance to educational leaders. While not specifically oriented                 

towards teacher efficacy, I have found numerous examples of literature emphasising                     

the role of social factors that contribute to learning. In the classroom, fostering                         

relationships that contribute positively to efficacy beliefs will benefit both teachers                     

and students. There is limited research postulating a reciprocal relationship of the                       

efficacy beliefs of students on their teachers. However, I would argue that the                         

research conducted by Schunk and Miller (2002), that proposes a reciprocal                     

relationship between parent and child efficacy beliefs, provides a platform from which                       

this can be further investigated.  
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Section Two - Educational leadership responses to cultural capital and self-efficacy 

Introduction 

Section One of this Chapter focussed on the establishment, continuation and embedding of                         

cultural capital and self-efficacy. The focus of this section shifts to literature related to                           

educational leaders’ responses to both these concepts and poses ways in which positive                         

shifts can be made for students. There are two main concepts presented in this section,                             

firstly I have provided a discussion on deficit thinking, agency and self-efficacy. I suggest                           

that this is of utmost importance for educational leaders seeking to improve self-efficacy in                           

diverse student bodies. Secondly, I have reviewed recent literature that investigates                     

collective teacher efficacy and generalisations of efficacy. Collective teacher efficacy has                     

been recently promoted as having a substantial effect size on improving student outcomes                         

and I have, therefore, included how this relates to this thesis. There is also some voice in                                 

literature, both recent and historical suggesting that self-efficacy should be considered as a                         

more generalised behavioural trait, rather than from a goal-oriented and therefore                     

domain-specific perspective. I have included a review of this literature as it will likely impact                             

the appropriateness and effectiveness of certain leadership responses.  

 

Deficit thinking, agency and self-efficacy 

As outlined in Section One despite system-wide attempts to address educational                     

disparities, widespread differences in both opportunities and outcomes exist for students                     

in New Zealand. In the following paragraphs, I will propose that potentially                       

transformational leadership is necessary to deliver systemic change to address inequality.                     

In the literature that I have reviewed, I believe that two recurring ideas offer insight into                               

how this can be addressed to improve self-efficacy of students and teachers. The first of                             

these is countering deficit thinking, the second being removing the denial of difference or                           

diversity. For educational leaders this becomes a complex problem as Macias (2013) argues                         

that “a perpetual focus on deficits and gaps has caused us to expect deficiency” (p. 18).  

 

Deficit thinking due to perceptions of cultural capital 

The disparities that exist in academic outcomes for students with varying capital can                         

contribute to preconceptions of aptitude and ability; this is most often negatively                       

represented as deficit thinking. Deficit thinking is not a new occurrence; Menchaca (1997)                         

suggests that the origins of educational deficit thinking stem from the 1600s a time when                             

the first African slaves were arriving in British North America and people of colour were                             

treated as “biologically or culturally inferior to Caucasians” (p. 13). Neither is deficit thinking                           

limited to indigenous peoples, with more traction being gained by other marginalised                       

student groups “based on race, class, gender, language status and sexual orientation”                       

(Valencia, 2010, p. 138). Deficit thinking is “typically unintentional” (Martin, Smith, &                       

Williams, 2018, p. 87), with students being described as “lacking the academic, cultural and                           

34 

https://paperpile.com/c/EvQZUp/mSXn/?noauthor=1
https://paperpile.com/c/EvQZUp/JG6B/?noauthor=1
https://paperpile.com/c/EvQZUp/2MDq/?locator=138
https://paperpile.com/c/EvQZUp/6TNG/?locator=87
https://paperpile.com/c/EvQZUp/6TNG/?locator=87


moral resources necessary to succeed in what is presumed to be a fair and open society”                               

(Smit, 2012, p. 370).  

In order to combat deficit thinking, teachers and educational leaders are faced with                         

overcoming sometimes profoundly held personal and professional beliefs. Rejection of                   

deficit thinking and the fostering of agentic thinking is fundamental to the success of                           

historically marginalised groups in New Zealand (Bishop et al., 2009). Bishop et al. (2009)                           

suggest that this repositioning allows teachers to use the power of their own agency to                             

implement change for those students who need it most. In effect agentic thinking is seeking                             

to increase teacher efficacy, as according to Bandura (1997) “efficacy constitute[s] the key                         

factor of human agency” (p. 3). One of the most referenced and successful programmes in                             

New Zealand seeking to improve teacher practice and agency is that of Te Kotahitanga                           

(Bishop, Berryman, Wearmouth, Peter, & Clapham, 2012). Te Kotahitanga seeks to support                       

“teachers to implement a culturally responsive, relationship-based pedagogy” in order to                     

support Māori students in mainstream schools (Bishop et al., 2012, p. 695). Focussing on                           

supporting teachers to have more positive and productive relationships with their students,                       

the Te Kotahitanga Effective Teaching Profile (Bishop & Berryman, 2009) promotes agentic                       

thinking that all students can achieve no matter what their circumstances are. The                         

importance of leadership is to foster teacher efficacy, which is outlined by Meyer et al.                             

(2010) to be central to the success of Te Kotahitanga. 

Denial of difference 

A complicating factor when it comes to addressing established preconceptions of the ability                         

of students based on their cultural capital is the denial of recognition of difference. This                             

denial was observed by Turner, Rubie-Davies and Webber (2015) when investigating teacher                       

expectations and the achievement gap in New Zealand, as “denial of ethnicity” (p. 65).                           

Teachers can feel uncomfortable when confronted with race-based discussions and can                     

then avoid the topic for fear of being misconstrued as racist (Howard & del Rosario, 2000).                               

Howard and del Rosario (2000) go on to suggest teachers who are “colorblind or                           

assimilationist” and fail to acknowledge the capital that students bring to the classroom                         

commit “one of the most ardent forms of instructional racism” (p.132). Knowledge created                         

in these classrooms becomes “an objective phenomenon that does not have a bearing on                           

social construction related to different racial or cultural contexts” (Howard & del Rosario,                         

2000, p. 133). Turner, Rubie-Davies and Webber (2015) suggest that the reluctance of                         

teachers to discuss these challenging issues may result in resistance to engage with                         

initiatives designed to promote Māori achievement, such as Te Kotahitanga. 

Combatting deficit thinking - A strengths-based approach to improve teacher efficacy 

An educational leadership approach to redress educational disparities and promote social                     

justice from a strength and success-based position is proposed by Santamaría and                       
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Santamaría (2013) as Applied Critical Leadership. Applied Critical Leadership argues for                     

empowering individuals within the schools’ community by recognising the unique strengths                     

that leaders have due to their own identity in seeing alternative positions. This                         

reconceptualisation of leadership asserts that “diverse identities and experiences are                   

viewed as commodities rather than liabilities” (Santamaría & Santamaría, 2013, p. 9,                       

emphasis in original). Regarding outcomes for teachers and students, the differences in                       

existing cultural capital are irrelevant; what is crucial is the agentic thinking that comes                           

from accepting all existing capital as positive and responding with strengths-based                     

strategies. Based on both the literature and the findings presented in Chapter Five I believe                             

that increasing agentic thinking will be made possible by educational leaders implementing                       

strategies to increase teachers’ efficacy; fostering the belief they can support all their                         

students because of their cultural capital, rather than in spite of it. 

 

A number of studies strongly advocate for a focus on teacher efficacy to improve outcomes                             

for students and teachers. For example, research undertaken by Coladarci (1992) suggests                       

that teacher efficacy and the role that educational leaders play in developing that efficacy is                             

secondary only to class size in terms of promoting a commitment to teaching amongst                           

staff. For teachers, the breadth of influence on their efficacy beliefs is broad: they will be                               

teaching multiple classes with a range of diverse students, will likely be part of some                             

collective staff groups, partake in professional development programmes, and be                   

supported by a number of school leaders. It is suggested by Coladarci (1992) that leaders                             

can engender increases in teacher efficacy by promoting positive “instructional leadership,                     

school advocacy, decision making, and relations with students and staff” (p.333). Through                       

these methods, the role of educational leaders is to build a strong sense of purpose and a                                 

belief in both individual and collective ability to overcome obstacles (Bandura, 1997).  

 

For teachers who are newly qualified or returning to teaching from an extended absence, a                             

number of studies suggest that a focus on improving teacher efficacy is of particular                           

importance. For example, the significance of the experience in both preservice and the                         

early years of teaching has been postulated to have an indelible influence on the efficacy                             

beliefs of teachers (Hoy & Spero, 2005). Tschannen-Moran and Hoy (2007) reinforce this                         

view and suggest that efficacy beliefs are most pliable in early years of learning; therefore,                             

the cumulative effects of efficacy reinforcement can result in stayed beliefs that can be                           

challenging to modify. For educational leaders seeking to promote teacher efficacy in their                         

schools, I would suggest that the importance of induction and mentoring programmes for                         

new teachers is of significant importance. 

 

Collective teacher efficacy and generalisations of efficacy 

As briefly mentioned earlier in this chapter and in Chapter Two, the concept of collective                             

teacher efficacy, and arguments for a generalised view on self-efficacy, will have an impact                           
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on which strategies educational leaders will find most effective to improve efficacy beliefs                         

in their schools. Both concepts have a breadth of literature available in both support and                             

opposition, and in the following paragraphs I will provide a summary of this and how each                               

relates to this thesis.   

Collective teacher efficacy 

Secondary teachers operate in an environment that requires collaboration and collectivism                     

to ensure student success; most students will have multiple teachers for each year level                           

they complete and therefore benefit from increases in collective responsibility. Combining                     

the concepts of both student self-efficacy and teacher efficacy results in the organisational                         

concept of collective efficacy. Teachers within a school can have a sense of collective                           

efficacy, as can a group of students. Collective efficacy according to Bandura (1997) is a goal                               

dependent construct and would thus result only if teachers and students are striving for                           

the same common goal; for example, student academic success, or if a group of students                             

are working on a collaborative project. Collective efficacy is finding increased traction in                         

literature as a powerful component in determining: organisational trust, staff and student                       

engagement, school improvements and longevity of staff remaining in the profession                     

(Çevik, 2017; Gray & Summers, 2016). Recent research presented by Hattie (2015) suggests                         

that collective teacher efficacy has an effect size of d=1.57 on student achievement; this                           

effect size is up to three times that of more commonly referenced strategies, such as                             

scaffolding and classroom management.  

The impact of collective efficacy on student outcomes 

It has been suggested that collective efficacy is either related to, or the antecedent of                             

collective responsibility in research completed by Wahlstrom and Louis (2008) and                     

Tschannen-Moran and Hoy (2001); and by Guskey (1998) as merely the tense in which each                             

phrase is used. Collective responsibility for student outcomes, both collective and                     

individual, organisational and personal, is likely to result in increased engagement from                       

students and higher levels of learning (V. E. Lee & Smith, 1996). There is recent research                               

that has been conducted in the United States that suggests that a sense of collective                             

efficacy may have links to smaller achievement gaps for students of Black and White                           

backgrounds (Goddard, Skrla, & Salloum, 2017). The impact that educational leaders have                       

on a sense of collective efficacy can, therefore, have a substantial impact on student                           

outcomes and staff performance and satisfaction. Educational leaders can more effectively                     

promote educational reform and innovation, and ease the burden on teachers if high levels                           

of efficacy exist in staff. Teachers are reluctant to engage with such reform or innovation if                               

there is a perception of risk (Le Fevre, 2014), and are more likely to be prepared and willing                                   

to engage if educational leaders have fostered an environment of collective efficacy in staff                           

(Wahlstrom & Louis, 2008).  
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Fostering collective efficacy 

I would suggest that the sizeable effect size postulated by Hattie (2015), combined with the                             

increasing volume of supporting research, results in collective teacher efficacy becoming an                       

inescapable concept that educational leaders will be obligated to engage with. However,                       

given the breadth of influence and potentially enduring nature of enculturated efficacy                       

beliefs, the challenge for educational leaders is to find strategies that can foster a sense of                               

collective efficacy. Goddard, Skrla and Salloum (2017) suggest that leaders can foster a                         

sense of collective efficacy in two ways, firstly by facilitating collaboration and creating                         

opportunities for peer observation, and secondly by maintaining a constant desire for                       

instructional improvement. Critically for peer observations, their findings suggested that                   

observing other teachers who were role modelling with actual students was far more likely                           

to engender a sense of collective efficacy. These observations would likely contribute to a                           

sense of efficacy by providing vicarious experiences for the teachers involved. Based on                         

Bandura’s (1997) work, it is likely that enactive mastery experiences, such as teachers                         

successfully implementing proven strategies; forms of persuasion, such as networking                   

experiences with other high performing schools or teachers; and supporting affective                     

states, such as providing staff support to deal with stress, will also contribute to increasing                             

collective efficacy (Tschannen-Moran & Barr, 2004).   

Intragroup differences of collective efficacy 

When considering collective efficacy, leaders must be mindful that all members of a group                           

do not necessarily share the same perception of efficacy (Hipp, 2016). Bandura (1997)                         

suggests that collective efficacy is “best characterized by a representative value for the                         

beliefs of its members and the degree of variability or consensus around that central belief”                             

(p. 479). He goes on to state that in an educational context, teachers face different                             

challenges based on the nature of the students that they teach, and this will result in                               

differing perspectives on collective efficacy and is likely to be domain-specific. It is possible                           

that individuals might have high levels of personal efficacy which may not translate to high                             

levels of collective efficacy. This is due to the effectiveness of being able to work with other                                 

members of the group (Bandura, 2000), and therefore differs from personal efficacy                       

constructs.  

Leading change in schools, the impact of transformational leadership on collective efficacy 

There seems to be somewhat contradictory evidence to be found in various research that                           

transformational leadership can have a positive or negative effect on collective teacher                       

efficacy. In research conducted by Ninković and Knežević Florić (2016), transformational                     

leadership is suggested to have a positive influence on collective teacher efficacy;                       

particularly, two of the behaviours of transformational leadership identified by Leithwood                     

and Sun (2012), setting direction and developing people. This is somewhat contrary to the                           

position of Prelli (2016) who presents research that suggests that transformational                     
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leadership behaviours are likely to have a negative correlation to collective teacher efficacy,                         

if existing levels of efficacy are high. Prelli goes on to suggest that the behaviours and                               

actions of leaders must relate to the existing level of efficacy in the various teams found in                                 

schools. In the case of low collective efficacy levels, transformational leadership behaviours                       

and actions, such as “modeling, creating norms to promote culture, working with the school                           

community to determine and steward a common vision, and provide support for all staff”                           

(Prelli, 2016, p. 178) can improve collective efficacy. Based on this research it would seem                             

that a leader looking to make a change in efficacious teams is likely to find increased                               

resistance from teachers and will need to proceed with increased caution.  

Collective leadership efficacy 

Teams of leaders similarly to teachers will form beliefs about their collective efficacy, in                           

research conducted by Leithwood and Jantzi (2008), it is suggested that a sense of collective                             

efficacy rather than individual efficacy amongst leaders is more likely to impact student                         

learning positively. It has been suggested by Chen and Bliese (2002) that organisational                         

conditions are likely to have a significant effect on this collective efficacy, which seems to be                               

reinforced by the work of Leithwood and Jantzi. Increases in collective leadership efficacy                         

are likely if the members of the team believe that they are collectively efficient and effective                               

in working towards shared goals. Supporting leadership team development is a substantial                       

topic in itself and I believe beyond the scope of this thesis; however, the work of Belbin                                 

(2010) on individual roles in teams, Lencioni’s (2010) work on team dysfunction and Sheard                           

and Kakabadse’s (2004) transformation process for teams, provide a useful platform for                       

further investigation into this topic. 

Generalisations of efficacy, are self-efficacy and collective efficacy beliefs transferrable? 

Self-efficacy is predominantly considered in the literature as domain-specific (Bandura,                   

1997; Pajares, 1996); however, there is some evidence that suggests that increases in                         

self-efficacy in one area can influence efficacy perceptions in other domains (Schunk &                         

Miller, 2002). For Bandura (1997), transferal of efficacy will occur in situations similar to                           

those in which efficacy already exists. For other authors though, self-efficacy is a much                           

more general construct and far more situationally transferrable (Grether, Sowislo, & Wiese,                       

2018). Judge, Erez and Bono (1998) promote the concept of generalised self-efficacy, which                         

they define as an “individuals’ perception of their ability to perform across a variety of                             

different situations” (p. 170) and is, therefore, not contextually oriented. The research                       

completed by Chen, Gully and Eden (2001) suggests that general self-efficacy is an indicator                           

of both motivation and performance in a wide variety of situations. This research was                           

conducted in workplace environments with adult participants and may, therefore, be                     

somewhat reinforced by the breadth of situational awareness that had been accumulated                       

as a result of wider experience of “diverse life domains” (Grether et al., 2018, p. 132), and                                 

may be more pertinent for teachers than their students.  
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If collective efficacy was considered as a more general construct, such as Chen, Gully and                             

Eden (2001) propose for self-efficacy, then it would determine that collective efficacy was                         

also less domain-specific and more transferable. This would have implications for the                       

strategies that would be useful, and perhaps the ability of educational leaders to foster a                             

sense of collective efficacy. Chen, Gully and Eden suggest that general self-efficacy is far                           

more resistant to “ephemeral influences” (p. 63) than specific self-efficacy. I would suggest,                         

therefore, that if collective efficacy is the result of aggregated previous experience, as is                           

suggested for general self-efficacy, both teachers and educational leaders would wield far                       

less immediate influence over their ability to improve perceptions of collective efficacy. 

