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A B S T R A C T

This three-wave study examined relationships between preservice teachers’ diversity-related stress, teaching self- 
efficacy (TSE), and intentions to leave the profession. Participants (N = 386) from four Dutch teacher training 
programs completed surveys on diversity-related stress, intentions to leave, and TSE over 18 months. Random 
intercept cross-lagged panel models showed that higher diversity-related stress predicted lower TSE and 
increased intentions to leave. Within-person analyses revealed a complex reciprocal relationship: Highly self- 
efficacious teachers reported more stress and vice versa. Finally, intentions to leave led to lower TSE at Time
point 3 only. Findings align with social-cognitive theory, highlighting the interplay between stress, TSE, and 
career intentions.

1. Introduction

The realities of today’s urban classrooms, where children with 
various backgrounds, needs, and abilities are educated side by side, 
place strong demands on teacher training programs to equip preservice 
teachers with the skills to successfully navigate their teaching tasks. 
Among these skills, preservice teachers’ self-efficacy (TSE), or self- 
referent capability beliefs, has frequently been identified as a focal 
point for development during teacher training (Täschner et al., 2025). 
Indeed, prior studies have consistently demonstrated that preservice 
teachers who feel self-efficacious during challenging circumstances tend 
to deliver differentiated instruction, employ proactive strategies for 
managing disruptive behavior, and have positive attitudes toward in
clusion (Scarparolo & Subban, 2021; Zee & Koomen, 2016). Addition
ally, TSE has been associated with preservice teachers’ willingness to 
remain in the teaching profession (e.g., Klassen & Chiu, 2011; Pfitz
ner-Eden, 2016). Given the accrued benefits of TSE in classroom set
tings, an important avenue for future inquiry involves investigating the 
mechanisms underlying these beliefs during teacher training.

Social-cognitive theory (Bandura, 1997) generally highlights the 
idea that TSE is derived from rich, reciprocal interactions with the im
mediate environment over extended periods of time. Such 

person–environment interactions may provide various types of infor
mation that are relevant for judging personal capabilities, including the 
interpreted results of mastery experiences, social comparisons with the 
attainments of peers, performance feedback, and physiological and af
fective states such as stress (Bandura, 1997). In line with this notion, 
recent theoretical and meta-analytic reviews on the sources of TSE 
suggest that teachers are likely to build a healthy sense of efficacy when 
they are satisfied with their performances during internships, receive 
positive feedback from peers and supervisors, or observe best practices 
of experienced teachers (e.g., Morris et al., 2017; Täschner et al., 2025).

Despite empirical research on these sources of TSE, most attention 
thus far has been paid to factors external to preservice teachers. This 
emphasis on external sources of TSE might have been driven by theo
retical claims and evidence suggesting that mastery experiences wield 
the most considerable influence on self-efficacy and should be acquired 
early during teacher education (Bandura, 1997; Grossman et al., 2009; 
Täschner et al., 2025). As such, less is known about more internal sources 
of TSE, including such physiological and affective states as stress (Morris 
et al., 2017). This is unfortunate, considering that this source, more than 
mastery or vicarious experiences, has been theorized to be particularly 
important in dynamically shaping teachers’ self-efficacy trajectories 
during the initial stages of their education (Bandura, 1997; Henson, 

* Corresponding author. Erasmus University Rotterdam, Department of Psychology, Education & Child Studies, Burg. Oudlaan 50, 3062 PA, Rotterdam, the 
Netherlands.

E-mail address: zee@essb.eur.nl (M. Zee). 

Contents lists available at ScienceDirect

Teaching and Teacher Education

journal homepage: www.elsevier.com/locate/tate

https://doi.org/10.1016/j.tate.2025.105018
Received 26 August 2024; Received in revised form 5 February 2025; Accepted 30 March 2025  

Teaching and Teacher Education 160 (2025) 105018 

0742-051X/© 2025 The Authors. Published by Elsevier Ltd. This is an open access article under the CC BY license ( http://creativecommons.org/licenses/by/4.0/ ). 

https://orcid.org/0000-0003-2523-8755
https://orcid.org/0000-0003-2523-8755
https://orcid.org/0000-0002-1127-5777
https://orcid.org/0000-0002-1127-5777
https://orcid.org/0000-0002-5357-7116
https://orcid.org/0000-0002-5357-7116
mailto:zee@essb.eur.nl
www.sciencedirect.com/science/journal/0742051X
https://www.elsevier.com/locate/tate
https://doi.org/10.1016/j.tate.2025.105018
https://doi.org/10.1016/j.tate.2025.105018
http://creativecommons.org/licenses/by/4.0/


2002; Tschannen-Moran & Woolfolk Hoy, 2007). Compared to later 
phases of teacher training, TSE may be still highly susceptible to change 
at the beginning of teacher education programs (e.g., Klassen & Durk
sen, 2014; Ma et al., 2022). Furthermore, a recalibration of preservice 
teachers’ self-efficacy beliefs and professional ambitions due to occu
pational stressors may ultimately influence their willingness to stay in 
the profession (e.g., Pendergast et al., 2011; Pfitzner-Eden, 2016; 
Skaalvik & Skaalvik, 2011, 2016).

In addition, recent meta-analytic research has revealed that most 
studies to date have examined the relationships between these con
structs in pairs. Across 42 studies, moderate positive correlations across 
between in-service teachers’ TSE and stress, TSE and intentions to leave, 
and stress and intentions to leave have been found. However, an inte
grated model that considers all three variables simultaneously has yet to 
be explored (Yada et al., 2022). This highlights the need to further 
explore the complex interconnections among stress, TSE, and intentions 
to leave in a sample of preservice teachers.

To address these gaps, this study explored the dynamic pathways 
through which stressors in preservice teachers’ work environment in
fluence their TSE and intentions to leave the profession during the initial 
stages of teacher education. To investigate these relationships, we 
employed Hamaker’s (Hamaker, Kuiper, & Grasman, 2015) Random 
Intercept Cross-Lagged Panel Model (RI-CLPM), which allows for the 
disentangling of within-person processes from stable between-person 
differences. This approach enabled us to capture the temporal and 
reciprocal dynamics between stress, TSE, and intentions to leave the 
profession.