 

Whether or not efficacy beliefs are generalised and transferable seems to be poised for                           

further research. While argued emphatically by domain-specific authors and generalised                   

authors alike, it seems that currently, educational leaders will need to cope with the                           

ambiguity of whether efficacy is generalised and adjust their strategies accordingly. I                       

believe that improving domain efficacy is likely to be beneficial to collective teacher efficacy                           

regardless of whether the efficacy beliefs become transferable across domains for the                       

individual. However, educational leaders need to be aware of the differences that are likely                           

to exist across different teams, despite the possibility of individuals being in a range of                             

teams. Individual efficacy does not necessarily result in collective efficacy, nor does                       

collective efficacy necessarily promote individual efficacy. In this situation, the strength of                       

the leader is in identifying whether it is more beneficial to promote a sense of individual or                                 

collective efficacy and employing appropriate transformational leadership strategies. 

 

Educational leadership responses to cultural capital and self-efficacy summary 

Continuing from Section One, this section has focussed on leadership interventions                     

that are likely to support increases in self-efficacy in students and teachers. I believe                           

that deficit thinking is potentially one of the most destructive processes that can                         

undermine cultural capital and diminish self-efficacy. As described by Martin, Smith                     

and Williams (2018), I would suggest the typically unintentional nature of deficit                       

thinking is of particular concern. Teachers are unlikely to realise that they are                         

operating in a deficit mindset and will continue to do so unless something makes                           

them change their practice. Combining deficit thinking with the denial of difference is                         

likely to result in stayed beliefs that are difficult to modify. In order to shift thinking                               

from a deficit to agentic position, I have argued that teachers and leaders must adopt                             

a strengths-based educational approach. Increasing teacher efficacy is one of the                     

strategies that can be employed to support this. By fostering teacher efficacy, leaders                         

will enable teachers to believe that they have the capacity to support a wider                           

audience of students in their classes. I would argue that critical to a strengths-based                           
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mindset is that teachers believe that they can support students because of their                         

cultural capital, rather than in spite of it.  

  

I would argue that increases in individual teacher efficacy are then likely to contribute                           

to the broader concept of collective efficacy. Research indicates, particularly that                     

completed recently by Hattie (2015), that collective efficacy has a substantial impact                       

on student academic success. Aligned with the work of Bandura (1997), I perceive                         

collective efficacy is a goal-oriented construct. For this reason, I believe that to foster                           

collective efficacy, educational leaders must first clearly articulate the goals that                     

teachers are working towards collectively. Research indicates that leaders must step                     

lightly when considering transformational change to improve collective efficacy as                   

their efforts may be met with resistance and be detrimental to efficacious teams.                         

They also need to be aware of differences in individual perceptions of collective                         

efficacy and consider that not all members will hold the same beliefs regarding the                           

organisation’s efficacy. Leaders must differentiate their support to ensure that the                     

needs of individual teachers are met, and an overall sense of collective efficacy is                           

fostered. 

 

Finally, whether efficacy beliefs are domain-specific or generalisable is debated in the                       

literature I have reviewed. There is no evidence to be found that self-efficacy beliefs                           

are not domain-specific; however, there is some evidence to be found that suggests                         

self-efficacy is not generalisable. While I would tend towards a domain-specific                     

orientation, there does seem to be convincing arguments for both positions. I would                         

suggest that if educational leaders start with a domain-specific approach to fostering                       

self-efficacy the impact they make will still be positive even if self-efficacy is found to                             

be more of a general construct.   

 

Summary 

This chapter has sought to explore literature that contributes to my research questions and                           

to discover themes and patterns across these questions. I have provided evidence of both                           

contributing and contradictory research to all of the research questions to ensure that as                           

many arguments both for and against each topic were considered. The importance of                         

increasing self-efficacy for all students and in particular Māori and Pasifika may help to                           

address some of the educational disparities currently facing our learners in New Zealand. It                           

would seem likely that a reciprocal relationship exists across efficacy beliefs in the school                           

and that students, teachers and leaders are continually contributing to each other's                       

individual and collective efficacy beliefs. The challenge for educational leaders is                     

recognising and responding to the changing demands of their teachers and students, and                         

provide leadership responses appropriate to foster increases in efficacy beliefs. The                     

following chapter sets out the research methods and methodology utilised to conduct this                         
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research project to explore my primary research question; how can educational leaders                       

foster an environment that facilitates increased opportunities for teachers and students to                       

develop their self-efficacy in the classroom?   
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Chapter Four - Research Methodology and Methods 

Introduction 

This chapter begins with a discussion of methodological approaches appropriate to                     

investigate my research aims. A blended naturalistic approach is outlined and justified                       

based on a pragmatic research position. The multiple data collection methods chosen                       

including surveying, observing and interviewing are then described, prior to an outline and                         

exemplification of the selected analysis procedures. The implications of both the                     

methodology and methods are then considered and critiqued from an ethical position. The                         

chapter concludes with the associated cultural considerations taken into account during                     

this research project. 

Methodological approach 

Ontology and epistemology 

At the outset of my thinking regarding self-efficacy, and from the ideation phase of this                             

research project, I discovered that thinking about socio-cultural education phenomena                   

made me question my beliefs about knowledge and the nature of reality. This led me down                               

a path of philosophical reflection, exploring both ontology and epistemology. Whether or                       

not reality can be quantifiably measured, or is rather qualitatively perceived, has vexed                         

both materialist and idealist philosophers, primarily due to the rise of the “mechanical                         

worldview of modern science” (Biesta & Burbules, 2004, p. 19). Modern science and the                           

experimental method brought with it a desire to create absolute truths, which resulted in                           

the popularising of the positivist position that reality must be objective, both observable                         

and measurable. The quest for measurable certainties resulted in human experience,                     

imagination and emotion, becoming “inadequate methods of attaining knowledge”                 

(Bleazby, 2013, p. 10). Researchers seeking to provide substance to the reality constructed                         

in the human mind proposed alternative positions resulting in the paradigm wars of the                           

1970s and 1980s (Gage, 1989).  

In an effort to define multiple interpretations of reality, a range of epistemological                         

perspectives or “worldviews” (Creswell, 2013, p. 5) have been proposed, and have since                         

been both vehemently defended and refuted. The positioning of researchers in both the                         

educational field and beyond ranges from positivist, through to post-positivist, interpretive,                     

constructivist, critical and eventually postmodernist (Merriam, 2009). Each of these                   

paradigms interprets reality differently and positions the researcher somewhere along a                     

continuum that ranges from objective to subjective. Dancy (1991) proposed that the role of                           

modern philosophers is to find answers and truth to these effectively non-compatible                       

positions. This is a substantially contrasting position to that of Quine, who argued for a                             
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more pragmatic and naturalistic approach (Morris, 2015) that refuted two diametrically                     

opposed realities.  

Research paradigms 

Far before the rise of the paradigm wars that continued through to the 2000s (Wellington,                             

2015), Dewey amongst other philosophers, proposed a pragmatic position that suggested                     

reality be considered from a transactional nature (Biesta & Burbules, 2004). In proposing                         

pragmatism, Dewey was responding to the inability to reconcile modern science with                       

“common sense”, stating of the former that it “has stripped the world of the qualities which                               

made it beautiful and congenial to men [sic]” (Biesta & Burbules, 2004, p. 17). Critically                             

Dewey was seeking to undo the problems created by various interpretations of reality that                           

arose in an effort to provide certainties of knowledge.  

This pragmatic position asserts that reality is created at the intersection, or transaction, of                           

the mind (subjective) and matter (objective). Dewey (1929, cited in Biesta & Burbules, 2004)                           

describes this transactional framework, stating that “causes become means and effects                     

become consequences, and thereby things [have] meaning” (p. 47). Knowledge is,                     

therefore, an experiential process, that requires a process of action between the individual                         

and the environment. The resultant knowledge is constantly evolving, as it becomes                       

“contextual, that the structure of the context is determined by the local interactions at that                             

time and place, and that these are always transitory” (Garrison, 1994, p. 13). From this                             

position, Merriam (2009) describes that the creation of knowledge is ”socially constructed;                       

that is, there is no single, observable reality” (p. 8). A social construction of reality is further                                 

defined by Creswell (2013) who states that the lives of individuals are “formed through                           

interaction with others (hence social constructivism) and through historical and cultural                     

norms that operate in individuals’ lives” (p 21).  

Self-efficacy operates primarily as an introspective mental process, but as outlined in the                         

previous chapter, self-efficacy cannot exist without historical action with the material world.                       

It is my belief, therefore, that self-efficacy does not reside strictly in the subjective realm,                             

nor does it reside in the objective realm; it occurs at the transaction of these two realities.                                 

Self-efficacy is somewhat observable, measurable and relational, but is also highly                     

individualistic and dependent on a broad range of often invisible and immeasurable                       

factors. Values and beliefs that remain predominantly unseen were expected to be present                         

in research participants. However, it is presumed there is some level of quantifiability and                           

transferability across individuals when considering consistent external inputs. A pragmatic                   

research approach allows for exploration of self-efficacy from a practical and balanced                       

position. 
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Naturalistic research - A blended approach 

While some authors consider research paradigms to be polar and incompatible opposites,                       

others are more flexible in their approach and application of methods. Applying a binary                           

approach to educational research is considered by a range of authors (Hammersley, 1995;                         

Wellington, 2015), to limit the ability of the researcher to access an adequate range of data                               

collection methods. Both Salkind (2010) and Wellington (2015) describe an approach that                       

allows for a mix of paradigms as naturalistic research, allowing the researcher to access a                             

broader range of data collection methods, both subjective and objective. A naturalistic                       

research approach is considered appropriate to a pragmatic research paradigm, as it allows                         

for the researcher to experience the “transaction of organism and the environment” (Biesta                         

& Burbules, 2004, p. 51). Naturalistic research allows the researcher to be present in the                             

environment being researched, with the participants either aware or unaware of the                       

presence of the researcher. This naturalistic approach, therefore, enables the researcher to                       

assume a pragmatic position being immersed and experiencing the world of the                       

participants and likely evolving with it during the course of the research. It involves mostly                             

qualitative research methods, while allowing a blend with quantitative methods. No                     

manipulation of the environment is intended through naturalistic research, although the                     

presence of the researcher will have some influence in a classroom environment.  

 

Observation is a key component of naturalistic research and is, therefore, suited to                         

examining behavioural interactions in and amongst research participants. Being immersed                   

and experiencing the environment being researched “is a means of penetrating continually                       

further into the heart of nature” (Dewey, 1925, p. 5) and allows the researcher to                             

understand reality from the perspective of the participants. While it was not realistic to                           

conduct an ethnographic investigation due to time constraints, utilising a pragmatic and                       

naturalistic approach I have positioned the observations through an ethnographic lens. I                       

conducted the observations from inside the classroom and attempted to remain as                       

impartial as possible while witnessing the interactions of the participants from differing                       

perspectives. Suitably for the purposes of this research, a naturalistic approach allows for                         

some organic evolution of the observation process and data collection. The evolutionary                       

component of naturalistic research allows for the pragmatic assumption that reality is both                         

“dynamic and self-evolving” (Dewey, 1903 cited in Biesta & Burbules, 2004, p. 52); the                           

reality, in this case, being the unique and continually evolving socio-cultural climate of the                           

classroom.  

 

Complicating the decision to undertake naturalistic research, is the concern regarding                     

transferability to other situations. This is because naturalistic research can be considered                       

unique to a particular context, which results in questions regarding the worthiness and                         

validity of the data. It is suggested by Lincoln and Guba (1985, cited in Cohen, Manion, &                                 

Morrison, 2017) that providing this transferability is not the role of the researcher; rather it                             
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is important to provide clear data and transparency of collection techniques, so that the                           

reader can choose whether or not the data is transferable.  

 

Research methods and sampling 

Three research methods were chosen to conduct a naturalistic case study. Multiple                       

methods were selected to enable a thorough exploration at a micro level, while                         

encouraging some level of transferability on a macro level. Initially, two schools were                         

selected to participate in this research project, one a decile three school (school LD), the                             

other a decile seven school (school HD), both are co-educational schools in the Auckland                           

region. School LD contributed two teacher and three student participants to the data                         

presented, while school HD contributed three teacher and five student participants. These                       

schools were initially selected based on their broad ethnic diversity, similar to my own                           

school. This allowed for generalised comparisons of data from students of differing                       

socio-economic backgrounds. One case study class was chosen from each school and was                         

limited to junior classes only. Junior classes were chosen to allow me to observe the same                               

group of students in multiple environments. A minimum of two teachers were selected for                           

each case study class.  

 

Due to a limited number of participants volunteering for the project in the two case study                               

schools, the surveying results were quite narrow. To complement this data, I chose to                           

conduct the survey component at my own school in an anonymous format. This school is a                               

decile seven, co-educational school in the Auckland region. This school contributed 47                       

student responses and 14 teacher responses. It was decided to collect this data from                           

students over the age of 16 years only, as this enabled them to give their own consent to                                   

participate. This sampling was chosen to allow for some level of transferability while                         

maintaining a narrow scope suitable for a master’s thesis. 

 

Surveying 

Initially, research participants were invited to complete a survey to ascertain an indication                         

of their cultural capital and provide a summary of their self-efficacy. Research participants                         

were then separated into three primary groups: teachers, focus students and periphery                       

students. The intent was to then select focus students of varying levels of self-efficacy; this                             

was not possible due to the limited number of student participants. Six focus students were                             

chosen from the eight student participants. Surveying can be criticised for providing                       

shallow data, but when used in this manner, it can be useful for rapidly attaining some base                                 

data, that allows for further insight into the topic (Wellington, 2015). 

 

Observing 

Observations of the participants were then conducted. These observations were conducted                     

from an ethnographic lens, aiming to identify and categorise behavioural interactions                     

46 

https://paperpile.com/c/EvQZUp/9wVf


 

between the participants. These interactions were considered to be either reinforcing,                     

supporting or reducing the development of self-efficacy in participants. From this point, the                         

participants contributed to the research in differing ways. The observations were centred                       

on focus students and their interactions with the teachers and periphery students.  

 

Observations can be conducted from various positions, each having differing impacts on                       

the data being collected. An observer will be positioned at some point between either                           

participant or an unseen observer (Wellington, 2015). Positioned as a participant, the                       

observer is likely to impart considerable impact on the environment being observed; while                         

an unseen observer is able to impart a neutral impact on participants. Neutral impact                           

would be desirable, but would be difficult to achieve, unless historical data was collected                           

and viewed from an observational position. For this research project, occupying a position                         

of an unseen observer was considered to offer little benefit, when compared to the                           

difficulties faced collecting data. The observations were, therefore, completed placing the                     

researcher in the environment, while trying to maintain as much neutrality as possible.  

 

Interviewing 

Both the teacher participants and some of the focus students were then interviewed to                           

allow further explorations from the “interviewee's point of view” (Bryman, 2015, p. 470). The                           

interviews were based around questions that sought to provide clarity on the “thoughts,                         

values, prejudices, perceptions, views, feelings and perspectives” (Wellington, 2015, p. 137)                     

of the participants. The interviews were conducted as semi-structured interviews.                   

Semi-structured interviews were chosen to allow for a more fluid approach to the interview                           

and to allow the participant to tell their story. Telling stories is a process that allows                               

participants to make meaning of their experiences and detail what is important to them                           

(Seidman, 2013). Interviewing was completed at the conclusion of surveying and                     

observations, to allow for some level of familiarity with the research and hopefully                         

encourage participants to feel more relaxed to discuss their stories freely. 

 

Data collection and analysis 

Initial Survey 

All participants in the research project were requested to complete the initial survey                         

(Appendix B). It was necessary to survey all participants to allow for comparative analysis of                             

self-efficacy and therefore select the focus students. The survey was made up of two                           

components: the first seeking an indication of cultural capital, the second a comparative                         

level of self-efficacy.  

 

Based on their responses, student and teacher participants were then categorised using                       

two grouping methods: the first was an indication of cultural capital, the second was                           

perceived self-efficacy. All participants were considered as having a high level of cultural                         
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capital, but for this research, the important factor was, did that cultural capital align with                             

the culture that they were faced with at school? Participants were, therefore, classified into                           

three groups, indicating how distant their cultural capital may place them from the                         

prevailing Eurocentric classroom culture. The resultant cultural distance groupings applied                   

were: low cultural distance (LCD), moderate cultural distance (MCD) and high cultural                       

distance (HCD). Table 4.1 shows how participants were classified into the three groups                         

depending on their responses to survey questions. In order to gauge familiarity with the                           

existing cultural norms operating in the classroom, I asked the students and teachers                         

different questions. I asked students whether they had attended preschool in New Zealand                         

as this gave some indication to the length of time they had witnessed prevailing cultural                             

practice. Teachers were asked to indicate their years of teaching experience to provide                         

evidence of familiarity with classroom practices and procedures. 

 

Table 4.1  
Classification of student and teacher cultural distance 

Cultural distance classification:  LCD  MCD  HCD 

Survey Questions:       

How many years have you been teaching (teachers only)  8+  4-8  2-4 

Ethnicity NZ European  ⬤     

English first language  ⬤  ⬤   

English only is spoken at home  ⬤     

Attended Kindergarten or Preschool in New Zealand (students only)  ⬤  ⬤   

 

Participants were also categorised into three further groups based on their self-efficacy                       

responses. These groupings were structured similarly to the cultural distance groupings:                     

low self-efficacy (LSE), moderate self-efficacy (MSE) and high self-efficacy (HSE). Table 4.2                       

shows each question was given a score based on the response of the participant; four                             

points was considered high.  

 

Table 4.2  
Scoring of responses self-efficacy survey responses 

Possible survey responses:  Not at all 
true 

Barely  
true 

Moderately 
true 

Exactly 
true 

Typical self-efficacy survey question:         

I can learn what is being taught in class this year         

Score per question:  1  2  3  4 

 

For the student participants, a total of 13 questions were asked, giving a total response                             

score possible of 52. Teachers were asked 10 questions, giving a total score possible of 40.                               

The participants were classified into the three groups using the scoring shown in table 4.3. 
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Table 4.3  
Classification of students’ self-efficacy 

Self-efficacy classification:  LSE  MSE  HSE 

Total student self-efficacy score:  <26  26-39  >39 

Total teacher self-efficacy score  <20  20-30  >30 

 

 

A typical participant might, therefore, be tagged as HCD and LSE, and these tags were                             

applied during both observations and interviews to classify the data. From these                       

classifications, three student participants from each case study class were selected as focus                         

students. To be selected as a focus student, their survey responses needed to be either or                               

HCD and LSE, MCD and MSE, LCD and HSE. The students with the closest response to the                                 

median in each category were selected. From this point student and teacher data was                           

considered and analysed from separate perspectives. 

 

The self-efficacy component of the student survey was adapted from a self-efficacy                       

questionnaire created by Gaumer Erickson and Noonan (2018). This questionnaire has                     

been tested using Cronbach’s coefficient alpha and is considered highly reliable (13 items;                         

α= .900), based on data collected from a sample group of over 1370 high school students                               

(Gaumer Erickson, Soukup, Noonan, & McGurn, 2018). The teacher survey was adapted                       

from a questionnaire created by Schwarzer, Schmitz and Daytner (1999). This survey was                         

reduced from a 27 question survey that was administered to approximately 300 German                         

teachers, to 10 questions and was found to have a Cronbach’s alpha of between .76 and .82                                 

(Schwarzer et al., 1999). The adaptations made to both surveys were minor and only                           

necessary to make the vocabulary used in the survey relevant for a New Zealand context. 

 

Observations 

The observation component of the case study focused on how the students and teachers                           

interacted with one another. These observations sought to identify: behaviours, situations,                     

scenarios and ultimately culture, that both reinforced and reduced self-efficacy. To help                       

focus observations, I utilised six elements proposed by Merriam (2009) that seek to provide                           

breadth of coverage while limiting the potential for attempting to observe everything in an                           

environment. These elements were the physical setting, the participants, activities and                     

interactions, conversation, subtle factors and the researcher's behaviour.  

 

The observations of teachers and students were conducted concurrently and were based                       

on focus students only. Observations were conducted over one school week of classes. One                           

observation was completed for each focus student, in each session. A total of 16                           

49 

https://paperpile.com/c/EvQZUp/u5uA/?noauthor=1
https://paperpile.com/c/EvQZUp/evqC
https://paperpile.com/c/EvQZUp/R1IF/?noauthor=1
https://paperpile.com/c/EvQZUp/R1IF


observation sessions were recorded and analysed. I completed and recorded 48 individual                       

observations of the research participants. A typical observation is included in Appendix C. 

Observations were analysed initially for patterns of behaviour for each focus student, with                         

both their peers and their teachers. These patterns of behaviour were then analysed across                           

the focus students looking for similarities and differences in the interactions. 

Semi-structured interviews 

Concluding the data collection process was 11 semi-structured interviews that were                     

conducted with both teacher (5 interviews) and student (6 interviews) participants. These                       

questions for these interviews were created to further explore the observations and are                         

included in Appendix D. Similarly to the observations, these interviews were analysed for                         

similarities and themes; typical analysis is included in Appendix E.  

Reliability and validity 

Conducting a naturalistic case study, that is predominantly investigated utilising qualitative                     

research methods, and aims to create unique socially constructed data, provides challenges                       

of transferability. From differing paradigms, a researcher would aim to provide evidence of                         

reliability and validity to satisfy this desire for transferability. Creswell and Miller (2000)                         

illustrate these challenges by demonstrating the breadth of words offered by authors                       

seeking to provide transferability: “authenticity, goodness, verisimilitude, adequacy,               

trustworthiness, plausibility, validity, validation and credibility” (p. 124). The breadth of                     

vocabulary available to establish validity in the qualitative field stems from the difficulty in                           

providing absolute truths from subjective data (Kvale, 1995).  

Cho and Trent (2006) suggest that a “conception of validity that is appropriate is dependent                             

upon the inquiry paradigms” (p. 319). In the case of pragmatism then, an alternative                           

measure is required to deliver both reliability and validity. Kvale (1995) explains that when                           

considering qualitative data the conception is not based solely on methodology, but rather                         

the researcher’s person, process and their ethical integrity. To this end, I have articulated                           

the position from where this research originated from, including my preconceptions and                       

personal positioning prior to instigation of this project. I have illustrated the process                         

through which I conducted the research and investigation of the literature, disclosing any                         

bias or inclination through which I viewed both. I have also clarified the method through                             

which I have drawn my conclusions and highlighted the assumptions through which these                         

conclusions have been made. By providing my own position throughout this thesis, I have                           

attempted to provide an honest and thorough account of not only the process of the                             

research but also my both my subjective and objective positions as a researcher.   
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Trustworthiness and credibility 

In order to provide credibility to this research project, I have sought to engage with a                               

practice of trustworthiness throughout the research. Cho and Trent (2006) term this as                         

“validity as a process” (p. 327) which encompasses the purpose, research questions and                         

acts of research. In order to achieve this, Creswell and Miller (2000) provide nine “validity                             

procedures” (p. 126), depending on which paradigm the research is conducted. Relevant                       

procedures to this research project are: disconfirming evidence, researcher reflexivity,                   

prolonged engagement in the field, thick rich description and peer debriefing. In the                         

following paragraphs, I will detail how I have sought to increase the trustworthiness and                           

credibility of this research project utilising these procedures. 

 

Disconfirming evidence 

From the outset of the research project and while investigating existing literature on                         

self-efficacy, I sought negative evidence to dispel any beliefs I had regarding self-efficacy. In                           

Miles and Huberman’s (1994) seminal text on qualitative research, they describe the                       

difficulties in framing a mindset to look for disconfirming evidence due to “people’s                         

pattern-making proclivities” (p. 271). In order to seek disconfirming evidence regarding                     

self-efficacy behaviours, I reviewed as much breadth of literature as possible and presented                         

this in an objective summary in Chapter Two of this thesis. Evidence of outlier explanations                             

was evident throughout this process and was cause for revision of some of my initially held                               

assumptions of self-efficacy.  

 

Researcher reflexivity 

Throughout the ideation, investigation, synthesis and reporting stages of this research                     

project, it has been important to “self-disclose [my] assumptions, beliefs and biases”                       

(Creswell & Miller, 2000, p. 127). I have discovered that my role as an educational                             

researcher has been in contrast, and at times in conflict, with my role as a teacher and                                 

educational leader. I have had to question my motivations, behaviours and thought process                         

and question whether I am responding as a teacher, leader or researcher.  

 

Much of the data collection is based on behavioural observations of participants. When                         

conducting observational research, it is likely that the researcher will impart some level of                           

interpretation due to their perception of behavioural interactions. If the researcher is                       

drawing conclusions as to why a participant is exhibiting a certain behaviour, then Cohen et                             

al. (2017) outline that the researcher is making value judgements based on their own                           

experiences and interpretations, rather than that of the participants. The researcher is also                         

not aware of all the external and therefore unobservable factors, that will be influencing                           

the observed behavioural interactions; perhaps a participant just came from a stressful                       

meeting, or maybe they missed lunch. This can result in the researcher becoming                         

“hermetically sealed” from the outside world and result in “narrowly micro-sociological                     
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perspectives” (Cohen et al., 2017, p. 24). To this end, I sought to observe only what was                                 

visible, including interviewing to limit my assumptions. I sought to expand the breadth of                           

knowledge by using multiple data collection as much as was realistically possible for a                           

research project and thesis of this size. 

 

While observing and also interviewing, I had to make myself aware of the position that I                               

was operating in. In the past, I have conducted both observations and interviews from the                             

position of a teacher and leader. It was, therefore, necessary to take steps to avoid lapsing                               

into my historical position. I established an observation protocol and observation                     

templates, that acted as continuous visual prompts, to remind me to observe what was                           

visible and limit my own interpretation. To complement this, I deemed that it was necessary                             

to conduct interviews, to aid in my understanding of the components less visible. This                           

allowed me to focus on observing the participants and allowed them to fill in the blanks                               

that would have been created through observation alone.  

 

Prolonged engagement in the field 

Considering the potential scope of work realistic for a master’s thesis, conducting                       

prolonged engagement in the field is a challenging validity procedure to satisfy. It would                           

not have been possible to satisfy Fetterman’s (2010) belief that “working with people day in                             

and day out for long periods of time is what gives ethnographic research its validity and                               

vitality” (p. 46). I have attempted however, to conduct this research through an                         

ethnographic lens while accepting that my preferred approach, an ethnographic case study,                       

was not possible under these circumstances. The research questions posed could                     

potentially have been answered through surveying and interviewing, but I believe the data                         

presented, is enriched by the time I spent in the field observing the behavioural                           

interactions of the research participants.  

 

Thick rich descriptions 

Denzin (1989, cited in Creswell & Miller, 2000) terms thick descriptions as “deep, dense,                           

detailed accounts” (p. 128). By selected a mixed methods approach I sought to provide                           

more in-depth findings that would not have been possible utilising only one method. By                           

including a range of observational accounts and interview transcriptions in the                     

presentation of the research findings, I have tried to provide the reader with an in-depth                             

narrative of the behaviours and experiences of the participants. This allows the reader to                           

make their own decisions and judgements about the transferability and applicability of the                         

findings to other situations. A limitation of this study is that the survey component does not                               

illustrate depth to the participant’s responses. I would suggest that the survey responses                         

indicate some interesting trends that could be further explored in future research to                         

provide richer descriptions as to what may be influencing these trends.  
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Peer debriefing 

Lincoln and Guba (1985, cited in Creswell & Miller, 2000) propose that peer debriefing and                             

review provides the researcher with alternative ideas and a further lens through which the                           

project can be viewed, by someone with critical distance from the research. I have been                             

fortunate throughout this thesis to have a number of critical voices to challenge my                           

thinking and further inform my research, methodology, data analysis and presentation of                       

findings. Within AUT I have received informative critical feedback from my supervisor,                       

internal reviews, Research Ethics Advisor and AUTEC Faculty Representative. As part of the                         

approval process for my methodology, I also sought and received approval from AUTEC to                           

complete my research. These informal and formal reviews of my work have been                         

invaluable in refining my thinking and adding further credibility to my research. 

 

Ethical considerations and limitations 

Key Ethical Principles 

Underpinning ethical considerations for educational research is an ethical and morally                     

sound belief in the purpose of education itself. As a teacher and a novice researcher, my                               

first foray into formal educational research initiated a process of self-reflection deeper than                         

the ethical considerations of data gathering and presentation. Without a standpoint on the                         

position and purpose of education, I felt ill-placed to make a judgement on the ethical                             

soundness of a research project. As outlined by Noddings (2018) “the basic components of                           

education described by Plato have remained at the heart of liberal education for more than                             

2,000 years” (p. 10). Plato’s functionalist view of education is concerned with producing a                           

continuation of citizens that “meet the needs of the state” (p. 20). A more progressive                             

humanistic view of education might be that it contributes to the betterment of society. The                             

difference between this idea of continuation or betterment is stated by Lopez-Alvarado                       

(2016), “dogs and horses can be trained, people may be trained, but only persons can be                               

educated. Education, as opposed to training, is intended at making people more human” (p.                           

4). As a newly registered teacher I believe I was fortunate to have been enculturated into                               

the vision and values of my current school, that calls for personalised learning                         

opportunities that meet each student’s needs. My moral position and hence ethical values                         

are based around the expectation phrased by Dewey (1897) that “only true education                         

comes through the stimulation of the child's powers” (p. 77). The underlying purpose of my                             

educational research is to further aid students in developing their own capacity; in this                           

case, their sense of self-efficacy.  

 

An ethical approach to data collection is paramount in a research project, but an ethical                             

approach to intent, design, reporting and ultimately practice must take precedence over                       

any competing priorities. Nisbet (2005) argues that an educational researcher is no longer                         

an academic theorist, nor an expert consultant but rather more commonly, a reflective                         

practitioner. This research project evolved from my own practice as a teacher and informal                           

53 

https://paperpile.com/c/EvQZUp/nVNv/?prefix=1985%2C%20cited%20in
https://paperpile.com/c/EvQZUp/ugGA/?noauthor=1
https://paperpile.com/c/EvQZUp/T03r/?noauthor=1
https://paperpile.com/c/EvQZUp/eNmx/?noauthor=1
https://paperpile.com/c/EvQZUp/5MDx/?noauthor=1


 

research processes within my classes; it was important for me to, therefore, take a mental                             

step from the position of a reflective teacher to a reflective researcher. As the research                             

project progressed I became far more aware of the position of power a researcher holds                             

and the influence that I can wield not only over the research participants but potentially the                               

wider community (Mutch, 2013).  

 

Partnership, participation and protection  

Operating in a New Zealand context, commitment to the Treaty of Waitangi is fundamental                           

to ethical considerations I have made and the manner in which I have conducted this                             

research. The principles of partnership, participation and protection were particularly                   

important not only when working with participants but underpin the approach to the whole                           

thesis. At the outset of this process I engaged with the ethical protocols established by                             

AUTEC; these guided my thinking and shaped the nature of the research project. Much of                             

this consideration was focussed on engaging ethically with research participants; however,                     

the presentation of the data and my own position throughout the research project were                           

also of primary importance. As some of the research participants were students who were                           

younger than 16 years of age, I paid particular attention to gaining their informed assent                             

and parental consent by developing age appropriate information sheets and being                     

available to answer questions they had regarding the process and the research. An                         

example of the information sheet is attached in Appendix F. I made sure that all research                               

participants were aware that they could withdraw from the project at any stage and that                             

their data would remain confidential throughout the collection and presentation of this                       

thesis. Due to my physical position within the classroom during most of this research, it                             

was of utmost importance to protect the confidentiality of both the teacher and student                           

participants. While conducting fieldwork, I limited my time at the schools to the observation                           

times only to avoid being recognised by other teachers or students and kept a low profile                               

within the classrooms. I tried to limit the amount of time that each participant needed to                               

invest in the project by conducting observations prior to interviewing so that I could ask                             

meaningful, concise questions. At the completion of the fieldwork, the participants were all                         

thanked for their involvement and offered a small koha as an acknowledgment of their                           

contribution to the project.   

 

Utilising predominantly qualitative data collection techniques while conducting a                 

naturalistic case study, demanded that I became a participant in the research process. The                           

social construction of knowledge that underpins this research results in an inevitable but                         

desirable partnership between all those involved. This brings with it concerns however,                       

regarding the intimate proximity that the researcher finds themselves to the participants.                       

In this situation, researchers can: apply their own values to the participants, be expected to                             

advocate for the participants, face extended ethical concerns and face issues surrounding                       

reflexivity (Cohen et al., 2017). Therefore, not only must the researcher accept that they are                             
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part of the world they are researching, but they will also influence that world. It is expected                                 

that the relationship between teacher, student and researcher will benefit all participants,                       

through increased opportunities to reflect and develop practice. The teacher participants                     

will have the opportunity to gain a deeper understanding of their pedagogy and personal                           

self-efficacy. The student participants will gain some understanding of a probably unknown                       

term to them, self-efficacy, and potentially have increased opportunities to further develop                       

their capacity in this area. The opportunities for myself as a researcher include completing                           

my Master of Educational Leadership, an opportunity for deeper reflection and                     

understanding of educational research practices, and further understanding of self-efficacy                   

which will inform my future teaching and leadership.  

 

Cultural considerations and limitations 

As part of this thesis, I am seeking to explore differences in efficacy beliefs that have been                                 

informed by culture. As will be seen in the research findings, the data indicates that                             

self-efficacy scores vary across some of the markers I have selected to illustrate cultural                           

distance. The concept of perceiving culture as a capital asset rather than a deficit or cultural                               

distance is central to this thesis and at no point do I intend to make the assumption that                                   

any contributor to cultural capital limits the capacity of any individual’s self-efficacy. I do not                             

wish the findings of this research to provide any voice to stereotyping or deficit thinking; for                               

example, regarding ethnicity which I have included as one indicator of cultural distance. I                           

believe it is important to stress this point as unfortunately, in a New Zealand context,                             

education for the most vulnerable, including for Māori has had a “long history of […]                             

assimilative policies and practices” (McCarthy, 1997, p. 30). The model of education that                         

continues to prevail in New Zealand is “skills-based, economy-focused and inflexibly                     

structured” (Furness, Nikora, Hodgetts, & Robertson, 2016, p. 77). This inflexibility and a                         

push for educational efficiencies can result in both victim blaming and deficit thinking.                         

Deficit thinking locates the blame of school failure on students and their families and                           

suggests that they are not engaging with the model of school that is successful for other                               

students. In describing deficit thinking, Valencia (1997) suggests that in recent years a                         

resurgence of embedded practice is occurring in the United States. I believe it would not                             

take a substantial search in New Zealand to find teachers who believe that “students who                             

fail in school do so because of alleged internal deficiencies” (Valencia, 1997, p. xi). A                             

distance in social, cultural or physical attributes from the prevailing school system could,                         

therefore, be considered as a cultural deficit, rather than cultural capital. 

 

Although in New Zealand there has been increased awareness of victim blaming since                         

contemporary voice was provided by Ryan (1976), for Māori students “there has been little                           

if any shift in [educational] disparities since they were first statistically identified over 40                           

years ago” (Bishop et al., 2009, p. 2). As a researcher operating in New Zealand’s bicultural                               

setting, I believe part of the responsibility is to promote equitable outcomes for all students                             
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but particularly for Māori. While I have applied and been successful in gaining permission                           

from AUTEC to conduct this research, multiple New Zealand authors (Bishop, 1996; Furness                         

et al., 2016) argue that if this is the sole ethical consideration, the researcher has failed to                                 

provide an adequate ethical justification for their work. Furness et al. (2016) go on to state,                               

that in order to be ethically justified, researchers must “engage with [indigenous research                         

ethics] literature and adopt a critically reflexive response” (p. 85). As part of the literature                             

review, I have included a section addressing Māori concerns and considerations when                       

addressing self-efficacy.  