Given the pivotal role of inclusive education within current teacher 
education programs, we specifically focused on stress associated with 
teaching diverse students in urban settings. The stress associated with 
teaching in such contexts in relation to TSE and intentions to leave is 
shaped by societal and historical factors that influence values and 
norms. These influences are not isolated but are intricately linked with 
broader socio-cultural contexts. As such, further research across diverse 
contexts is necessary to deepen our understanding of these relationships. 
By using a Dutch sample, this study provides valuable insights into 
whether similar relationships occur across national borders.

1.1. Stress regarding teaching in diverse urban settings

One fundamental principle in teacher education is the responsibility 
to facilitate the learning of all students in the classroom. Since the 
inception of policies geared toward inclusive education in the 
Netherlands, teachers are increasingly required to design individualized 
education plans to fit the learning needs of all students, and to provide 
the behavioral, social, and emotional supports that help these students 
participate in all aspects of school life (Smeets & Rispens, 2008; Van 
Gennip et al., 2007). Consequently, culturally responsive teaching and 
differentiation has gained growing attention within teacher education 
programs, advocating for systematic attention to teaching diverse stu
dents into the curriculum and daily instructional practices (Baecher 
et al., 2012). Given this reality, it is likely that preservice teachers in 
Dutch urban settings experience stress based on aspects related to di
versity in the classroom as well.

1.1.1. Diversity-related stress in the Dutch teaching context
Teaching in diverse urban settings is generally associated with 

educating ethnic minority children from migrant backgrounds in large 
cities (Soeterik et al., 2023). Following Gaikhorst et al. (2020), our study 
is situated in the two largest cities in the Netherlands: Amsterdam, the 
capital, and Rotterdam, Europe’s largest port. Although these two cities 
may not rank among the largest globally, they are key urban centers 
within the Dutch context. Similar to other major cities worldwide, 
Amsterdam and Rotterdam are marked by significant diversity in areas 
such as income and education levels, ethnic backgrounds, cultures, and 
languages spoken (Fukkink & Oostdam, 2016).

Research conducted among Dutch pre-service teachers suggests that 
stress associated with teaching in diverse urban settings is often linked 
to hesitation in addressing sensitive issues and difficulty integrating 
conflicting cultural values, particularly with children from migrant 
backgrounds, due to their perceived otherness (Hanna et al., 2020; 
Savenije et al., 2022). In other words, teachers often feel less connected 
and engaged with these children, viewing them as different from their 
“own” children (Soeterik et al., 2023). Additionally, stress arises from 
uncertainty about the overall difficulty of teaching in such diverse urban 
settings, with the assumption that urban teaching requires different and 
more varied skills compared to rural areas (Alhanachi et al., 2021). 
Among these challenges is the need to effectively address significant 
differences in the classroom, such as language barriers and variations in 
students’ ethnic and cultural backgrounds, as well as collaborating with 
their parents (Gaikhorst et al., 2019). These issues are often linked to 
negative implicit attitudes toward migrant children among (preservice) 
teachers (Abacioglu et al., 2019).

Teaching in diverse urban classrooms in the Netherlands may thus be 
particularly stressful due to a combination of perceived cultural dis
tance, uncertainty in addressing sensitive topics, and the assumption 
that urban teaching demands a broader skill set than teaching in rural 
areas. Conceivably, implicit biases and a perceived lack of connection 
with migrant students may further contribute to heightened stress levels 
in these settings.

1.1.2. Diversity-related stress defined
Consistent with the tenets of social-cognitive theory (Bandura, 

1997), dissonance theory (Festinger, 1957), and transactional stress 
theory (Lazarus & Folkman, 1984), diversity-related stress in this study 
can be defined as a physiological or psychological response triggered by 
challenges within diverse urban classrooms that require preservice 
teachers’ adjustment over extended periods of time. Such responses 
generally manifest as feelings of tension or discomfort and typically arise 
when teachers perceive a situation as threatening, overwhelming, or 
beyond their ability to manage effectively (cf. Hanna et al., 2022; 
Lazarus & Folkman, 1984).

Nowadays, there is consensus that diversity-related stress may serve 
as a source undermining TSE during teacher training (Collie et al., 2012; 
Jennings & Greenberg, 2009; Morris et al., 2017). Thus far, a variety of 
such stressors have been identified, including stress resulting from 
managing diverse student needs, disruptive student behaviors, and 
working with ethnic minority students (e.g., Collie et al., 2012; Klassen 
& Chiu, 2010; Yoon, 2002). Focusing on TSE for culturally responsive 
teaching, multiple descriptive studies from Siwatu (2007, 2011) have 
indicated, for instance, that teachers feel generally less self-efficacious to 
teach in urban schools compared to suburban schools and to deal with 
mismatches between students’ home and school culture. Similarly, in a 
qualitative investigation involving Norwegian teachers, 24 out of the 34 
teachers interviewed labelled managing the needs of a diverse student 
population as a significant stressor. This was attributed in part to their 
perceived lack of competence in meeting those needs (Skaalvik & 
Skaalvik, 2015). Taking a more rigorous within-teacher approach, 
Geerlings and colleagues (2018) focused on Dutch in-service teachers’ 
self-efficacy in relation to individual students in multi-ethnic class
rooms. Their multilevel results generally revealed that teachers felt less 
self-efficacious in teaching ethnic minority students than majority stu
dents. Furthermore, this effect was particularly pronounced in class
rooms with a lower proportion of minority students. This suggests that 
teachers who have limited exposure to multi-ethnic classrooms are more 
susceptible to developing low self-efficacy toward minority students 
than teachers with more experience with urban classrooms.