 

In order to support a wider audience of teachers and their students, we need to question                               

the system provided, rather than look for disadvantage within the students, families and                         

communities. Valencia (2010) suggests a number of ways of promoting social justice, but                         

most pertinent to this research project is considered what he terms, avoiding falling into                           

“equity traps” (McKenzie & Scheurich cited in, Valencia, 2010, p. 135). The critical equity trap                             

in this scenario dictates that certain students have endogenous deficits that prevent them                         

from learning, rather than the deficits lying with the school and system.  

 

Throughout this thesis, I have remained focused on providing strengths-based argument                     

and regarding inherited cultural dispositions, as cultural capital, as opposed to cultural                       

disadvantages. I have sought to remain as transparent as possible with not only the                           

findings of my research, but also in the ideation, construction and delivery of this thesis, to                               

both participants and the reader, to allow for justification of my approach and                         

methodology. This research intends to shed light on the nature of the school, rather than                             

the students, and promote shifting attitudes and practice in both teachers and leaders. 

 

Summary 

This chapter has described and provided justification for the research methodology chosen                       

to complete this project. A balanced naturalistic approach was implemented to allow for                         

rich deep data, while balancing time and workload constraints. The three methods of data                           

collection were described and justified, including examples of how the data was analysed to                           

look for patterns in both cultural distance and self-efficacy. Due to the methodology and                           

methods selected, I have endeavoured to provide a detailed account, of how I have sought                             

to establish trustworthiness and credibility. Ethical considerations and cultural                 

considerations have been acknowledged as critical to the intent and nature in which the                           

project could be interpreted. In the following chapter, I will present and discuss the findings                             

of the data collection methods utilised.  
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Chapter Five - Research Findings 

Introduction 

This chapter sets out the findings from my two case study schools. To protect the                             

confidentiality of both the schools and the research participants, pseudonyms have been                       

used for the presentation of all data. In order to present this data as succinctly as possible, I                                   

have chosen to identify and present each participant as a four-letter code. The first two                             

letters designate the school, the low decile school is coded as ‘LD’, while the high decile                               

school is coded as ‘HD’. The third letter identifies if the participant is a teacher ‘T’ or student                                   

‘S’. The fourth letter differentiates the individual participants. Therefore the code LDTA,                       

would be teacher ‘A’ from the low decile school. Initially, a summary of the schools and                               

research participants is presented, prior to the presentation of the research data. Two                         

further abbreviations for self-efficacy and cultural distance are used throughout this                     

chapter: low self-efficacy (LSE), moderate self-efficacy (MSE), high self-efficacy (HSE); and                     

low cultural distance (LCD), moderate cultural distance (MCD), high cultural distance (HDC).  

Self-efficacy scores are based on the aggregated scores from the surveys completed by the                           

teachers and students. If a participant scored less than a 50% positive response they were                             

designated LSE, 50% - 70% was designated MSE, and greater than 70% designated HSE.                           

There is a slight variation to these percentage scores due to the teacher and student survey                               

containing a differing amount of questions. Cultural distance is considered as a measure of                           

the variation of cultural capital from the classroom norm and scored as shown in Table 4.1                               

in Chapter Four. 

The data is presented in two main sections; the first focuses on the survey data which is                                 

both aggregated and summarised. Comparisons are made between participants who                   

exhibited high, moderate and low self-efficacy, to those having high, moderate and low                         

cultural distance. I have included some data from the interviews within the survey section                           

to help further illuminate some of the statistics. The second section presents the findings of                             

both the observations and interviews. This chapter seeks primarily to present the data in a                             

summarised manner, links with literature, discussion and implications will be made in the                         

following chapter. 

Section One - Survey data 

Introduction 

The survey data was collected using Google Forms. The survey data is presented in two                             

sections, the first presents the findings from the student survey data, the second presents                           

the teacher survey data. In each section, data from both case study schools and the                             

anonymous survey data is presented concurrently. The initial analysis focuses more on                       
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generalised comparisons between self-efficacy and cultural distance, prior to further                   

analysis based on the responses to individual questions.  

  

Student survey data 

Students who completed the survey were from three Auckland schools (N = 55). Two of                             

these schools were the case study schools (n = 8), the third was utilised only to collect a                                   

more extensive amount of anonymous survey data (n = 47). These responses are                         

considered concurrently and presented as follows. 

 

Demographics and overall trends 

Tables 5.1 and 5.2 demonstrate the overall responses of student participants. Table 5.1                         

summarises the demographic data collected from participants, while Table 5.2 presents the                       

aggregated scores of the self-efficacy responses collected. 

 

Table 5.1  

Student demographic data 

Gender  Percentage of participants 

Female / Wahine  52.7 % 

Male / Tāne  43.6 % 

Gender Diverse  3.6 % 

Ethnicity   

Māori  1.8 % 

European  14.5 % 

Pacific Peoples  5.5 % 

Asian  52.7 % 

Middle Eastern/Latin American/African  5.5 % 

Other Ethnicity  18.2 % 

Prefer not to answer  1.8 % 

Did you attend Kindergarten or Preschool in New Zealand?   

Yes  63.6 % 

No  36.4 % 

Is English your first language?   

Yes  72.7 % 

No  27.3 % 

What languages are spoken in your home?   
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English  29.1 % 

English and another language  33.7 % 

Not English  38.2 % 

Cultural distance (created from the above data)   

Low Cultural Distance (LCD)  27.7% 

Moderate Cultural Distance (MCD)  55.3% 

High Cultural Distance (HCD)  17.0% 

 

A notable demographic feature of this data is the high number of students who have                             

languages other than English spoken in their home at 71.9%. Combining this with only                           

14.5% of students identifying as European suggests that this is a more diverse student body                             

than is witnessed nationally. While home language data is not readily available, Ministry of                           

Education (2018a) data indicates that nationally, 49.1% of students identify as European.                       

The total percentage of participating students witnessing MCD and HCD is 72.3%, which I                           

expect is disproportionate to national data. This is due to one of my four indicators of                               

cultural distance being if the participants identified as being non-European.   

 

Table 5.2   

Student survey questions and aggregated positive response 

Survey Questions  Aggregated self-efficacy score 

Q8 - I believe hard work pays off  90.9 % 

Q2 - I can figure out anything if I try hard enough.  87.3 % 

Q10 - My ability grows with effort.  86.8 % 

Q1 - I can learn what is being taught in class this year.  85.9 % 

Q3 - If I practised every day, I could develop just about any skill.  85.5 % 

Q11 - I believe that the brain can be developed like a muscle.  85.5 % 

Q4 - Once I’ve decided to accomplish something that’s important 
to me, I keep trying to accomplish it, even if it is harder than I 
thought. 

85.0 % 

Q13 - I can improve my level of ability considerably.  83.6 % 

Q12 - I think that no matter who you are, you can significantly 
change your level of talent. 

83.2 % 

Q7 - I will succeed in my education after I leave school.  80.9 % 

Q5 - I am confident that I will achieve the goals that I set for 
myself. 

75.5 % 

Q7 - I will succeed in whatever career path I choose.  75.0 % 

Q6 - When I'm struggling to accomplish something difficult, I  65.0 % 
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focus on my progress instead of feeling discouraged. 

 

Table 5.2 illustrates the range of responses that were given for each question. The most                             

positively answered question (Q8) scored 25.1% more than the least positively answered                       

question (Q6). Due to the question six, when I'm struggling to accomplish something difficult, I                             

focus on my progress instead of feeling discouraged, scoring a comparatively low aggregated                         

score of 65%, I further analysed the nature of the student responses to this question.  

 

Only six students of all participants agreed that this was ‘exactly true’, and of those six, five                                 

were identified as having MCD. The only other student who answered ‘exactly true’ was an                             

LCD student and one of the interviewees (LDSC), he was notably self-reliant in a number of                               

his interview responses. When faced with a challenge LDSC suggested he “usually [sought                         

help from] the people who are sitting close to me rather than the teacher . . . then I'll go to                                         

the teacher, if the teacher doesn't know I'll just google”. HDSB, an MCD student responded                             

that when faced with a challenge he was usually able to respond successfully and drew on                               

the strength of his peer and family support to “see things with an open mind, so I just go                                     

for it and just see how things play out, adapt to the situation”. These survey and interview                                 

responses may suggest that students who respond positively to this question, such as                         

those who experience MCD, are more used to responding to challenges independently. In                         

Chapter Six, I will further explore this idea and consider that perhaps students who have                             

had to increase their self-reliance to be successful due to their cultural distance, are more                             

likely to focus on their progress than the task outcome.  

 

Student survey and aggregated self-efficacy scores 

The following section displays the demographic data in various ways, and the                       

corresponding aggregated self-efficacy score for each dataset. Firstly Table 5.3 presents                     

aggregated self-efficacy scores compared to cultural distance. 

 

Table 5.3 

Student cultural distance (HCD, MCD, LCD) and aggregated self-efficacy score, also the percentage of responses 

for low, moderate and high self-efficacy (LSE, MSE and HSE) 

Cultural Distance  Aggregated self-efficacy score  LSE  MSE  HSE   

HCD  76.0 %  12.5 %  25.0 %  62.5 %   

MCD  82.6 %  0 %  23.5 %  76.5 %   

LCD  85.1 %  0 %  87.7 %  92.3 %   
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This data indicates that HCD students are more likely to have lower self-efficacy than their                             

MCD and LCD peers. Notably, of the students surveyed, none of the participants who                           

responded as having either low or moderate cultural distance had low self-efficacy scores. 

 

Further investigation of this data led me to analyse what aspects of cultural distance were                             

most likely to influence the aggregated self-efficacy scores. In Table 5.4 below the                         

demographic data is shown with corresponding aggregated self-efficacy scores. I have                     

chosen to present the ethnicity data as either European or Non-European. This was partly                           

due to the small sample size not being large enough to show trends in individual                             

ethnicities, but also due to the focus being on whether distance from the prevailing                           

Eurocentric classroom practice was impacting self-efficacy scores. 

 

Table 5.4  

Student demographic data and aggregated self-efficacy score  

Ethnicity  Aggregated self-efficacy score 

European  87.0 % 

Non-European  81.4 % 

Gender   

Female / Wahine  83.2 % 

Male / Tāne  81.1 % 

Gender Diverse  80.8 % 

Did you attend Kindergarten or Preschool in New Zealand?   

Yes  82.5 % 

No  81.7 % 

Is English your first language?   

Yes  83.9 % 

No  77.7 % 

What language is spoken in your home?   

English and, English + another language  85.3 % 

Other  77.2 % 

 

The data in Table 5.4 suggests that certain factors may be contributing more to self-efficacy                             

scores than others. Gender and preparation for schooling, in either a New Zealand                         

preschool or kindergarten, show the least pronounced difference in aggregated                   

self-efficacy scores. Ethnicity and language are recorded as having a higher level of                         

difference, the most notable of these is whether or not English is used in the home                               

environment, which is recorded as having an 8.1% difference. These differences in the data                           
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indicate that the measures utilised to discern cultural distance in this thesis may warrant                           

further research to see if these data trends continue in a larger population of students. Due                               

to the methodology employed, I was not able to explore the influencing factors that                           

contributed to these scores; future research may consider interviewing students about the                       

specific components identified in this data.  

Teacher survey data 

Teachers who completed the survey were from three Auckland schools (N = 19). Two of                             

these schools were the case study schools (n = 5), the third was utilised only to collect a                                   

more extensive amount of anonymous survey data (n = 14). These responses are                         

considered concurrently and presented as follows. 

Demographics and overall trends 

Tables 5.5 and 5.6 demonstrate the overall responses of teacher participants. Table 5.5                         

summarises the demographic data collected from participants, while Table 5.6 presents the                       

aggregated scores of the self-efficacy responses collected. Unlike the student data, I have                         

chosen to display the responses to the demographic questions as the number of                         

participants rather than the percentage due to the small size of the sample. 

Table 5.5 

Teacher demographic data 

Gender  Number of participants (percentage) 

Female / Wahine  9  (47.4%) 

Male / Tāne  10  (52.6%) 

Gender Diverse  - 

Prefer not to answer  - 

Ethnicity 

Māori  2  (10.5%) 

European  8  (42.1%) 

Pacific Peoples  1  (5.3%) 

Asian  3  (15.8%) 

Middle Eastern/Latin American/African  - 

Other Ethnicity  4  (21.0%) 

Prefer not to answer  1  (5.3%) 

How many years have you been teaching? 

< 2 years  3  (15.8%) 
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2 - 8 years  5  (26.3%) 

8 + years  8  (42.1%) 

Prefer not to answer  3  (15.8%) 

Is English your first language?   

Yes  18  (94.7%) 

No  1  (5.3%) 

What languages are spoken in your home?   

English  13  (68.4%) 

Another language  6  (31.6%) 

Cultural distance (created from the above data)   

Low Cultural Distance (LCD)  - 

Moderate Cultural Distance (MCD)  8  (42.1%) 

High Cultural Distance (HCD)  11  (57.9%) 

 

The demographic data collected from teachers indicates some notable differences from                     

national data, this is most noticeable in the gender and ethnicity statistics. Ministry of                           

Education (2018a) data indicates that compared to national statistics, male teachers are                       

overrepresented (52.9% compared to 37.7% nationally), along with Asian teachers (15.8%                     

compared to 3.4% nationally). This combined with the relatively high percentage of                       

teachers speaking a language other than English in their homes (31.6%) may skew the data                             

towards an increased number of teachers experiencing moderate cultural distance, than                     

would be found in national statistics. 

 

Table 5.6  

Teacher survey questions and aggregated positive response 

Survey Questions  Aggregated self-efficacy score 

Q7 - If I try hard enough, I know that I can exert a positive 
influence on both the personal and academic development of 
my students. 

82.9% 

Q4 - I am convinced that, as time goes by, I will continue to 
become more capable of helping to address my students‘ needs. 

82.9% 

Q9 - I know that I can motivate my students to participate in 
innovative projects. 

80.3% 

Q10 - I know that I can carry out innovative projects even when I 
am opposed by sceptical colleagues. 

80.3% 

Q5- Even if I get disrupted while teaching, I am confident that I 
can maintain my composure and continue to teach well. 

78.9% 

Q8 - I am convinced that I can develop creative ways to cope  78.9% 
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with system constraints (such as budget cuts and other 
administrative problems) and continue to teach well. 

Q3 - When I try really hard, I am able to reach even the most 
difficult students. 

77.6% 

Q2 - I know that I can maintain a positive relationship with 
parents even when tensions arise. 

77.6% 

Q6 - I am confident in my ability to be responsive to my 
students‘ needs even if I am having a bad day. 

76.3% 

Q1 - I am convinced that I am able to successfully teach all 
relevant subject content to even the most difficult students. 

68.4% 

 

As can be seen from Table 5.6, the responses from the teacher participants have less                             

variance than that of student data with only 14.5% separating the most positively                         

responded question to the least. This data indicates that when attempting to improve                         

teacher efficacy, there may be a less exaggerated benefit from focussing on certain aspects                           

of self-efficacy compared to students. At 82.9% the two most positively responded                       

questions, question seven and question four, were noticeably lower than the highest                       

aggregated student response (90.9%), indicating perhaps that teachers have provided more                     

moderate overall responses than students. 

 

Further investigation into the nature of the responses for question one, I am convinced that                             

I am able to successfully teach all relevant subject content to even the most difficult students,                               

revealed some interesting results. The greatest differential in this data was a 26.9%                         

difference between female (84.4% positive response) and male (57.5% positive response)                     

teachers. There was a 13.1% difference between MCD (59.4% positive response) compared                       

to LCD (72.5% positive response) teachers, while teachers with moderate experience (2 - 8                           

years, 81.3% positive response) responded 9.4% more positively than their more                     

experienced peers (8+ years, 71.9% positive response). While I acknowledge that the                       

sample size for these data is small, the differences in responses due to gender, cultural                             

distance and experience may be an area worth considering in future studies. 

 

Teacher survey and aggregated self-efficacy scores 

The following section displays the demographic data in various ways, and the                       

corresponding aggregated self-efficacy score for each dataset. Firstly Table 5.7 presents                     

aggregated self-efficacy scores compared to cultural distance. 
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Table 5.7  

Teacher cultural distance (HCD, MCD, LCD) and aggregated self-efficacy score, also the percentage of responses 

for low, moderate and high self-efficacy (LSE, MSE and HSE) 

Cultural Distance  Aggregated self-efficacy Score  LSE  MSE  HSE   

HCD  -  -  -  -   

MCD (8 teachers)  67.2%  2  1  5   

LCD (11 teachers)  86.6%  -  1  10   

 

Within the data collected there were no responses from teachers witnessing HCD. This data                           

indicates that MCD teachers are more likely to have lower self-efficacy than their LCD                           

peers. None of the teachers experiencing LCD responded with LSE scores, while two                         

teachers who witnessed MCD had LSE scores. 

 

Similar to the student data, I further analysed this data to discover which aspects of cultural                               

distance were most likely to influence the aggregated self-efficacy scores. In Table 5.8                         

below the demographic data is shown with corresponding aggregated self-efficacy scores. I                       

have chosen to present the ethnicity data as either European or Non-European. This is due                             

to the sample size being small and not large enough to show trends in individual                             

ethnicities.  

 

Table 5.8  

Teacher demographic data and aggregated self-efficacy score  

Ethnicity  Aggregated self-efficacy score 

European  83.1% 

Non-European  73.0% 

Gender   

Female / Wahine   85.6% 

Male / Tāne  72.0% 

Gender Diverse  - 

How many years have you been teaching?   

< 2 years  61.7% 

2 - 8 years  85.0% 

8+ years  85.3% 

What language is spoken in your home?   

English  84.2 % 

Another language  74.0 % 
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The data in Table 5.8 suggests a number of differences in the aggregated self-efficacy                           

scores of participants. This data may be skewed due to the small sample size. However,                             

there does appear to be noticeable differences in responses due to ethnicity, gender, years                           

of experience and home language. Perhaps unsurprisingly the most significant difference is                       

to be found in years of experience. Teachers with less than two years of experience scored                               

23.5% less than their more experienced peers (2+ years). Similar to the student data, there                             

is a 10.2% (compared to 8.1% for students) difference in self-efficacy scores for those                           

teachers whose home language is other than English. I was, however, surprised that male                           

teachers scored 13.6% lower than their female peers. Further exploration will be needed                         

with a larger sample size to see if there are links that can be made with the cultural                                   

distance identifiers proposed in this thesis and self-efficacy scores.  

Survey data summary 

A number of differences were found in the responses of both student and teacher                           

participants. For students, gender and kindergarten or preschool played little difference in                       

their self-efficacy scores, while for teachers, gender and years of experience, both seem to                           

contribute to differences in self-efficacy. There were some similarities in the data,                       

particularly in the cultural distance aggregated self-efficacy scores and home language                     

scores. From the data presented I would argue that cultural distance as conceptualised in                           

this thesis does have some correlation to self-efficacy scores. While more extensive criteria                         

to define cultural distance will be necessary, factors such as language use, ethnicity and                           

years of experience (for teachers) may provide a starting point for future research. 

Section Two - Observations and interviews 

Introduction 

I conducted a total of 16 classroom observations and 11 semi-structured interviews. Of                         

these observations, eight were conducted at each school, while five interviews were                       

conducted at the low decile school and six at the high decile school. Five interviews were                               

with teachers, and six were with students. I conducted the observations after collecting and                           

analysing the survey data and prior to the interviews. The participants, their self-efficacy                         

scores and their cultural distance are shown in Table 5.9 below. 

Table 5.9  

Participants including their aggregated self-efficacy score and cultural distance 

Participant  Aggregated self-efficacy Score  LCD  MCD  HCD 

LDTA  82.5% (HSE)  ⬤ 

LDTB  85.0% (HSE)  ⬤ 

HDTA  100% (HSE)  ⬤ 

HDTB  87.5% (HSE)  ⬤ 
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HDTC  90.0% (HSE)  ⬤       

LDSA  98.0% (HSE)  ⬤       

LDSB  90.8% (HSE)  ⬤       

LDSC  90.4% (HSE)  ⬤       

HDSA  90.4% (HSE)    ⬤     

HDSB  63.5% (MSE)    ⬤     

HDSC  90.4% (HSE)      ⬤   

 

As can be seen from Table 5.9 all but one of the students (HDSB) interviewed responded                               

with high levels of self-efficacy. All the student participants from the LD school were                           

witnessing LCD, while the students at the HD were more varied. None of the teacher                             

participants interviewed were witnessing HCD. 

 

The observations were particularly useful in identifying patterns of behaviour and                     

interactions between the participants that allowed for a more informed interview process.                       

Initially, I recorded observable data, then reviewed the observations at the end of each                           

session to look for themes and patterns; a typical observation summary is shown in                           

Appendix C. I found that I had a more familiar relationship, particularly with the teachers                             

after observing the classes, and was more able to relate to the participants’ experiences. I                             

believe that the observations in part, therefore, allowed me to gain more trust from the                             

participants and ask more meaningful questions. During the observations at the two                       

schools, a number of themes emerged that I then further explored through the interviews. I                             

conducted the interviews individually then analysed and compared the transcriptions to                     

look for patterns, similarities and differences; a typical interview transcription is shown in                         

Appendix E. The remainder of this chapter presents the themes that I discovered and                           

explored with the research participants and summarises both the observational and                     

interview data.   

 

A note regarding the language used in interviews 

When I initially met with the teacher participants, I checked to see what questions they had                               

regarding the project, at both schools the teachers asked questions about the nature of                           

self-efficacy and what the project was all about. While this was prior to collecting any data, I                                 

believe it is important to make a note of this as it indicated to me that the term self-efficacy                                     

was not a term the teachers were completely familiar with. I presumed that if the teachers                               

did not fully understand the term, the students would most likely be even more confused. I                               

realised at this point, I would need to be careful in the language that I selected as I collected                                     

the data to avoid the potential for disorientation due to terminology. At the outset of all the                                 

student interviews, I included the statement, “I am not researching your ability to complete                           

a task, I am interested only in whether or not you believe you can complete a task”.  
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Similarly, when interviewing the teachers, I initiated the discussion with the statement, “I                         

am interested in whether or not you believe you can make a difference to student learning”.                               

Whenever I specifically asked about self-efficacy, I included a statement such as “do you                           

believe that you have more capacity to engage with certain students”. During the interviews,                           

it was noticeable that the term self-efficacy was not something any of the participants                           

volunteered, more vernacular for both students and teachers were terms such as:                       

scaffolding, self-confidence, resilience, engagement, support, relationships, success, and               

these were used to describe behaviours and interactions occurring in the classroom. This                         

lack of familiarity with the term self-efficacy is further explored in Chapter Six. 

 

A network of efficacy 

Early in my observation process, I began to notice the regularity in which participants                           

interacted with other members of the class; I noticed this behaviour in both the teacher                             

and student participants. Initially, I recorded this data as summarised below in Table 5.10.  

 

Table 5.10  

Typical interactions recorded between teacher and students (School LD, Observation 7, LDTB) 

Student  Interactions with teacher 

Student K    3 

Student D    3 

Student A    7 

Student M    3 

Student L    1 

Student T    7 

Student E    2 

Total    26 

 

 

This data shows that a total of 26 interactions took place between teacher LDTB and seven                               

students during a one-hour lesson. These interactions ranged from small, such as saying                         

hello; to more substantial, such as explaining a question. I did not rank these interactions in                               

regard to quality or time, rather I considered these as representative of the number of                             

students that the teacher engaged with during a session. I recorded similar data across the                             

classes I observed, ranging from five students, up to 12 students depending on the session                             

and teacher. The individual students stayed relatively consistent in each class that the                         

teacher had; for example, for Students A and T from Table 5.10 generally had the most                               

interactions with LDTB. This led me to consider that certain students in the class may hold a                                 
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more pronounced influence over their teacher’s efficacy beliefs, due to their more frequent                         

interactions.  

 

I also began to consider this from a student’s perspective, that they may have more                             

frequent and preferential relationships in the class that may influence their efficacy beliefs.                         

The student participants, unless instructed by the teacher sat in the same place with the                             

same peer group in each session. These peer groups were consistent across the classes                           

observed, for example for HDSB and HDSC beside each other in HDTA, HDTB and HDTC’s                             

classes. For each member of the class then, including the teacher, I began to consider that a                                 

familiar and frequent network of interactions may be the primary source of socially                         

constructed self-efficacy for each member. As I explored this in the interviews, particularly                         

with teachers, this seemed to be more of a subconscious process but something that did                             

influence efficacy beliefs. 

 

A network of efficacy - Teacher responses 

While it was hard to link this directly to contributing to beliefs of efficacy, the responses                               

from teachers and students did indicate that they were aware of the information gained                           

from frequent and familiar interactions. I asked the teacher participants about whether                       

certain students had more influence over their belief that they were delivering good                         

teaching. For example, I asked, “do you notice that if that a certain student group is quiet                                 

and on task do you then feel that everyone is more likely to be on task?” I then asked, “Does                                       

that make you feel like you have done a good job delivering the instruction for that topic?”                                 

When I asked the teacher participants about this concept, I noticed the substantial pause                           

they took to consider this question prior to answering, other than HDTB who immediately                           

responded “yeah, hugely” and went on to say: 

 

It’s quite noticeable, I don’t do it deliberately, but once you have been teaching                           

them for a little while, you notice that if you have done something correctly or                             

incorrectly, kids will speak up in support or let you know if it’s not. (HDTB)  

 

The responses I gained from the other teachers suggested that while this might be                           

informing their efficacy, they may not have been aware of it before I asked. For example,                               

initially, LDTB responded, “I've never thought about it” and it was only when we further                             

explored the concept that he stated “it's probably subconscious, you check and they are                           

onto it. They are always the loose ends I'm trying to tie up”. This was a similar response to                                     

LDTA who thought about the different groups they recognised in the class and said: “I guess                               

that is true, if they are quiet I know that everyone is on task”.  

 

HDTA gave the response that most suggested this was influencing her perceptions of                         

efficacy stating “if I have got [student name] engaged, then I have probably got the whole                               
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class, if she is really engaged then I know I’m smashing it, I’ve nailed that”. While HDTC                                 

suggested that “if my high performers were asking me a bunch of questions then I would                               

need to think about how I delivered the task - straight back to the drawing board, if they are                                     

confused, everyone is confused”. I believe that from these responses, it is likely that                           

teachers are drawing some, if not most, of their efficacy information in a class setting from                               

certain students. Whether this is conscious or subconscious, I would suggest that these                         

students may have a disproportionate amount of influence compared to their peers on                         

their teacher’s efficacy.  

A network of efficacy - Student responses 

The responses gathered from student participants showed a similar pattern of preference                       

of interactions when faced with challenges. The responses were varied but usually                       

indicated a graduated response depending on the situation. HDSC’s response suggested                     

that he would choose whom to interact with depending on the level of risk of                             

embarrassment “it depends how hard it is, if it’s too easy and I ask my friends it’s kind of                                     

embarrassing, then I’d have to ask the teacher”. While HDSA said “definitely my peers first,                             

if it’s something I’m sure my friends won’t know, I will go ask the teacher. If I’m doing solo                                     

work I will ask the teacher”. LDSB preferred support from her peers due to the nature of                                 

the interaction “I mainly [ask] friends [for support] because I feel like teachers just                           

summarise the question rather than telling us how to solve it”. Other students preferred                           

going directly to the teacher, such as LDSA, “I kinda go with the teacher most of the time, it                                     

depends on the person, there are a few friends I would go to, but not so many”. Based on                                     

these responses, I would suggest that for students’, efficacy information is more frequently                         

garnered from preferential relationships, that may or may not be with their teachers.  

A network of efficacy - Key findings 

For the participants that I observed and interviewed, it would seem likely that efficacy                           

beliefs are likely to be informed more frequently by a small number of familiar primary                             

relationships. I expect this will be complemented by less frequent interactions with a                         

broader source of secondary relationships. For high school students in junior classes, who                         

more frequently move together between subjects, this might be more consistent across                       

classes and result in a smaller number of relationships; while I expect that senior students,                             

who have differing peer groups in each class, may have a far broader spectrum of efficacy                               

sources. Based on this assumption, I would expect that interventions that might offer                         

increases in self-efficacy for some teachers or students may result in far less impact for                             

others if it is not impacting their primary sources of efficacy information.  

Reciprocal impacts of efficacy beliefs 

In the literature I have reviewed I found it more difficult to find evidence of reciprocity in                                 

the relationship between teacher and student efficacy beliefs. Much of the existing                       
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research shows links between high levels of teacher efficacy contributing to student                       

self-efficacy, but I found little to suggest that this relationship is reciprocal. As part of the                               

observations and interviews, I sought to investigate whether student self-efficacy had an                       

impact on teacher efficacy. While it is not possible to establish a causal relationship                           

between these concepts utilising the methodology that I employed, the responses elicited                       

from the teachers suggest that this might be worth further investigation in future research.                           

The questions I asked explored whether teachers found some students easier to engage                         

with than others, combined with what the behaviours that these students were exhibiting                         

that made them ‘easier to teach’.  

 

Reciprocal impacts of efficacy beliefs - The energy of the class 

I initiated this discussion by asking the teachers what made it easier for them to believe                               

that they could engage with students. Responding to this question the teachers were                         

initially vague and focussed on more intangible concepts such as “there's quite an energy                           

about them” (LDTB), “you feed off the energy in the class” (HDTC), “sometimes it's a cultural                               

issue” (LDTA), or spoke about whether the students “wanted support” (LDTA) or “kept                         

trying” (HDTA). I then asked them more specifically whether they thought that the student’s                           

self-efficacy was having any impact on these beliefs about engagement. The participants’                       

responses suggest that student self-efficacy is having some impact on their own                       

self-efficacy or at least, their resilience. When asked whether students’ existing self-efficacy                       

was likely to influence his feelings of efficacy LDTB stated “absolutely, and I think it releases                               

them into this mindset or a way of portraying themselves as someone who is capable or                               

willing”.  

 

LDTA discussed certain students having negative perceptions about the subject when they                       

arrived new to the school such as “they've just got it in their head, I think [subject name] is a                                       

bit like that, I can't do [subject name], I’ve never done [subject name], I can't do it”. This                                   

resulted in LDTA feeling like she was less able to engage with those students due to their                                 

lack of self-efficacy and resulted in feelings of helplessness, “there's nothing that's going to                           

fix that, so no matter how much support I offer, they're like nup”.  

 

HDTA responded with the highest self-efficacy score compared to the other teachers and                         

her responses to my questions were notable in the level of resilience she had when dealing                               

with challenging students:  

 

I get to a point where I feel I’ve done X and Z and I’m not going to give my Y                                         

unless they try. My cut off is only with that activity, as soon as we move on to                                   

the next activity the students are getting my X, Y and Z. (HDTA) 
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HDTA added that if she could engage the more challenging students, she felt that she was                               

“smashing it”. We also discussed the poor results of a recent test HDTA had conducted, “I                               

was lucky when the [subject] teacher had the same thing. I was glad they had another class                                 

with the same grade distribution”. I found this comment interesting as it suggests that                           

relationships with other teachers and the peer comparisons that are possible when                       

comparing tests could impact levels of self-efficacy.  

Reciprocal impacts of efficacy beliefs - The importance of relationships 

For HDTB, both relationships and familiarity with the student were central to feelings of                           

teacher efficacy “because of that inability to communicate well with that individual, I don’t                           

know if I’m doing a good job or not, or how I could do a better job to serve that student”.                                         

Similarly for HDTC strong relationships with students enabled increased feelings of teacher                       

efficacy:  

If you stay with the same class for multiple years, you know their personality,                           

they are not just coming in to sit down and be taught something, the                           

relationship is a lot stronger. It means you can get people who usually don’t                           

work together to work together because they know each other. (HDTC)  

HDTB commented that the students that she found most challenging were the ones whom                           

she had “zero prior knowledge of who they are as individuals”. Not only were                           

teacher-student relationships important for HDTB and HDTC but student peer relationships                     

also had an impact on their perceptions of efficacy. Both made similar comments that                           

suggested that if student collaboration was occurring, they knew they had done a good job.  

Reciprocal impacts of efficacy beliefs - Key findings 

Similarly to questions regarding a network of efficacy, the responses from teachers were                         

initially unclear and suggested that they had not made a connection between their                         

self-efficacy and that of their students. While teachers’ answers were initially focussed on                         

intangible attributes, such as the energy of the class, it became apparent that for varying                             

reasons teachers’ efficacy may be influenced by student self-efficacy. This stemmed mostly                       

from perceptions of engagement with the teacher, either due to more prior knowledge, or                           

more familiar relationships with their teacher. Only one teacher suggested that her                       

self-efficacy was potentially connected to students’ ability in test results compared to other                         

teachers. Perhaps this is because teachers generally have infrequent opportunities to make                       

these results comparisons compared to the daily social interactions they have with their                         

students. I believe that strategies to increase the ability of teachers to interact and form                             

relationships with a wider audience of students in their classes, combined with fostering                         

resiliency when faced with challenging students is likely to result in increases of teacher                           
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efficacy due to reciprocal efficacy relationships in the class, this will be further discussed in                             

Chapter Six. 

 

Differentiated instruction to support self-efficacy 

Both the student and teacher participants highlighted the value of providing students with                         

differentiated instruction based on their needs. While I did not specifically ask the students                           

or teachers about differentiated support and self-efficacy, their responses stemmed from                     

questions about what made it easier or harder for them to engage in the class.  

 

Differentiated instruction to support self-efficacy - Student responses 

Students’ responses focussed on describing teachers who were able to give them the                         

flexibility and independence but provided appropriate scaffolding when they got stuck.                     

LDSA preferred a teacher who “explained everything to us and making sure it's set out, [so                               

they’re] not doing too much, so we have that kind of freedom”, similar to LDSC who                               

preferred independent work that was initiated from a “clear starting point”. LDSB                       

appreciated a teacher who understood and supported her time management,                   

“understanding our situation, which gives us room to breathe, but when they don't know                           

they just give us heaps of things, so it's really hard”.  

 

HDSA and HDSC had similar responses and indicated that if new tasks were linked to their                               

prior knowledge they were more confident in completing the task. HDSC stated, “the tasks,                           

even if they are hard, as long it’s not something completely unfamiliar, they need to explain                               

it, otherwise we will be kind of screwed”. HDSB’s response was more related to whether the                               

task fit with his future aspirations “if it’s something a skill that is necessary for me to use in                                     

life, I think I would have more determination or drive to complete it”. In order to deliver                                 

tasks that cater to the various needs of students, teachers need to find a balance between                               

allowing the students’ independence to explore, while maintaining initial and ongoing                     

support for those that need it. LDSA’s response was particularly illustrative of this,                         

suggesting that teachers who “explain it too much [make task completion more                       

challenging], like constantly being there and explaining it too much, and we don't have                           

enough time to go through it on our own”. 

 

Differentiated instruction to support self-efficacy - Teacher responses 

Teachers similarly recognised that differentiated instruction was necessary to meet the                     

needs of their students. LDTA highlighted how differentiated instruction encouraged                   

increased self-comparisons rather than peer comparisons: 

 

The bottom needed scaffolding, and they would often get to this work, but I just                             

had to deliver it so differently, . . . so I'm just not going to get them to compare                                     

to each other, so you're doing this topic, and you're doing this topic. (LDTA)  
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By delivering differentiated instruction, teachers acknowledged that students gained more                   

rapid and frequent success, “they feel really good about themselves, and it gives them a                             

boost, an injection building their self-confidence . . . if you don't give them these early signs                                 

or tastes of success, they do drag their feet a bit” (LDTB). To experience success students                               

might not need quantifiable results, but rather an acknowledgement of their progress, for                         

example, HDTB stated that “If you praise them more, you get more out of them”. 