Notably, most studies exploring the association among diversity- 
related stress and TSE have relied on interviews and cross-sectional 
survey designs. This highlights the need for longitudinal studies 
exploring the role of such stressors in preservice teachers’ self-efficacy 
across a longer time period (cf. Skaalvik & Skaalvik, 2017), offering 

M. Zee et al.                                                                                                                                                                                                                                     Teaching and Teacher Education 160 (2025) 105018 

2 



more robust insights into the direction and nature of these relationships. 
Longitudinal designs are particularly suited for capturing the evolving, 
dynamic nature of diversity-related stress and TSE, allowing for a more 
fine-grained understanding of how these factors influence one another 
over time. By tracking these experiences, this study can reveal not only 
how preservice teachers’ perceptions and responses change, but also the 
causal mechanisms underlying these shifts, which a cross-sectional 
design would be unable to capture.

Moreover, stress in most of these studies has typically been defined 
either in terms of internal states (e.g., self-induced stress or anxiety) or 
external demands (e.g., specific sources of stress, such as teaching in 
ethnically diverse classrooms or managing classroom discipline). 
Building on these approaches, we adopt a transactional paradigm 
(Hanna et al., 2022; Lazarus & Folkman, 1984), framing 
diversity-related stress as a cognitive process in which preservice 
teachers weigh perceived demands in urban teaching contexts against 
their perceived capabilities for dealing with these demands (e.g., 
Lazarus, 1991). Conceivably, when preservice teachers experience 
dissonance between these demands and the available support, resources, 
and skills, stress responses arise, potentially leading to a vicious circle 
decreasing TSE and increasing stress across time (cf. Hanna et al., 2022).

1.2. The role of self-efficacy in preservice teachers’ intentions to leave

Although turnover is a prevalent issue in nearly all professions, 
teachers stand out as particularly susceptible to high rates of attrition 
(Madigan & Kim, 2021). Indeed, approximately 30–40 % of preservice 
teachers are estimated not to pursue a teaching career (Wang et al., 
2015). This raises the question about which factors may underpin why 
preservice teachers tend to leave the profession even before graduating.

Only a handful of studies to date have linked preservice teachers’ 
sense of efficacy to their quitting intentions. However, the results from 
these scarce studies are relatively consistent, generally demonstrating 
(inverse) relations ranging from small to moderate (e.g., Beltman et al., 
2011; Klassen & Chiu, 2011; Martin et al., 2012; Swan et al., 2011). With 
some exceptions, there is evidence from relatively large-scale studies 
using cross-sectional designs that preservice TSE is negatively associated 
with intentions to leave (e.g., Klassen & Chiu, 2011; Wang et al., 2015). 
Similar patterns of results have also been noted in longitudinal studies. 
For instance, Swan and colleagues (2011) attempted to describe the 
patterns of change in TSE and quitting intentions in a small sample of 17 
preservice teachers. Their results indicated that preservice teachers who 
ultimately entered the teaching profession after their student teaching 
experience reported higher levels of TSE compared to peers with lower 
self-efficacy beliefs. Using a large sample and two waves of data, 
Pfitzner-Eden (2016) also noted that positive changes in preservice 
teachers’ self-efficacy during teacher training led to small decreases in 
their intentions to leave the profession. Given these modest but consis
tent findings, we expected preservice teachers’ self-efficacy beliefs to be 
negatively associated with their quitting intentions. Whether such in
tentions may also influence preservice TSE across time remains to be 
explored.

1.3. Changes in preservice TSE during the first year of teacher training

The initial period of teacher training may represent a pivotal period 
for the malleability of preservice TSE. During this formative phase, 
preservice teachers are likely to undergo a transformative journey, 
assimilating pedagogical and didactical knowledge, gaining more 
experience, and cultivating their professional identities (Hanna et al., 
2020, 2022). As preservice teachers navigate these challenges and 
stresses inherent in their new roles, their TSE may be most susceptible to 
change (Bandura, 1997; Henson, 2002; Pfitzner-Eden, 2016).

Thus far, several empirical studies have investigated the malleability 
of TSE during different stages of teacher training, generally yielding 
mixed findings. For instance, there is some evidence from rigorous 

longitudinal studies with large samples that preservice TSE is likely to 
increase both over the course of a practicum (e.g., Deehan et al., 2017; 
Han et al., 2017; Klassen & Durksen, 2014) and during teacher training 
(e.g., Fives et al., 2007), likely because of accumulating teaching 
experience. For instance, Ma et al. (2022) investigated changes in the 
self-efficacy beliefs of 201 Australian preservice teachers who were 
surveyed after their first professional experience placement, and before 
and after their final placements. Results indicated that preservice TSE 
increased significantly during the final placement. Additionally, in a 
longitudinal study among 150 preservice teachers of Klassen and 
Durksen (2014), increased exposure to challenging situations such as 
classroom disruptions and difficulties at the end of teacher training was 
found to lead to linear increases in TSE. Notably, though, these studies 
primarily focused on the last phase of preservice teachers’ training, 
rather than the initial period.

Next to these positive changes, there is also some explorative 
research suggesting declines (e.g., Garvis et al., 2012; Pendergast et al., 
2011) or even no changes in preservice TSE (Knoblauch, 2006) during 
teacher training. For example, Pendergast et al. (2011) assessed TSE at 
the beginning of a graduate diploma course and after a practicum, 
showing higher means in preservice TSE at the beginning of the course 
than after the practicum. Additionally, one of the few empirical studies 
focusing on the first years of teacher training found higher levels of 
preservice TSE at the beginning of a four-year program compared to the 
second year (Garvis et al., 2012). Given these mixed findings and the 
predominant focus in prior research on changes in preservice teachers’ 
self-efficacy during more advanced stages of their training, further 
research is warranted into their confidence beliefs during the initial 
years of teacher preparation.

1.4. Gender differences

Most studies have not yet examined gender as a factor that could 
affect the relationships between diversity-related stress, TSE, and in
tentions to leave, both broadly and within the specific context of pre
service teaching (e.g., Djonko-Moore, 2022; Mintz et al., 2020; Gutentag 
et al., 2018; Tatar & Horenczyk, 2003; Vieira et al., 2024). Of the few 
studies that have taken gender into account, the results are mixed. For 
instance, some found no significant effect of gender on diversity-related 
stress (e.g., Dubbeld et al., 2019; Hölscher et al., 2024; Pozas et al., 
2023), whereas others reported that female teachers experience signif
icantly higher levels of stress related to diversity compared to their male 
counterparts (e.g., Bottiani et al., 2019; Glock et al., 2019).