 

I was aware during the interviews, however, that the responses of the teachers I                           

interviewed may have been reflective of their relatively high levels of experience. All had                           

completed at least six years of teaching and were quite comfortable with differentiated                         

instruction. This was illustrated to me in HDTA’s response: 

 

I recognise the differences in the students, that is nothing to do with me . . . I’m                                   

much more comfortable with having multiple learning outcomes at the same                     

time, it’s a whole lot slower, and it might not look like we are producing much                               

more, but I’m comfortable with not spoon feeding them. (HDTA)  

 

The potential workload in establishing differentiated teaching for newly qualified teachers                     

was summarised by HDTC: “if you are trying to do it from scratch that’s a lot of weekends                                   

gone, working out what you want them to know and how to get them there is a whole lot of                                       

work”. For a less experienced or newly qualified teacher, the idea of differentiated                         

instruction might seem far more challenging and difficult to accomplish. These teachers                       

may need increased levels of support to develop alternative measures of student success                         

rather than summative achievement results. LDTB also illustrated a pitfall of differentiated                       

instruction discovering that “even though I gave them the ownership, not all of them                           

wanted to do it”; on reflection he realised that the differentiation offered, did not cater to                               

the needs of certain students and that he offered independence rather than differentiation. 

 

Differentiated instruction to support self-efficacy - Key findings 

The responses from the teachers and students suggest that differentiated instruction was                       

an important component in their engagement and success. The student responses                     

suggested that they believed tasks were easier if they aligned with how they preferred to                             

learn; for example, highly scaffolded or independently. The teachers identified that they                       

believed they could elicit engagement from a wider audience of students by providing                         

differentiated instruction. The difficulties faced by teachers in providing differentiated                   

instruction were highlighted as both slowing down perceived progress and increased                     

workload, particularly for inexperienced teachers. 
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Impacts of leadership on efficacy beliefs 

Of the five staff interviewed, two held leadership positions. I asked all five staff about their                               

perceptions of leadership impacts on the efficacy beliefs of staff and students by asking “in                             

the collective groups you belong to, for example, departments, inquiry groups, how is your                           

self-efficacy fostered? How are your school leaders supporting your belief that you can be                           

an effective practitioner?”. Both of the case study schools have had a change of principal                             

within the last 10 years, and four of the five teachers had experienced leadership under the                               

old and new principal. I was interested in exploring whether the changes in leadership had                             

resulted in the development or erosion of teacher efficacy. The responses of the two staff                             

who held leadership positions within the school (LDTA and HDTA), were notably different                         

from that of those who did not (LDTB, HDTB and HDTC). LDTA and HDTA both referenced                               

the role of the principal and senior leadership at the school, whereas for LDTB, HDTB and                               

HDTC there was no mention of either.  

 

Impacts of leadership on efficacy beliefs - LD school 

Both teachers at the LD school acknowledged that the school had undergone considerable                         

change in recent years. When interviewing LDTB, the responses given indicated that for him                           

the role that school leaders played in the development of efficacy beliefs, was far less                             

tangible than that of LDTA. Despite changes in leadership staffing, LDTB considered that                         

changes in the school were primarily the result of a changing student body, “younger                           

people moved into the senior roles, I don't know if they did things differently . . . the                                   

students are different, they are just more respectful”. For LDTA however, the role of leaders                             

was of primary importance to the changes at the school. Perhaps due to her leadership                             

position, she experienced closer proximity and contact to leaders and was, therefore, more                         

aware of their role in delivering change to the school.  

 

LDTA suggested that it took three to four years for the impact that the principal made to                                 

filter down to the students. For her, the increase in professional trust was central to                             

increased collegiality, and positive relationships in the school “[Principal] will let you if you                           

have an idea, run with that, to really work with what you want . . . relationships are 100%                                     

the most important thing”. For both LDTA and LDTB strong and collaborative professional                         

relationships increased their perception that they were able to deliver better teaching                       

without explicitly acknowledging increases in their teacher efficacy. The collective efficacy                     

for both these teachers was high and contributed to their enjoyment of working at the                             

school. LDTA responded “it's cool, it just gets better, it just gets better and better”, while                               

LDTB said, “it's great, I talk about possibly leaving, but it's actually a really nice place to                                 

work, it's everything you want being a teacher”. 
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Impacts of leadership on efficacy beliefs - HD school 

The responses of teachers at the HD school were similarly differentiated based on their                           

proximity to leadership. HDTA’s response to my questioning was structured entirely around                       

the school leaders and how their systems and process influenced her teaching and                         

leadership. For HDTA, having an inspiring leader who had a clear vision which was                           

articulated clearly to staff made a real difference to her motivation: “intrinsic, big, we can                             

change the world, I’m highly motivated by that, I’m not motivated by leaders who don’t have                               

that, or they make decisions that contradict each other. I can get quickly frustrated”. HDTA                             

expanded on this to say that when “professional trust is high and that increases my                             

motivation, my efficacy . . . I can be super honest with what I think”. The key concern raised                                     

by HDTA was regarding what she perceived as unnecessary change to effective teams that                           

may be detrimental to teacher efficacy, “you have got to back your horse and decide who is                                 

your best candidate”. 

 

For HDTB and HDTC who did not hold leadership roles, their responses focussed directly on                             

student achievement and less about the nature of leaders. For HDTB, leadership that                         

increased her efficacy was allowing her to make better cross-curricular links, “in order to                           

get there I have to have learning from other subjects, then I know I am doing a good job”.                                     

HDTC somewhat echoed this response, “I think it's better for your teaching practice to draw                             

on the strengths of others than staying in your own curriculum and doing what you have                               

always done”. Leadership that supported HDTB and HDTC to improve their efficacy                       

focussed on increasing opportunities for collaboration, in particular, cross-curricular                 

collaboration with other staff. Both of these staff acknowledged the need for high-quality                         

professional relationships in order to achieve these goals. 

 

Impacts of leadership on efficacy beliefs - Key findings 

The teachers that I interviewed all suggested that collegiality, professional trust and                       

collaboration were central to their ability to better do their job. I got the feeling from all                                 

interviewees that teachers want success; they just need the environment to create it. The                           

responses that I gained suggest that leaders who focus on building better relationships                         

between their staff are likely to contribute to an improved sense of collective efficacy. While                             

teachers were quick to point out the benefit of differentiated instruction, scaffolding and                         

flexible responses to students; teachers did not articulate the need for differentiated                       

support to develop their relationships. It was also unclear from the responses of                         

participants whether the relationships referenced were professional or personal, or                   

whether there was a discernible difference between these two for the teachers. One of the                             

limitations of this study is the contribution of individual efficacy to collective efficacy; future                           

research may find links between individual and collective efficacy.  
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Observation and interview data summary 

In general, I found that the themes discussed with participants: a network of efficacy,                           

reciprocal impacts of efficacy beliefs, differentiated instruction to support self-efficacy and                     

impacts of leadership on efficacy beliefs, were initially obscure to participants and needed                         

moderate exploration prior to unpacking meaningful responses. This was potentially                   

compounded by the lack of familiarity with the concept of self-efficacy and would                         

potentially be worth exploring in future research. The level of emphasis placed on social                           

factors, such as relationships and networks of interactions, I believe contributed to the                         

difficulty in defining the concepts for the participants. Each example discussed initially felt                         

personalised and unique, and the teachers took time to consider the links between their                           

relationships.  

 

Summary 

Throughout the surveying, observations and interviewing there was little discernible                   

difference between the responses of the high and low decile schools. If I were to remove                               

labels from all the responses, it would have been challenging for me to pick whether or not                                 

a response came from the high or low decile school. Due to the limited amount of survey                                 

responses from the two case study schools, there was no meaningful connection that I                           

could make between the self-efficacy of students from a low decile school to a high decile                               

school. Future research and alternative research methodology may provide some                   

indication of whether there are differences in efficacy beliefs of both staff and students in                             

schools of differing decile ratings; however, at this stage, I accept this is a limitation of the                                 

current research. 

 

The data gathered, however, does point towards notable differences in self-efficacy based                       

on cultural distance. For both the student and teacher participants, the higher the cultural                           

distance which was experienced, resulted in a higher likelihood of low self-efficacy scores.                         

There are definite limitations to the study, particularly in the number of participants and                           

the criteria used to identify cultural distance; however, the results do suggest that further                           

investigation is warranted to discover correlations between cultural distance and                   

self-efficacy. The data gathered also suggests that certain focus areas may provide                       

increased opportunities to foster self-efficacy. The following chapter seeks to link the data                         

to the literature presented in Chapter Three and provide insight as to what interventions                           

may provide the most benefit to increasing self-efficacy in both students and teachers.  
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Chapter Six - Discussion of Findings 

Introduction 

Chapter Six explores the research findings and make links to the literature reviewed in                           

Chapter Three. As part of this discussion, I have included possible intervention strategies                         

that could be used by educational leaders to foster self-efficacy. The chapter is divided into                             

three sections. Section one argues for the deliberate action of establishing culture as a                           

capital asset rather than treating it as an object of distance, limiting access to education or                               

resources. The second section expands on this and makes a case for strength-based                         

differentiated instruction to cater to the needs of diverse students. The final section                         

discusses increasing the understanding of and validating the two key concepts of this                         

thesis, cultural capital and self-efficacy. The chapter concludes with justification for the                       

preceding arguments based on the findings of networks of efficacy and the reciprocal                         

nature of efficacy beliefs.  

Section One - Cultural capital versus cultural distance and the valuing of self rather                           

than social comparisons 

Introduction 

Chapter Three explored the nature of learned dispositions, considering cultural capital as a                         

resource that can both inform the development of, and sustain beliefs of efficacy. Chapter                           

Five explored what impact these dispositions had on the research participants in the                         

classroom and took a more critical perspective, considering culture from a position of                         

distance. In the following paragraphs, I will argue that for self-efficacy development, it is of                             

primary importance that culture is seen as a capital asset rather than a deficit resulting in                               

cultural distance. The literature reviewed in this thesis has made a clear case for the                             

benefits of improving levels of self-efficacy, particularly in terms of academic outcomes. It                         

also highlights damage that can be done through deficit or assimilationist thinking. The                         

research findings have indicated that students experiencing moderate to high cultural                     

distance (MCD or HCD) are more likely to have lower aggregated self-efficacy scores. This                           

was evidenced as a 9.1% difference between the aggregated self-efficacy score between                       

LCD and HCD students. Based on these findings, combined with the literature reviewed, I                           

would argue that students with MCD or HCD, as identified in this thesis, are more likely to                                 

witness lower academic outcomes. Self-efficacy is a subjective construct and, therefore, can                       

be improved without necessarily improving objective ability in a particular domain. Shifting                       

from a cultural distance to a cultural capital perspective I believe is a crucial first step in                                 

acknowledging individual strengths to create a platform to foster positive beliefs regarding                       

those strengths. 
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Cultural Capital versus Cultural Distance 

In a New Zealand setting, the discussion around disparity is primarily oriented towards                         

“social, economic and political disparities . . . between the descendents of the European                           

colonisers (Pakeha) and the Indigenous Māori people” (Bishop et al., 2009). Somewhat                       

unsurprisingly then the data collected in this research project suggests that cultural                       

distance, as conceptualised in this thesis, from prevailing Eurocentric classroom culture is                       

detrimental to self-efficacy. Learners are likely to face difficulties in engaging with content                         

and will potentially struggle to negotiate the relationships necessary to access support from                         

teachers and peers. This ability or inability to negotiate settings due to familiarity informed                           

by cultural capital and the resultant struggle for resources is central to a Bourdieu’s                           

concept of field. For Bourdieu, the often finite resources available in the field results in a                               

constant struggle that defines and places agents in a social structure (Costa & Murphy,                           

2015).  

 

On a daily basis, both students and teachers are continually negotiating a number of fields                             

dictated by social experiences that are in constant flux and often beyond their control. A                             

student may have a bad experience in the playground and lash out at a peer in class; a                                   

teacher might have an upsetting interaction with a colleague then have to immediately                         

teach their class. Combining this potentially erratic social environment with feelings of                       

unfamiliarity due to differences in cultural capital can result in being forced to negotiate                           

uncertain and potentially uncomfortable fields. If a student or teacher does not have the                           

capacity, or perhaps more importantly, the resilience to deal with these uncontrollable                       

inputs, it is likely that their self-efficacy will be eroded. The impact that this can have on                                 

teachers was particularly highlighted by the comment of HDTC when they stated that “you                           

feed off the energy in the class”, which also serves to acknowledge the somewhat intangible                             

social dynamic of a classroom that influences efficacy beliefs. 

 

Reinforcing efficacy beliefs for teachers 

The teachers I interviewed, readily recognised that some students are much easier to                         

engage with than others, at times suggesting that they just cannot engage with certain                           

students at certain times; for example, “I recognise the differences in the students, that is                             

nothing to do with me” (HDTA). If we consider Macias’ (2013) argument that a focus on                               

deficits can cause teachers to expect deficiency; then a teacher who is lacking self-efficacy                           

to support challenging students may more readily shift from a positive perspective of                         

cultural capital to one that considers cultural distance as a negative attribute that makes                           

engagement more difficult. Once inefficacy sets in, then the reinforcing cycle of efficacy                         

beliefs can result in self-fulfilling outcomes for teachers and students.  

 

Teaching as inquiry, professional standards and appraisal systems are continually                   

demanding that teachers operate as reflective practitioners and serving to remind them of                         
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their deficiencies and areas of practice that need further refinement. Whether teachers                       

have the ongoing resilience to engage with this process, or additional support when they                           

are struggling, would suggest that reflective practice walks a fine line between the support                           

or erosion of teacher efficacy. The paradox being that in order to increase their                           

self-efficacy, teachers must first identify the areas in which their practice is not meeting the                             

needs of the students, potentially eroding their existing beliefs of efficacy. If teachers reflect                           

critically on their own practice and are observing deficits rather than strengths, they are                           

constantly reminded of personal distance rather than personal capital. 

 

Reinforcing efficacy beliefs for students 

Similarly, for students, there are constant reminders of their capacity as they negotiate                         

familiar or unfamiliar fields. From the responses of the students I interviewed, the most                           

frequently referenced source that contributes to their efficacy information is that of their                         

perspective of their ability compared to their peers, for example LDSB, “I mainly [ask]                           

friends [for support] because I feel like teachers just summarise the question rather than                           

telling us how to solve it”. I would argue that combining the propensity for upward social                               

comparison (Dijkstra et al., 2008) with the tendency of students to make social comparisons                           

in monolithic lines of education (Bandura, 1997), is likely to result in negative perceptions of                             

efficacy for students in non-differentiated classrooms. This is due to the students having                         

increased opportunities to make comparisons to their higher performing peers if they are                         

all working on the same task. Non-differentiated classrooms do not acknowledge diversity                       

and cultural capital, and rather expect standard performance from all students. I would                         

further argue that this effect may then be most detrimental to the efficacy development of                             

students operating at either end of the academic achievement spectrum in the class, due to                             

Marsh’s (1987) big-fish-little-pond effect (BFLPE), and the tall poppy syndrome as described                       

by Meissel and Rubie-Davies (2016).  

 

If peer comparisons are the primary source of efficacy information, for students struggling                         

to negotiate an unfamiliar setting and doing so with existing low levels of self-efficacy,                           

BFLPE is more likely to erode their self-efficacy further. This is due to increased upward                             

social comparison with the big fish of the class and feeling less able than their peers. If this                                   

results in a Matthew effect of the poor getting poorer, there is likely to be no change to the                                     

social reproduction of educational disparities. Providing differentiated instruction becomes                 

crucial to avoid “convert[ing] instructional experiences into education in inefficacy”                   

(Bandura, 1997, p. 175). I would suggest that for educators who are looking to support                             

students who are experiencing moderate to high levels of cultural distance that                       

differentiated instruction that encourages self, rather than social comparison, is of                     

paramount importance. This is perhaps most relevant at the start of the year, as captured                             

by LDTB who suggested that by providing experiences that offer increased opportunities                       
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for students to appreciate early success makes them “feel really good about themselves,                         

and it gives them a boost, an injection building their self-confidence”. 

 

Improving the self-efficacy of students 

The survey responses of students indicate that specific components of efficacy beliefs may                         

have an increased likelihood of improving overall self-efficacy. Targeted interventions                   

aimed at improving responses to the questions with lower aggregated scores may provide                         

the most substantial increases in overall self-efficacy. If it is possible to encourage                         

self-comparisons, that also foster a sense of resiliency, further gains in self-efficacy might                         

be conceivable. The nature of the responses to the student survey particularly the question,                           

when I'm struggling to accomplish something difficult, I focus on my progress instead of feeling                             

discouraged, tend to suggest that a number of students lack the resilience to keep trying                             

when faced with challenging situations. For students experiencing high levels of cultural                       

distance and low levels of self-efficacy, I would suggest that they are more frequently trying                             

to ‘accomplish something difficult’, compared to their more efficacious and less culturally                       

distant peers. Fostering a sense of resilience is, however, no small task; Zimmerman and                           

Arunkumar (1994) suggest the resilience “is a multidimensional phenomenon that is                     

context-specific and involves developmental change” (p. 4). Similarly to the development of                       

self-efficacy then, the domain-specific nature of resiliency will need differentiated and                     

complex support. In the following section, I will propose ways in which this support can                             

foster both student and teacher self-efficacy. 