Inconsistent findings also emerge when exploring the relationship of 
gender with TSE and intentions to leave. For example, some studies 
indicated that male teachers had higher self-efficacy than female 
teachers (e.g., Klassen & Chiu, 2010), whereas others found the opposite 
(e.g., Skaalvik & Skaalvik, 2016). There are also studies that found no 
relationship at all (e.g., Li, 2025; Yada et al., 2022). Similar for in
tentions to leave, research on gender has not shown unequivocal results 
(e.g., Alexander et al., 2020; Lindqvist et al., 2014). Hence, to better 
understand the role of gender, it is essential to consider whether this 
background characteristic could function as a covariate in the re
lationships between diversity-related stress, TSE, and intentions to 
leave.

1.5. Present study

There is a need to better understand the underlying pathways 
through which diversity-related stressors in preservice teachers’ work 
environment influence their TSE and intentions to leave the profession 
during the initial stages of teacher education. This three-wave longitu
dinal study therefore explored the temporal and bidirectional associa
tions among these variables in a sample of preservice teachers who were 
enrolled in the initial stages of elementary teacher training programs 
throughout the Netherlands (see Fig. 1). To this aim, we addressed one 
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specific research question: What is the extent to which preservice 
teachers’ stress from adapting to diverse urban teaching contexts is 
associated with their teaching self-efficacy (TSE) and intentions to leave 
the profession over time? To test these associations at the appropriate 
levels of inference, we applied random intercept cross-lagged panel 
models (RI-CLPM; Hamaker, Kuiper, & Grasman, 2015). This approach 
enables us to distinguish between reciprocal associations within pre
service teachers, and stable associations that occurred between teachers.

Based on prior empirical research (e.g., Collie et al., 2012; Jennings 
& Greenberg, 2009; Morris et al., 2017) and social-cognitive theory 
(Bandura, 1997) suggesting that negative affective states may lower 
self-efficacy beliefs we formulated the following hypotheses. 

1) At the between-person level, we expected that higher levels of initial 
diversity-related stress would lead to decreases in preservice TSE 
across time and vice versa. Additionally, we hypothesized that pre
service teachers would be more willing to leave due to low self- 
efficacy beliefs (Klassen & Chiu, 2011; Martin et al., 2012; Swan 
et al., 2011).

2) At the within-person level, we expected that preservice teachers with 
a higher than expected level of diversity-related stress would report 
lower than expected levels of TSE and a higher than expected desire 
to leave the profession within a specific time point (e.g., Martin et al., 
2012; Swan et al., 2011).

3) Based on Bandura’s principle of triadic reciprocal causation 
(Bandura, 1997), we expected the longitudinal relationship between 
diversity-related stress, TSE, intentions to leave to be reciprocal, such 
that preservice teachers with higher than expected levels of 
diversity-related stress would feel less self-efficacious and report a 
stronger than expected intention to leave the field and vice versa.

2. Method

2.1. Participants, context, and procedure

Our study is set in the two largest cities in the Netherlands: 
Amsterdam, the capital, and Rotterdam, Europe’s largest port. These 
cities are central urban hubs within the Dutch context. Like other major 
cities globally, Amsterdam and Rotterdam are characterized by signifi
cant socioeconomic and cultural diversity, with wide variations in in
come and education levels, ethnic backgrounds, cultures, and languages 
spoken (Fukkink & Oostdam, 2016). This diverse urban environment 
shapes the context in which the preservice teachers of our study operate, 
influencing their teaching experiences and professional challenges.

Participants in this study included Dutch preservice teachers pre
paring for elementary education, drawn from four Dutch teacher 
training programs, where they were prepared to teach children from 
culturally diverse and predominantly lower socio-economic back
grounds (cf. Gaikhorst et al., 2015). Prior to conducting this study, we 

followed the standard ethical approval process, starting with the prep
aration of a detailed research proposal outlining the study’s objectives, 
methodology, and ethical considerations. This proposal, along with 
relevant documentation such as consent forms and data management 
plans, was submitted to the ethics review board of our faculty for 
evaluation. After addressing all feedback and obtaining formal approval 
(project no. 2017-CDE-8109), first-year pre-service teachers (N = 497) 
from the four participating institutions were invited to complete a dig
ital, 20-min survey at the beginning of their training (October), halfway 
through their first year (April), and at the beginning of year 2 (October). 
Pre-service teachers could enter the digital survey only after providing 
active consent. All waves of data collection were scheduled at preservice 
teachers’ institutions and under the supervision of one of the authors of 
this study. The participants took part voluntarily and did not receive any 
form of compensation for their participation. To ensure confidentiality, 
participants were identified by student numbers, which were accessible 
only to the researchers. The data were securely stored, and all infor
mation will be used exclusively for research purposes, in accordance 
with the ethics approval granted.

A total of 128 preservice teachers (25.6 %) completed the survey 
once, 156 teachers (31.5 %) twice, and 213 preservice teachers during 
all three waves (42.9 %). Absence during data collection was mainly due 
to unwillingness to participate, illness, overlapping appointments, or 
dropout from the program after the first wave of data collection. 
Furthermore, official registration and deregistration figures of the 
participating institutions indicated that a small number of preservice 
teachers (n = 66) left teacher training prior to the start of the second 
semester of the first study year. This attrition rate is in line with national 
attrition percentages (Dutch Ministry of Education, Culture, and Sci
ence, 2017), which is between 20 % and 25 %.

Participants with (near-)complete data on at least two time points 
(74.4 %; N = 386) were ultimately included in the main analyses. Of the 
preservice teachers who participated, 286 (77.7 %) were female and 82 
(22.3 %) were male. One student did not disclose their gender. 
Regarding educational level, about 75 % of preservice teachers was 
educated in a professional teaching program. This demographic infor
mation is summarized in Table 1.

2.2. Instruments

2.2.1. Teacher self-efficacy
Preservice teachers’ perceptions of their self-efficacy were measured 

using a short, 12-item Dutch version of Teachers’ Sense of Efficacy Scale 
(TSES; Tschannen-Moran & Woolfolk Hoy, 2001; Zee et al., 2016). This 
instrument taps preservice teachers’ perceptions of their competence 
across a variety of teaching tasks, including instructional strategies (4 
items, e.g., “To what extent can you provide an alternative explanation 
or example when students are confused?”), classroom management (4 
items, e.g., “How much can you do to get children to follow classroom 

Fig. 1. Conceptual Model of Diversity-Related Stress, TSE, and Intentions to Leave 
Note. Stress = Diversity-related stress; TSE = teaching self-efficacy; Leave = Intentions to leave the profession.
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rules?”), and student engagement (4 items, e.g., “How much can you do 
to help your students value learning?”). Preservice teachers responded 
to these items on a 5-point Likert scale, ranging from 1 (nothing), 3 
(neutral) to 5 (a great deal). The psychometric properties of the short 
form of the TSES have been shown to be adequate, with factor loadings 
ranging between .37 and .79 in the one factor-solution, and factor 
loadings ranging between .47 and .85 in the three-factor model (Zee 
et al., 2016). Additionally, scale reliabilities of the TSES across countries 
have been found to be adequate (e.g., Klassen et al., 2009; Scherer et al., 
2016). In the present study, we used the total scale, which was found to 
be sufficient across the three waves (α range = .73–.85), in which higher 
scores indicate a higher degree of TSE.

2.2.2. Stress regarding teaching in diverse urban contexts
Diversity-related stress was measured using the Teaching in Urban 

Classrooms subscale of the Professional Identity Tensions Scale (PITS; 
Hanna et al., 2019). This five-item scale measures preservice teachers’ 
tensions regarding teaching culturally diverse and lower socioeconomic 
students in Dutch, urban contexts. An example item is “I find the di
versity in my class enriching, but at the same time, it is also a source of 
stress that I struggle to cope with”. All items were rated on a 5-point 
Likert-type scale ranging from 1 (not at all), 3 (to a reasonable 
extent), to 5 (very much). Hanna et al. (2019) provided evidence for the 
reliability and validity of this scale. In the present study, Cronbach α 
coefficients ranged between .71 and .80 across the three waves. Higher 
scores on this scale indicated a higher degree of diversity-related stress.

2.2.3. Intentions to leave
Preservice teachers’ intentions to leave were measured with the five- 

item Retention subscale from the PITS (Hanna et al., 2019), which 
gauges the balance between committing to teaching and considering 
alternative professions. Each item was evaluated on a 5-point 
Likert-type scale, ranging from 1 (not at all), 3 (to a reasonable 
extent), to 5 (very much). An example item is: “Although I enjoy 
teaching, I doubt whether I should continue pursuing becoming a 
teacher.” Empirical support for the reliability and validity of this scale 
has been provided by Hanna et al. (2019). In the current study, Cron
bach’s α coefficients ranged from .92 to .95 across the three waves. 
Higher scores on this scale indicated a stronger intention to leave the 
profession.

2.3. Analyses

We conducted random intercept cross-lagged panel modelling (RI- 
CLPM; Hamaker, Kuiper, & Grasman, 2015) to explore the develop
mental dynamics among preservice teachers’ stress regarding teaching 
diverse students in urban contexts, their TSE, and intentions to leave the 
profession. In the conventional CLPM framework, the reciprocal path
ways between these three main variables are modeled across three time 
points. Additionally, the stability inherent in each of the constructs is 

captured by specifying autoregressive paths for Diversity-Related Stress, 
TSE, and Intentions to Leave from one time point to the other. In 
RI-CLPM, these features are also included, but this method extends 
standard CLPM by separating between-person variability from 
within-person variability in repeatedly observed variables (Hamaker, 
Kuiper, & Grasman, 2015). As such, RI-CLPM allowed us to simulta
neously estimate stable, trait-like differences in Diversity-Related Stress, 
TSE, and Intentions to Leave across the participants in our sample, as 
well as time-varying fluctuations in these constructs within these pre
service teachers.

In the final dataset, there was a moderate degree of missing data 
across waves, with 98 % of the data present at wave 1, 86.3 % at wave 2, 
and 71.2 % at wave 3, respectively. Independent samples t-tests indi
cated that participants with complete data did not differ significantly 
from those who completed two waves of data on the main variables in 
this study (p > .05). Therefore, main analyses were conducted using raw 
data, with Full Information Maximum Likelihood (FIML) employed to 
handle any missing data. Rather than imputing missing values, FIML 
estimates parameters using all available data for each observation. 
Under conditions of M(C)AR, FIML estimates a likelihood function for 
each student teacher based on all the available data that are present and 
has been shown to produce unbiased parameter estimates and standard 
errors (Enders & Bandalos, 2001). In our dataset, we did not find any 
differences in model fit and in direction and strength of model param
eters between models that were estimated with and without FIML.

2.3.1. Modeling procedure
Data were analyzed in three steps. First, intraclass correlations (ICCs) 

for the key constructs in this study were calculated to ensure there was 
enough variability at the within- and between-person level. The ICCs for 
the key constructs in this study were .49 for TSE, .55 for Diversity- 
Related Stress, and .55 for Intentions to Leave, respectively. This in
dicates that approximately 49 %–55 % of the variance in these variables 
was explained by between-person differences and that 45 %–51 % of the 
variance was due to fluctuations within persons. Second, two baseline 
models were fitted in which only autoregressive paths were included 
(Model 1) and subsequently constrained across time (Model 2). Step 3 
(Model 3) involved specifying cross-lagged associations among preser
vice teachers’ Stress regarding teaching in urban contexts, their TSE, and 
their Intentions to Leave. In this step, we included Gender as a covariate 
of the observed scores of Diversity-Related Stress, TSE, and Intention to 
Leave across time. Based on theory (Bandura, 1997), we did not specify 
direct paths from Intentions to Leave at T1 to TSE and Diversity-Related 
Stress at T2. From T2 to T3, all cross-lagged associations were added to 
the model.