 

Section Two - Strengths-based differentiated instruction 

Introduction 

I suggest that a strengths-based philosophical approach to education will provide a                       

platform from which differentiation, resiliency, agency and ultimately self-efficacy can be                     

fostered by acknowledging and prioritising capital. A strengths-based mindset offers a                     

number of benefits that can work synchronously to increase perceptions of culture as                         

capital while promoting self-efficacy through increases in self-comparisons. A                 

strengths-based philosophy stands in complete contrast to deficit thinking and victim                     

blaming, assuming that every learner has within them the capital to succeed and flourish                           

(Lopez & Louis, 2009). This reorientation of thinking away from regarding students as                         

having deficits or distance due to their background encourages students and teachers to                         

identify and then build on their strengths. While a strengths-based philosophical position is                         

far from a new idea; for example, Dewey (1938) stated that “the purpose of education is to                                 

allow each individual to come into full possession of his or her personal power” (p. 10), I will                                   

argue that this has been difficult to implement effectively. 
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Positioning strengths-based differentiated instruction in a New Zealand context - Culturally                     

responsive pedagogy 

Strengths-based education that responds to a student’s cultural capital is often termed as                         

culturally responsive pedagogy. Gay (2010) describes culturally responsive pedagogy as                   

teaching “to and through [students’] personal and cultural strengths, their intellectual                     

capabilities, and their prior accomplishments” (p. 26). In a New Zealand setting, the                         

arguments for strengths-based educational philosophies, that deliver culturally responsive                 

pedagogy underpin much of the recent efforts to address educational disparities. Much of                         

this research is primarily oriented towards ethnic definitions of culture, seeking improved                       

outcomes for Māori and Pasifika learners. For example, the Effective Teacher Profile                       

established as part of the Te Kotahitanga research and development project requires that                         

teachers “explicitly reject deficit theorising as a means of explaining Māori students’                       

educational achievement” (Bishop & Berryman, 2009, p. 31). Central to Ka Hikitia, the                         

current Māori education strategy is that "Māori students . . . enjoy and achieve education                             

success as Māori" (Ministry of Education, 2013, p. 6), ensuring that their strengths are                           

acknowledged and fostered. More recently the Ministry of Education’s (2018c) Tapasā                     

cultural competencies framework requires that teachers demonstrate “strengths-based               

practice, and [build] on the cultural and linguistic capital Pacific learners” (p. 11). However,                           

despite the increased rhetoric of the Ministry, some authors have argued that little has                           

changed for learners who are experiencing the largest educational disparities. For example,                       

Berryman and Eley (2017) suggest that between the years of 2001 (the year Te Kotahitanga                             

began) and 2015 “the daily experiences of Māori students within our schools has not                           

dramatically improved” (p. 105). 

Broadening the measures of success to deliver culturally responsive pedagogies 

The findings of the recent Kia Eke Panuku reform initiative, as summarised by Berryman                           

and Eley (2017), may give some insight as to why, in this case for Māori students, there is                                   

little benefit being seen as a result of recommended strengths-based approaches: “Kia Eke                         

Panuku found a great deal of confusion and uncertainty about how to interpret, let alone                             

implement strategies to address, the central Ka Hikitia vision of: Māori students enjoying and                           

achieving education success as Māori” (p. 99, emphasis in original). It would seem that                           

teachers were unable to implement success for Māori students as they either did not know,                             

or could not come to a consensus, as to what that success looked like. Further investigation                               

by an Expert Advisory Group and interviews with senior Māori students captured some                         

ideas around what that success looked like. Firstly the Expert Advisory Group suggested                         

that success for Māori students included: 

• Living confidently—with affinity to whakapapa and at ease with a growing

cultural competence in language, tikanga and identity.

• Connected to and in harmony with the people, the environment and systems
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around about them. 

• Articulate and confident in expressing thoughts, feelings and ideas. 

• Skilled in building and navigating relational spaces. 

• Thinking respectfully and critically about the world and ideas. 

• Achieving qualifications from school and wider life that lead to future options 

and choice. (Berryman & Eley, 2017, p. 100)  

 

While the interviews with senior Māori students uncovered the following themes: 

 

• Being able to resist the negative stereotypes about being Māori 

• Having Māori culture and values celebrated at school 

• Being strong in your Māori cultural identity 

• Understanding that success is part of who we are 

• Developing and maintaining emotional and spiritual strength 

• Being able to contribute to the success of others 

• Experiencing the power of whanaungatanga 

• Knowing, accepting and acknowledging the strength of working together 

• Knowing that you can access explicit and timely direction 

• Being able to build on your own experiences and the experiences of others  

(Berryman & Eley, 2017, p. 101)  

 

While these two lists are specific to the success of Māori students in New Zealand, I believe                                 

that they illustrate the breadth of measures of success that are needed when attempting to                             

apply strengths-based educational philosophies to deliver culturally responsive pedagogies                 

beyond ethnic and potentially assimilationist definitions of culture. For all students                     

currently experiencing cultural distance from prevailing educational practice in New                   

Zealand, strengths-based and culturally responsive pedagogies demand that teachers                 

broaden their measures of success. In reviewing culturally responsive pedagogies, Savage                     

et al. (2011) argue that it is the role of all educationalists to ensure “that reform enables                                 

young people to learn without sacrificing who they are” (p. 196). This is only made possible                               

by identifying the strengths of each student and then providing differentiated instruction                       

that caters to each of their individual needs. To extend the central tenet of Ka Hikitia, that                                 

Māori students enjoy and achieve education success as Māori, if students are compared to                           

their peers who all have varying different cultural capital, they will not be able to experience                               

success as themselves.  

 

Challenges in delivering culturally responsive pedagogies 

The difficulty for teachers in delivering strengths-based, culturally responsive pedagogies is                     

complex and according to Sleeter (2011) can be readily oversimplified resulting in little                         

meaningful change for students. Sleeter goes on to suggest that culturally responsive                       
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pedagogy is often reduced to: “cultural celebration, trivialisation, essentialising culture, and                     

substituting cultural for political analysis of inequalities” (p. 12). She goes on to suggest this                             

is due to limited research that “systematically documents” (p. 16) the impact of culturally                           

responsive pedagogy on student achievement, and potential political backlash due to the                       

fear of upsetting the established social order. I believe that these two points are particularly                             

relevant for educators, especially in a New Zealand context. The first of these points is                             

based on the thinking that despite culturally responsive pedagogy being a frequently used                         

term and intervention strategy, there is a mixed consensus as to what it looks like in the                                 

classroom and, therefore, difficulty in quantifying its impact on student outcomes. While                       

the second argues that neoliberal reforms towards standardisation and equality for all,                       

limit the ability for teachers to provide responsive pedagogy that engages students,                       

acknowledges cultural capital, and offers “equity and justice” (Sleeter, 2011, p. 19).  

 

The four ways of oversimplifying culture outlined above provide a useful platform to avoid                           

delivering culturally responsive pedagogy that operates counter to its intent. Celebrating                     

culture while being important in the building of belonging and raising awareness, becomes                         

tokenistic if it does not connect culture to learning. Nykiel-Herbert (2010) suggests that a                           

major reason minority and immigrant newcomers are unsuccessful in schools is due to                         

their culture being celebrated, rather than used "as a resource for their own learning" (p. 2).                               

Trivialisation occurs when culturally responsive pedagogy is treated as a checklist to be                         

done to students, or as a measure of accountability rather than a paradigm shift to connect                               

with students. Sleeter (2011) provides a New Zealand example of essentialising culture as                         

referring to teachers who may have a “fixed and homogeneous conception of the culture of                             

a minoritised group . . . this might take the form of teachers (who may be Māori                                 

themselves) assuming that their own understanding of te ao Māori applies to all Māori” (p.                             

14). Finally, if cultural analysis is substituted for political analysis, culturally responsive                       

pedagogy will remain in the domain of educators working with culture, rather than                         

addressing systemic issues of injustice that face minority cultures.  

 

For teachers in New Zealand I would suggest culturally responsive pedagogy is far from                           

simply using te reo Māori to identify the days of the week, celebrating Samoan language                             

week, or starting the year with a pōwhiri. While these strategies contribute towards                         

celebration and belonging, culturally responsive pedagogy must acknowledge and value the                     

capital of all learners and how it enables their learning and academic outcomes, rather                           

than treating culture as an ethnicity-based side note. In order to try and move beyond                             

treating culture as “laundry list of immutable cultural traits” (p. 25), González, Moll and                           

Amanti (2005) suggest that cultural capital be treated as Funds of Knowledge that considers                           

that "people are competent, they have knowledge, and their life experiences have given                         

them that knowledge" (p. x). González (2005) goes on to suggest that this becomes possible                             

only when institutions “no longer reify culture, when lived experiences become validated as                         
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a source of knowledge, and when the process of how knowledge is constructed and                           

translated between groups located within nonsymmetrical relations of power is                   

questioned” (p. 42). This approach to culturally responsive pedagogy and the considering of                         

culture as funds of knowledge is antithetical to what Guti rrez, Asato, Santos and Gotanda                             

(2002) would define as “backlash pedagogy” (p. 335). Backlash pedagogy assumes that                       

diversity and difference are “problems to be eliminated or remediated” (Guti rrez et al.,                           

2002, p. 337) and can become embedded in education as teachers try to meet the needs of                                 

standardised testing. 

 

How then can educators deliver culturally responsive pedagogy? 

In the preceding paragraphs, I have made a case for incorporating culturally responsive                         

pedagogy as the method of delivering strengths-based differentiated instruction that                   

acknowledges and promotes the individual’s success in diverse classrooms. However,                   

delivering culturally responsive pedagogy that moves beyond eloquence and delivers                   

meaningful outcomes to students is challenging to initiate and sustain. In the following                         

section, I will detail how I believe educational leaders can best implement and leverage                           

culturally responsive pedagogies to promote self-efficacy development in students and                   

teachers. 

 

Section Three - Educational leadership responses to cultural capital and self-efficacy 

Introduction 

In the following paragraphs I will link research, data and my conclusions to provide                           

strategies that educators can use to address my primary research question:  

 

How can educational leaders foster an environment that facilitates increased                   

opportunities for teachers and students to develop their self-efficacy in the                     

classroom?  

 

Based on the findings of this thesis I believe that educational leaders can work towards                             

achieving this aim by focussing on: increasing understanding of self-efficacy, validating                     

cultural capital, increasing the strength and breadth of efficacy networks, fostering                     

culturally responsive pedagogy to increase positive reciprocal impacts of efficacy beliefs. In                       

the following paragraphs, I will expand and exemplify each of these topics. 

 

Increasing understanding of self-efficacy 

Confusion and overload are identified by Fullan and Quinn (2015) as being at the top of the                                 

list of teacher concerns signified in part by initiative fatigue and ad-hoc projects. With the                             

recent identification of collective efficacy as having a substantial effect size on student                         

learning by Hattie (2015), I suggest that there is the potential that efficacy will become the                               

latest piece of educational jargon packaged up into an initiative and presented as solving a                             
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breadth of educational problems. Attempting to deliver an initiative without increasing the                       

intrinsic motivation is likely to result in a ‘carrot or stick’ methodology that has been argued                               

emphatically against in a school context by a number of authors. For example, DuFour and                             

Mattos (2013) state that there is no evidence that teachers withhold practice from their                           

students unless they are incentivised, while Pink (2010) has demonstrated that wielding a                         

bigger stick is likely to have a negative impact on knowledge workers. 

The underlying assumption in this thesis is that one of the most critical roles of educational                               

leaders is to increase teacher agency by fostering increases in self-efficacy. The literature                         

reviewed suggests that increases in self-efficacy will help improve engagement, motivation                     

and ultimately academic outcomes for students. I would suggest that it will be difficult for                             

leaders to achieve this goal in an environment that does not understand or value                           

self-efficacy. While it is possible that self-efficacy can be fostered without explicit definition                         

or labelling, I believe there are benefits from firstly identifying and exploring the concept,                           

prior to any interventions to try and foster it. As outlined in my research findings, I do not                                   

believe that self-efficacy was a familiar term to the teachers and students that participated                           

in this research project. Perhaps this illustrates the lack of familiarity with the idea of                             

self-efficacy, or perhaps it points towards the difficulty of measuring it in a fast and                             

frequent manner. This lack of familiarity I believe is the area that first needs addressing by                               

educational leaders.  

Adding to the potential for obscurity is the somewhat similar and possibly confusing                         

presentation of efficacy terms: self-efficacy, general self-efficacy, teacher efficacy,                 

leadership efficacy and collective teacher efficacy. I would argue that of these five terms                           

there is benefit from focussing initially solely on ‘self-efficacy’, whether that be student or                           

teacher self-efficacy. As described in Chapter Three, general self-efficacy is a contentious                       

construct that may or may not result in the transferal of efficacy beliefs across domains,                             

and I do not believe there is enough consensus at this stage to warrant including this in                                 

efforts to improve self-efficacy. Teacher efficacy can, for the most part, be defined as                           

self-efficacy as it relates to an individual's teaching life and is, therefore, I believe implicit                             

when talking to teachers about their self-efficacy. Leadership efficacy may be worth                       

exploring solely within leadership teams although I would suggest that this would only be                           

beneficial once individuals understand their own self-efficacy and how it contributes to a                         

team. Finally, collective teacher efficacy is a concept that I believe is so broad and                             

multifaceted that initiating discussion utilising this terminology will likely overwhelm                   

teachers and possibly lead to feelings of helplessness.   

To provide the clarity necessary for teachers to understand self-efficacy, I would                       

recommend that educational leaders first investigate existing levels of self-efficacy across                     

their staff. This should be done by measuring individual efficacy utilising an anonymous                         
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survey, similar to the one used in this research. If the results are similar to the findings                                 

uncovered through this research process, I expect that this data will show trends with some                             

questions scoring higher than others. Exploring these aggregated results with teachers will                       

allow for understanding as to the components that contribute to self-efficacy without                       

confronting individual teachers with their own strengths or weaknesses. From this point,                       

educational leaders can create a consistent definition of self-efficacy within the school                       

taking into account the strengths shown in the survey data. Collective areas of                         

improvement can be identified prior to further strategies being used to work with                         

individual teachers to improve efficacy beliefs across the school.   

 

Validating cultural capital 

The second strategy that I believe would support increases in self-efficacy is that of                           

validating cultural capital. To validate cultural capital leaders must invert the thinking                       

behind backlash pedagogy and the viewpoint that schools must “help ‘disadvantaged’                     

students whose race and class background has left them lacking necessary knowledge,                       

social skills, abilities and cultural capital” (Yosso, 2005, p. 70). This is a substantial shift in                               

thinking for many educators, and Khalifa, Gooden and Davis (2016) argue that “validating all                           

cultural epistemologies and behaviors requires a critical self-reflection and courage that is                       

not common in many school leaders” (p. 20). New Zealand research indicates that there is                             

increasingly widespread valuing of broader cultural capital, such as that of kaupapa Māori                         

through initiatives such as te kotahitanga (Berryman & Eley, 2017; Savage et al., 2011). The                             

same research, however, indicates that while a concept of mainstream schooling exists                       

there is potential for “epistemological racism embedded in fundamental cornerstone                   

features [that will reflect] the dominant culture” (Savage et al., 2011, p. 195). 

 

For educational leaders to validate cultural capital, they must accept that all students,                         

teachers, parents and communities contribute their own unique experiences that are not                       

only valid but imperative for their own success. Terrell and Lindsey (2009) suggest that for                             

both teachers and leaders this a journey to “cultural proficiency” (p. 20) that consists of                             

three processes: firstly, accepting that achievement gaps are established and remain                     

persistent; secondly, reflecting critically on the values, behaviours, policies and practices of                       

schools; and thirdly, listening to the students and communities and putting their needs                         

before that of the school. Cross, Bazron, Dennis and Isaacs (1989) provide a continuum that                             

while developed in the medical field may provide a useful starting point for leaders to                             

critically self-reflect how culturally proficient they are. This continuum starts at cultural                       

destructiveness where attitudes, behaviours and practices are detrimental and work                   

towards the destruction of culture. The continuum then progresses through, cultural                     

incapacity, cultural blindness, cultural pre-competence, cultural competence before arriving                 

at cultural proficiency. Cultural proficiency as argued by Cross et al. (1989), is the point at                               

which leaders would contribute to the “knowledge base of culturally competent practice” (p.                         
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17), through research, developing and modelling new approaches and advocating this                     

practice to support the development of others. 

 

For leaders and teachers, the validation of culture through the practice of cultural                         

proficiency is more than just finding ways to work with those who are different to                             

themselves. It is a “paradigmatic shift away from the current, dominant group view of                           

regarding 'underperforming' cultural demographic groups of students as problematic”                 

(Terrell & Lindsey, 2009, p. 22). I would argue that most schools would be familiar with                               

articulating ideologies of cultural validation, for example valuing diversity and celebrating                     

culture. However, I expect that this cultural validation is more readily accepted when                         

cultural viewpoints conform or at least do not challenge the status quo of the dominant                             

culture. Khalifa et al. (2016) illustrate this point utilising hip-hop culture in the United States,                             

arguing that resistance to accepting behaviours and attributes of hip-hop culture have                       

resulted in the exclusion of minoritised students from schools. The implication of                       

embedding validation of cultural capital in schools is, therefore, extensive and potentially                       

very challenging. Only by identifying current values and practices and placing them on the                           

cultural validation continuum will allow educational leaders to begin to model cultural                       

proficiency. 

 

Increasing the strength and breadth of positive reciprocal efficacy networks 

As detailed in the research findings I believe that efficacy beliefs are informed and                           

reinforced by familiar and preferential relationships. Although there was limited research                     

available to support this claim, the work by Biddulph, Biddulph and Biddulph (2003)                         

referenced in Chapter Three, demonstrates the potential emphasis placed on peer learning                       

as a source of learning information. Not only do I believe that self-efficacy is reinforced by                               

familiar networks, I also argue that efficacy beliefs are reciprocal in their nature. This                           

concept was even less prevalent in the literature reviewed; however, I believe that this is an                               

area for potential future research. Based on the assumption that efficacy and inefficacy                         

feeds on itself, I assert that it is of primary importance that these efficacy networks are                               

contributing to positive efficacy reinforcement. Broadening efficacy networks so that more                     

individuals have the opportunity to reinforce positive efficacy beliefs will further enhance                       

individual and collective efficacy. I propose two key strategies that educational leaders can                         

use to work towards these goals; both utilise an understanding of self-efficacy and the                           

validation of cultural capital. Firstly, I suggest deliberately seeking to increase the breadth                         

of efficacy networks to promote positive efficacy information. Secondly, utilising culturally                     

responsive pedagogy to increase positive reciprocal impacts of efficacy beliefs.  