In all models, the three constructs of interest were represented by 
between-person factors (i.e., the random intercepts of Diversity-Related 
Stress, TSE, and Intentions to Leave), which capture trait-like differences 
between preservice teachers, and within-person latent factors, which 
capture fluctuations within participants across the three waves. The 
observed scores of the three constructs were taken as indicators of these 
factors. To identify the model, all factor loadings were fixed at one and 
measurement error variances were fixed at zero, such that the variation 
in the three constructs was fully captured by the latent factors at the 
within- and between-person level (Keijsers, 2016).

2.3.2. Model goodness-of-fit
All models were fitted in Mplus 8.8, using robust maximum likeli

hood estimation (Muthén & Muthén, 1998). In assessing model fit, we 
primarily relied on the model’s χ2 statistic, with non-significant values 
suggesting a good overall fit to the data (Little, 2013). Recognizing that 
even minor disparities between expected and observed models could 
potentially lead to model rejection (Chen, 2007), we complemented our 
evaluation with additional fit indices. These included the root mean 
square error of approximation (RMSEA) and standardized 
root-mean-square residual (SRMR), with values ≤ .08 being indicative of 

Table 1 
Sample descriptives.

Background Characteristics T1 (N = 369) T2 (N = 333) T3 (N = 275)

Gender
Males 22.3 % (n =

82)
22.2 % (n =
74)

19.6 % (n =
54)

Females 77.7 % (n =
286)

77.8 % (n =
259)

80.4 % (n =
221)

Educational background
Pre-university education 17.4 % (n =

64)
15.3 % (n =
51)

18.9 % (n =
51)

Higher prevocational 
education

56.9 % (n =
210)

61.1 % (n =
204)

55.3 % (n =
153)

Vocational education 25.7 % (n =
95)

23.7 % (n =
79)

25.8 % (n =
71)

Note. T1 = December 2017; T2 = May 2018; T3 = December 2018.
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acceptable fit (Browne & Cudeck, 1993; Kline, 2011), alongside the 
comparative fit index (CFI), with values ≥ .90 indicating a satisfactory 
model fit (Bentler, 1992).

3. Results

3.1. Descriptive statistics

Univariate higher-order moment descriptive statistics are displayed 
in Table 2. Generally, preservice teachers reported relatively low levels 
of Diversity-Related Stress (Mrange = 1.96–2.02) and Intentions to Leave 
(Mrange = 1.34–1.64), and moderate levels of TSE (Mrange = 3.61–3.67). 
Notably, whereas the means of Diversity-Related Stress and TSE 
remained relatively stable after T2, preservice teachers’ Intentions to 
Leave increased considerably across time. Correlation patterns sug
gested only moderate stability of preservice teachers’ Diversity-Related 
Stress (rs between .54 and .59), TSE (rs between .49 and .53, p < .001), 
and Intentions to Leave (rs between .56 and .65) across the three waves. 
Generally, Diversity-Related Stress (rs between − .13 and − .31) and 
Intentions to Leave were both significantly and negatively associated 
with TSE (rs between − .12 and − .30) across waves. The positive cor
relations among Diversity-Related Stress and Intentions to Leave were 
generally weak across time (rs between .04 and .19) and preservice 
teachers’ Gender was only associated with their experienced Diversity- 
Related Stress at T1 (r = − .11, p < .05), suggesting that female teach
ers feel more stressed about teaching in urban contexts than males.

3.2. Random intercept cross-lagged panel analysis

The baseline RI-CLPM (Model 1) with unconstrained autoregressive 
paths, fitted the data reasonably well, χ2(15) = 28.83, p = .017, RMSEA 
= .050 (90 % CI [.021–.077]), CFI = .975, SRMR = .055. To evaluate 
whether a more parsimonious model resulted in a better model fit, we 
subsequently constrained the unstandardized autoregressive paths 
across the three waves in Model 2. This model also produced a reason
able fit, χ2(18) = 37.29, p = .005, RMSEA = .054 (90 % CI [.029–.078]), 
CFI = .966, SRMR = .090, and was retained as the final baseline model.

The full RI-CLPM is displayed in Fig. 2 and represents standardized 
coefficients. In this model, Gender served as a covariate of the observed 
scores of Diversity-Related Stress, TSE, and Intentions to Leave across 
time. This model produced a good model fit, χ2(10) = 20.03, p = .029, 
RMSEA = .052 (90 % CI [.016–.085]), CFI = 983, SRMR = .046. 
Between-person effects, as indicated by relationships between random 
intercepts, indicated that stable differences between preservice teach
ers’ Diversity-Related Stress (σ2

between = − .51, p < .001) and Intentions to 
Leave (σ2

between = − .30, p < .001) were negatively associated with stable 

between-person differences in TSE. This suggests that preservice 
teachers with higher levels of diversity-related stress reported lower 
levels of TSE and an increased desire to leave the field.

At the within-person level, we only found significant auto-regressive 
paths for preservice teachers’ Intentions to Leave (βT1→T2 = .19, p < .05; 
βT2→T3 = .30, p < .01). These carry-over effects indicate how within- 
person deviations from the expected scores of preservice teachers’ In
tentions to leave at one wave are associated with deviations for those 
constructs at the next wave. Regarding cross-lagged paths, results indi
cated that high levels of Diversity-Related Stress led to increases in TSE 
at T2 and T3 (β = .27; β = .26, p < .01). At Timepoint 3, preservice 
teachers who reported higher levels of TSE also experienced higher 
levels of Stress regarding teaching in urban contexts (β = .29, p < .01), 
suggesting a reciprocal association between these two constructs during 
the second half of the first year of teacher training. Last, preservice 
teachers with a desire to quit reported decreases in their TSE at T3 only 
(β = − .35, p < .05).

Correlations among the residuals in our models indicate the extent to 
which within-teacher changes in the three constructs are associated with 
one another (cf. Cohen, 1992). Our results indicate that within-person 
changes in Intentions to Leave are negatively associated with TSE (r 
= − .36, p < .001) at T2 and positively with Diversity-Related Stress at 
T2 (r = .23, p < .001) and T3 (r = .19, p < .05). Gender, our covariate, 
was only significantly associated with Diversity-Related Stress at T1 (β 
= − .11, p < .05), suggesting that males experience less stress regarding 
teaching in urban contexts than females.

4. Discussion

This longitudinal study sought to explore the underlying pathways 
through which perceived stressors in preservice teachers’ urban envi
ronment influence their TSE and intentions to leave the profession. The 
findings of our investigation build on prior theory and empirical 
research by exploring these pathways during the vulnerable initial 
stages of teacher education and by taking a dissonance perspective on 
measuring stress. Additionally, given the pivotal role of diversity and 
inclusion within current teacher training programs, we focused specif
ically on stress associated with teaching diverse students in urban set
tings. Thereby, this study may advance our understanding of how 
experiences of diversity-related stress may alter preservice teachers’ 
feelings of capability and ultimately influence their decision to stay or 
leave the teaching profession.

Table 2 
Univariate higher-order moment descriptive statistics.

1. 2. 3. 4. 5. 6. 7. 8. 9. 10.

Correlations
1. Stress T1 1.00 ​ ​ ​ ​ ​ ​ ​ ​ ​
2. Stress T2 .54*** 1.00 ​ ​ ​ ​ ​ ​ ​ ​
3. Stress T3 .57*** .59*** 1.00 ​ ​ ​ ​ ​ ​ ​
4. TSE T1 − .28*** − .20*** − .31*** 1.00 ​ ​ ​ ​ ​ ​
5. TSE T2 − .16** − .21*** − .13* .49*** 1.00 ​ ​ ​ ​ ​
6. TSE T3 − .26*** − .13* − .18** .53*** .51*** 1.00 ​ ​ ​ ​
7. Intention to Leave T1 .10 .07 .15* − .14* − .17** − .23*** 1.00 ​ ​ ​
8. Intention to Leave T2 .08 .19*** .13* − .13* − .30*** − .29*** .56*** 1.00 ​ ​
9. Intention to Leave T3 .04 .15* .19*** − .12* − .23*** − .24*** .60*** .65*** 1.00 ​
10. Gender − .11* − .04 − .08 .04 .08 .08 .00 − .09 − .01 1.00
Means and variance
M 1.96 2.02 2.01 3.61 3.67 3.66 1.34 1.52 1.64 –
Variance .35 .42 .41 .13 .15 .20 .35 .53 .77 –
Range 1–5 1–5 1–5 1–5 1–5 1–5 1–5 1–5 1–5 ​

Note. Construct means range from 1 to 5. Gender: 1 = males, 2 = females. TSE = Preservice teachers’ self-efficacy.
*p < .05, **p < .01, ***p < .001.

M. Zee et al.                                                                                                                                                                                                                                     Teaching and Teacher Education 160 (2025) 105018 

6 



4.1. The role of diversity-related stress and intentions to leave in 
preservice TSE

Our results partially supported our hypothesis that preservice 
teachers’ affective states, in the form of diversity-related stress, may 
shape their TSE during the initial stages of teacher training. Specifically, 
between-person results, as indicated by stable, trait-like correlations 
between random intercepts, suggested that preservice teachers who 
experienced stress regarding teaching in an urban context felt less self- 
efficacious over the first 18 months of their training compared with 
their lower-stress peers. Additionally, there was also a moderate to 
strong negative correlation between preservice teachers’ stable traits of 
self-efficacy and intentions to leave. Hence, across the three waves, 
preservice teachers with low self-efficacy were more inclined to leave 
the profession during this vulnerable period than peers with higher self- 
efficacy. These findings are largely consistent with prior empirical 
research, in which small to moderate associations have been noted be
tween preservice TSE and intentions to leave at the between-teacher 
level (e.g., Beltman et al., 2011; Klassen & Chiu, 2011; Martin et al., 
2012; Swan et al., 2011).

After controlling for these stable trait effects, our cross-lagged results 
revealed a somewhat surprising pattern of results from the participating 
preservice teachers. In contrast to social-cognitive theory (Bandura, 
1997) and our expectations, preservice teachers who experienced more 
diversity-related stress tended to report higher TSE than they typically 
would across time, after controlling for deviations from expected levels 
of TSE on previous time points. Generally, this is inconsistent with 
Bandura’s social-cognitive ideas as well as findings from prior research, 
which suggest that prolonged exposure to negative emotional states like 
stress or anxiety can ultimately weaken feelings of self-efficacy (e.g., 
Bandura, 1997; Morris et al., 2017).

There may be various explanations for this relatively unexpected 
finding. Methodologically, it is important to note that most earlier 
studies investigated the link between stressors and TSE at the between- 
teacher level only (e.g., Collie et al., 2012; Klassen & Chiu, 2010; Yoon, 
2002). Using RI-CLPM, however, we were also able to shed light on 
specific processes that occur within persons across time. Such estimates 
are likely to differ substantially from the more stable, trait-like processes 
between persons and, as such, may provide a more valid picture when it 
comes to understanding the effects of stress on TSE over time (cf. 
Hamaker, Kuiper, & Grasman, 2015).

Substantively, it could be argued that experiences of stress and 
failure, especially during the initial phase of teacher training, might 
contribute to preservice teachers’ professional growth. Indeed, although 
stress and self-doubt often tend to have a negative connotation, these 
negative states also have the potential to bolster the resilience, problem- 
solving abilities, and reflective practices of preservice teachers (Schaap 
et al., 2021; Van der Wal et al., 2019; Wheatley, 2002; Wyatt, 2016). 
This may be particularly true when preservice teachers’ first authentic 
teaching experiences engender an uncomfortable state of cognitive 
dissonance. Research advocating an at-tension approach toward profes
sional identity development suggests that that such feelings can help 
teachers to hold a more proper picture of what hay may expect of 
themselves (Allas et al., 2017; Pillen et al., 2013; Smetana & Kushki, 
2023). Such a realistic outlook, coupled with a belief that they can 
negotiate and surmount different tensions, may ultimately help preser
vice teachers to develop a healthy sense of efficacy (cf. Schaap et al., 
2021; Wyatt, 2016).