 

Increasing the breadth of positive efficacy networks 

If educational leaders can broaden the network of positively socially constructed efficacy                       

information amongst their teachers, I believe that not only will self-efficacy improve I also                           
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believe this will contribute to a greater sense of collective efficacy. From the observations                           

and interviews I conducted, I believe sources of efficacy information might be constructed                         

from reasonably limited interactions with certain individuals. If for example, a teacher is                         

struggling with a particular student in their class this may disproportionately impact their                         

self-efficacy if their other efficacy networks are not strong. Goddard et al. (2017) make a                             

case for facilitating collaboration and peer observation to increase collective efficacy, and I                         

believe this is an appropriate strategy for fostering self-efficacy. For this to be effective, I                             

would argue that this needs to originate from a strengths-based position that first needs to                             

be established through language, practice, processes and celebration.  

 

In suggesting ways of implementing The Values in Action framework developed by Peterson                         

and Seligman, I believe Linkins, Niemiec, Gillham and Mayerson (2015) provide useful                       

strategies which can be transferred to a strengths-based approach to promote self-efficacy                       

development. Firstly, they suggest that developing strengths-based language. I have                   

previously suggested utilising a survey to increase understanding of self-efficacy; in the                       

process of doing this, leaders could further leverage advantage of this process to create                           

vocabulary that contributes to higher levels of self-efficacy; for example, resilience when                       

faced with challenging students. Secondly, the authors go on to promote                     

“strengths-spotting” (Linkins et al., 2015, p. 67), in both self and others. When fostering                           

collaboration and peer observation it will be important for leaders to create frameworks,                         

practices and templates that support positive strengths-spotting in both self and others.                       

Similarly to valuing cultural capital, self-efficacy should be built upon the strengths of                         

individuals rather than looking for deficits that need to be fixed. The third component is the                               

purposeful application of strengths to improve outcomes. Once strengths have been                     

identified individuals can work towards more frequently applying their own strengths and                       

incorporating the strengths of others into their practice to improve outcomes. Finally and                         

critically for fostering a sense of collective efficacy, Linkins et al. promote identifying and                           

celebrating the strengths of the collective. Establishing a starting point by surveying staff,                         

leaders have a platform from which shifts in practice can be acknowledged and by                           

increasing effective positive communication exemplification of practice is likely to evolve                     

organically. 

 

This strengths-based leadership approach to broadening positive efficacy networks aligns                   

with the work completed by M. Tschannen-Moran and B. Tschannen-Moran (2011) on using                         

appreciative inquiry to improve school climate. The authors argue that by focussing on                         

strengths rather than deficits, the conversation is changed from “complaining to                     

celebrating” (p. 444). A strengths-based approach means that teachers are no longer                       

looking for things that are wrong, for people to blame for them being wrong, and trying to                                 

fix all the things that are wrong. In itself, any successful shift towards strengths-based                           
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thinking will improve self-efficacy as people more readily acknowledge their own positive                       

capacity. 

 

Fostering culturally responsive pedagogy to increase positive reciprocal impacts of efficacy beliefs 

While the strengths-based approach to building positive efficacy networks detailed in the                       

preceding paragraphs focuses initially on teacher-teacher relationships, increasing positive                 

reciprocal impacts of efficacy beliefs is more oriented towards teacher-student                   

relationships. Most illustrative of the importance of promoting this was when HDTA told me                           

she felt she was “smashing it” when successfully interacting with a student. If teachers feel                             

that they can support a wider audience of students, the reciprocal nature of efficacy beliefs                             

is likely to result in a reinforcing positive spiral that continues to develop self-efficacy for                             

both teachers and students. I believe that the conduit for increasing the frequency of these                             

positive ‘I’m smashing it’ moments is strengths-based differentiated instruction in the form                       

of culturally responsive pedagogy. At the beginning of this chapter, I argued for the benefits                             

of culturally responsive pedagogy to counter deficit thinking and address the educational                       

disparities currently witnessed in schools. Similarly for the strengths-based leadership                   

approaches described above, the sole act of shifting the focus from deficiency to capital is                             

likely to promote self-efficacy, as teachers and students become more aware of their own                           

capacity. In addition to this, culturally responsive pedagogy will increase the ability of                         

teachers to respond to the needs of the students in front of them and deliver the support                                 

necessary for them to reach their own success. 

 

There is abundant literature on strategies to promote culturally responsive pedagogy; for                       

example, Gay (2010), Richards, Brown and Forde (2007), however, recent findings of Khalifa                         

et al. (2016) suggest that leaders must go further than solely promoting culturally                         

responsive pedagogy they must “promote culturally responsive school environments” (p.                   

25). This should cater for not only the needs of the students and teachers but also the                                 

wider school community; central to this argument is promoting inclusivity and including                       

student culture throughout policy and practice. A recent study of the impacts of cultural                           

inclusion completed by Parris, Neves and La Salle (2018) argues that “acceptance and                         

support is essential for all students” (p. 641) and posits that as diversity increases positive                             

perceptions of the school climate decreased. They go on to state that the first step towards                               

achieving culturally responsive school environments is to create a “safe and supportive                       

school environments where students and teachers are treated fairly regardless of their                       

cultural identities” (p. 642). Schools and educational leaders must ensure that their                       

practices and actions work towards achieving genuinely inclusive environments that build                     

on the capital of all stakeholders.  
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Summary 

In this chapter, I have argued for transformational change to create a new social reality in                               

schools that validates cultural capital and promotes self-efficacy development through                   

strengths-based approaches to teaching and leadership. In the first section, I argued for the                           

importance of perceiving culture from a capital perspective rather than a distance                       

perspective. I then explored and argued for strengths-based differentiated instruction in                     

the form of culturally responsive pedagogy prior to detailing some strategies educational                       

leaders could employ to achieve these goals. While this might be easy to espouse from a                               

theoretical point of view the challenges to effectively implement this are substantial and                         

will be contextually unique. Starting with a potentially uncomfortable journey of critical                       

self-reflection, leaders must respond to the diverse needs of students to promote positive                         

self-efficacy development and improved achievement outcomes. The final chapter presents                   

the conclusion and recommendations for future research.   
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Chapter Seven - Conclusion and Recommendations 

Introduction 

This final chapter initially summarises the significance of this research project and presents                         

the key findings. The limitations of this research project are discussed prior to the chapter                             

concluding with recommendations for future research.  

The significance of this research project and implications due to key findings 

Self-efficacy and cultural capital are both highly complex, subjective and variable in their                         

nature. As a result of this, I found that I needed to consider a broad spectrum of literature                                   

from at times disparate perspectives. I found I needed to quickly define and conceptualise                           

both of these terms as they related to my thesis, in order to provide focus and direction for                                   

my research. However, I found that these definitions evolved throughout the course of my                           

study. I have redressed these concepts a number of times and expect I will continue to do                                 

so as I apply the new knowledge I have gained through this process to my teaching                               

practice. I have provided a definition of both of these terms as I currently conceptualise                             

them in this thesis which has provided the foundation for my investigation into how these                             

two terms could be applied in a New Zealand context. I have explored these terms and how                                 

they relate to both students and teachers, and how educational leaders can engage with                           

them to promote increased academic outcomes for students. As argued at the beginning of                           

this thesis, skills, behaviours and attributes required for 21st-century learners are evolving,                       

and educators are coming under pressure to deliver “transformational learning system[s]”                     

(Timperley et al., 2014, p. 3). It is my hope that research on self-efficacy and cultural capital                                 

will help to shape the strategies employed to deliver these systems. 

Based on the literature reviewed and the findings presented in this thesis I have argued for                               

educational leaders to deliver transformational change. The research findings in part                     

illustrate the complexities of measuring and defining the factors that contribute to both                         

self-efficacy and cultural capital. It would appear that there are links that are worth further                             

exploring between the concepts of cultural distance and self-efficacy. There also is some                         

evidence of student self-efficacy contributing to teacher efficacy. I believe a modification of                         

the social reality is necessary to validate cultural capital and through strengths-based                       

leadership and pedagogy improve the efficacy beliefs of teachers and students. I                       

acknowledge that in some contexts this transformational change will already be well                       

underway, but while disparities exist in educational outcomes; there is still work that needs                           

to be done.  

Central to my arguments throughout this thesis is this shift towards a strengths-based                         

educational philosophy that not only recognises but values the difference in individuals. I                         
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believe that a strengths-based lens is fundamental to improving beliefs of efficacy and,                         

therefore, needs to exist across schools, from Boards of Trustees through to Principals and                           

leaders of the school, to the teachers and the students. I envisage that this could initially be                                 

developed by applying a strengths-based leadership approach as detailed by Santamaría                     

and Santamaría (2013) in their theory of Applied Critical Leadership. This will provide a                           

platform from which culturally responsive pedagogies can be critically reviewed to see if                         

schools are meeting the needs of diverse learners and “[enabling] young people to learn                           

without sacrificing who they are” (Savage et al., 2011, p. 196).  

In recent years, a number of initiatives have promoted culturally responsive pedagogies to                         

meet the needs of diverse learners and address the disparities witnessed in academic                         

outcomes in New Zealand. However, as illustrated by Berryman and Eley (2017) these                         

strategies may not be dramatically improving the outcomes for the students they are                         

designed to assist. The process of critical self-reflection to reach a position of cultural                           

proficiency is potentially not as widespread as is necessary for true change to be facilitated                             

for minoritised learners. Educational leaders must ensure they engage with difficult                     

conversations regarding the denial of difference that is still witnessed in New Zealand                         

classrooms (Turner et al., 2015). Only then will they be acting as advocates for all students                               

and ensuring that culture is not only accepted but validated.  

Limitations of this research project 

Throughout the presentation of this thesis, I have identified a number of limitations due to                             

the nature of the methodology employed and the breadth of literature available. In the                           

following paragraphs, I will expand on these and illustrate how they impacted on this                           

research project.  

There is a substantial collection of literature regarding self-efficacy, much of it based on the                             

work and assumptions of Albert Bandura. At times I found it difficult to find a critical voice                                 

in this literature as most authors accepted Bandura’s work without much scepticism. There                         

does seem to be abundant evidence that reinforces much of his work regarding the                           

benefits of self-efficacy. Few authors have made links between self-efficacy and cultural                       

capital; most examples I discovered highlight differences utilising race-based ethnic                   

markers. Throughout this literature on self-efficacy, I also found it difficult to find evidence                           

of student self-efficacy impacting teacher efficacy. At the outset of this project, I had                           

assumed that student self-efficacy would impact on teacher efficacy and was surprised to                         

find little evidence of this process. It was also difficult to draw conclusions on the                             

domain-specific or generalised nature of self-efficacy due to the contradictory viewpoints                     

presented in various literature. While there is a wealth of evidence pointing towards the                           

domain-specific nature of self-efficacy; there is also a convincing argument presenting                     

generalised views of self-efficacy.  
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It would seem collective efficacy has gained increasing prominence in educational research                       

over the course of this study, illustrated to me in part when I returned from study leave to                                   

be handed an article during our school’s professional development entitled The Power of                         

Collective Efficacy (Donohoo, Hattie, & Eells, 2018). This research project intended to explore                         

self-efficacy from a primarily individual perspective, and therefore it has been challenging                       

to make links with collective efficacy. 

 

In order to investigate whether cultural distance had an impact on self-efficacy, I needed to                             

determine identifying factors that I could use to delineate cultural distance amongst                       

participants. It was difficult to do this in a way that captured the breadth of factors that I                                   

perceived influenced cultural distance. I had to settle for indicators that I believed would                           

provide evidence towards, rather than a definitive list of factors that influenced cultural                         

distance. In order to create these, I used the research of Tunmer, Chapman and Prochnow                             

(2006) that indicated that preschool education, socio-economic background and                 

literacy-based support based on home language had an impact on initial self-efficacy. I also                           

included ethnicity and gender as these are commonly referenced in a range of literature                           

discussing disparities. The links that I have drawn between socio-economic background and                       

cultural distance are only generalised by selecting schools from opposing ends of the decile                           

spectrum; they do not take into account individual participants’ socio-economic                   

background.  

 

I carried the limitations I uncovered during the literature review into the methodology of                           

this project and was faced with challenges determining the methodology that would                       

provide the most worthwhile answers to the research questions I posed. The methodology I                           

employed sought to find a balance between providing thick rich descriptions of both                         

self-efficacy and cultural capital to provide Denzin’s (1989, cited in Creswell & Miller, 2000)                           

“deep, dense, detailed accounts” (p. 128), while providing enough transferability that the                       

research was useful for teachers and educational leaders. Limiting the number of case                         

schools to two allowed me to delve deeper into the data; however, it was restrictive in the                                 

transferability of this data. By including a third school to broaden the survey data collected,                             

I hoped to somewhat mitigate against the small number of participants from the case study                             

schools. Even so, the breadth of responses collected, particularly by teacher participants is                         

limited and therefore the conclusions I have drawn based on this data may not be                             

representative of a broader population of students and teachers. 

 

As I started to communicate this research project to teachers, I found that self-efficacy was                             

not a term that was readily understood. In itself, I realised that this could potentially limit                               

any discussion that I had with research participants depending on the language I used. In                             

order to mitigate against this limitation in each interview, I clarified the intent of my                             
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research, which was not to “research your ability to complete a task, rather whether or not                               

you believe you can complete a task”. Teachers readily spoke about their belief in their                             

capacity rather than speaking of the self-efficacy specifically. I believe that by the careful                           

explanation of language throughout the interviews I was able to curtail the impact of this                             

limitation successfully. 

 

There were a number of specific limitations that I encountered when analysing the data                           

and making links between observed behaviours due to the limited number of participants.                         

Foremost are links that I have made between cultural distance and self-efficacy. Based on                           

the responses of the participants in this research, there does seem to be some links                             

between cultural distance, as it is conceptualised in this thesis, and self-efficacy. However,                         

due to the small sample size and the aforementioned difficulty in establishing cultural                         

distance markers I could only draw tentative conclusions. Utilising the methodology                     

selected, I could also not investigate the contributing factors that may have influenced why                           

home language, for example, seemed to influence self-efficacy. It was not possible to make                           

links between the self-efficacy of students and teachers from schools of differing deciles as                           

the sample population was far too small. This limited my ability to draw any conclusions                             

regarding socio-economic background and self-efficacy.  

 

I was also interested in whether student self-efficacy had any impact on teacher                         

self-efficacy. Using the methodology I selected, I could not draw transferable conclusions as                         

to whether participants were experiencing this phenomenon. The participants did suggest                     

that this may be the case, but in order to postulate this link, I would need to substantially                                   

increase the sample size of participants and measure both student and teacher efficacy                         

across a range of classes and environments.  

 

Recommendations for future research 

Based on the findings of this research project and due to the limitations illustrated in the                               

preceding paragraphs, there are a number of areas where I believe future research could                           

further explore cultural capital and self-efficacy.  

 

Firstly, I believe that there is further exploration that could be done to create a definition                               

that considers both self-efficacy and cultural capital concurrently. Originating from a                     

socio-cultural perspective a definition of self-efficacy that views culture as a whole way of                           

life may provide a useful platform to further explore the social premise of self-efficacy.                           

During the course of this thesis I have considered these as related and at times intertwined                               

terms; however, the further I consider this the more I believe that the lines delineating the                               

two are blurred. Perhaps developing a definition that places increased emphasis on the                         

social aspect of self will provide increased voice from which further argument can be made                             

promoting agentic thinking regarding what could be termed cultural self-efficacy capital. 
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Secondly, I believe that the findings of this thesis justify further research into whether                           

cultural distance influences self-efficacy. Initially, more work needs to be done to define                         

cultural distance and formulate more accurate indicators that can be used to acknowledge                         

areas in which students and teachers are currently experiencing distance due to the                         

prevailing practices in the education system.  

 

Thirdly, once established, these markers of cultural distance need to be explored with                         

research participants as to what factors contributing to these markers are influencing                       

efficacy beliefs.  

 

Fourthly, future research may also explore whether links between student self-efficacy and                       

teacher efficacy exist. If student self-efficacy is found to influence teacher efficacy the                         

argument for strengths-based differentiated instruction becomes even more pertinent to                   

try and get teachers to focus on what they can do, rather than what they cannot do, for the                                     

students in front of them. 

 

Finally, I believe that work could be initiated to increase the understanding of self-efficacy in                             

the teaching profession. There are a number of terms relating to self-efficacy that I expect                             

provide more confusion than clarity, particularly regarding generalisations of self-efficacy.                   

As a result, there is less consensus to be found regarding appropriate interventions that                           

can be made to support self-efficacy development. However, based on the extensive                       

existing literature available arguing for both positions, I expect that this is an area that                             

educators may have to accept uncertainty. Future research could be used to uncover                         

whether teachers have an understanding of self-efficacy and whether this understanding is                       

important for their efficacy development.   

 

Summary 

This intent of this thesis has been to shed further light on cultural capital and self-efficacy.                               

Despite the small scale of this research project, I believe that the findings justify future                             

research into this area. I believe that it is the role of educational leaders to shift thinking of                                   

not only teachers, but also potentially themselves, towards positive perceptions of capital.                       

By repositioning the lens to a strengths-based one, educational leaders can limit the                         

impacts of cultural distance on efficacy development and promote agentic thinking in                       

regard to cultural capital and self-efficacy. I believe the implications of the findings of this                             

research are particularly important considering the current uncertain climate and the                     

shifting role of education from one of teaching content knowledge to teaching learning                         

dispositions.   
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