Hence, our findings seem to challenge assumptions about the 
stressfulness of teaching diverse students. Largely in line with prior re
views (Morris et al., 2017; Täschner et al., 2023), it is possible that 
preservice teachers encountered positive role models, supportive school 

Fig. 2. Random Intercept Cross-Lagged Panel Model of Diversity-Related Stress, TSE, and Intentions to Leave 
Note. Standardized coefficients are reported. Gender served as a covariate of the observed scores of Diversity-Related Stress, TSE, and Intentions to Leave across time. 
Stress = Diversity-related stress; TSE = teaching self-efficacy; Leave = Intentions to leave the profession; RI = Random intercept; e = residual; c = within-person 
latent factor; T1 = timepoint 1; T2 = timepoint 2; T3 = timepoint 3. *p < .05.
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environments, or effective mentoring that reinforced their confidence 
rather than eroded it. Future research could examine whether exposure 
to such role models serves as a protective factor, buffering against stress 
and shaping a more resilient TSE. A deeper exploration of these dy
namics would provide valuable insights into how teacher preparation 
programs can better equip educators to thrive in diverse educational 
settings.

Another unexpected finding at the within-teacher level was that 
preservice teachers with higher levels of TSE through their first year 
reported higher levels of diversity-related stress at the beginning of year 
2, after controlling for deviations from expected levels of TSE on T2. This 
suggests a reciprocal pathway between stress and TSE during the second 
half of the first year. Although the preservice teachers in this sample 
might have started their training with relatively high TSE, their im
mersion in a context in which they have to manage students with diverse 
needs and backgrounds might have fostered a transformative disequi
librium in their existing beliefs (Soodak & Podell, 1997; Wheatly, 2002). 
Such a disequilibrium might, in turn, have increased their 
diversity-related stress across the first year of teaching, further inform
ing their sense of efficacy. More research is needed, however, to further 
disentangle this effect.

Extrapolating from prior research on the link between TSE and 
quitting intentions (e.g., Beltman et al., 2011; Klassen & Chiu, 2011; 
Martin et al., 2012), we initially expected preservice teachers with high 
self-efficacy to be less inclined to leave the profession. Although this 
hypothesis seemed to hold true at the between-teacher level, this asso
ciation was no longer significant when analyzed within individual 
teachers. Instead, our cross-lagged model suggested that preservice 
teachers’ intentions to leave halfway through the first year of their ed
ucation appeared to lead to within-teacher decreases in their TSE at the 
beginning of their second year. As such, this finding deviates from 
studies based on job-demands resources models (e.g., Bakker & 
Demerouti, 2001; Harmsen et al., 2018), which propose that psycho
logical strains, in conjunction with resources like self-efficacy, are pre
requisites for teacher attrition or retention.

One possible explanation for this unexpected result is that preservice 
teachers who intend to leave the profession identify to a lesser extent 
with the role of a teacher and, therefore, place less value on feeling 
efficacious in teaching (Hanna et al., 2020). This leads them to exert less 
effort to improve in their role as a teacher. As a result, they may fail to 
invest the necessary effort to become effective educators. Supporting 
this, a study of 3835 teachers highlights that motivation to teach directly 
and positively influences job satisfaction, with TSE playing an indirect 
role in this relationship (Chang & Sung, 2024).

Related to this, another external factor that may contribute to the 
intention to leave the profession, and consequently a decrease in TSE, is 
the reality shock—defined as the clash between the idealized expecta
tions of teaching, formed before or during teacher training, and the re
alities of everyday classroom life—experienced by some preservice 
teachers (Xu, 2013). This shock, particularly prominent at the beginning 
of their training, often results in a significant adjustment period (Kim & 
Cho, 2014). The impact of this shock can be even more pronounced 
when preservice teachers enter urban classrooms, where they may face 
limited preparation or unrealistic expectations, sometimes shaped by a 
lack of lived experience or influenced by a ‘savior’ mentality—the belief 
that an outsider is needed to rescue the students or the school, some
times referred to as the “gangster paradise syndrome” (e.g., Mintz et al., 
2020; Sondel et al., 2022).

Last, it is possible that preservice teachers’ feelings about leaving the 
profession may shape their choices and expectations in the future. 
Rather than exiting the profession, teachers who perceive "diverse" 
students as more difficult to teach may lower their expectations, adopt 
less rigorous pedagogical approaches, or resort to exclusionary disci
pline practices (e.g., Larsen & Bradbury, 2024; Siwatu et al., 2016). Such 
responses might allow teachers to maintain their sense of self-efficacy, 
even as their enacted teaching quality declines. This distinction 

between TSE and actual instructional practice is crucial, as it highlights 
the need for further research into how teachers reconcile their percep
tions of competence with the challenges they encounter in diverse 
classrooms.

We believe that our study is one of the first to suggest that this effect 
may be in the opposite direction. Hence, there may be additional sources 
of TSE beyond the sources proposed by Bandura (1997) that could be 
considered when investigating TSE during the first year of teacher 
training. Gradually increasing self-doubts about pursuing a teaching 
career may be one of those factors that could be further explored.

4.2. Changes in preservice TSE during the first year of teacher training

In line with the social-cognitive theory tenets that the initial years of 
teacher training may represent a pivotal period for the malleability of 
preservice TSE, we also inspected the means and degree of variation in 
TSE within and across preservice teachers. Generally consistent with 
prior longitudinal studies focusing on beginning and more advanced 
stages of teacher training (e.g., Ma et al., 2021; Pfitzner-Eden, 2016), the 
moderate mean scores indicated that preservice teachers’ self-efficacy 
beliefs are likely to remain relatively stable across the first year. At 
the same time, however, autoregressive correlations were only moderate 
at the between level, and even non-significant at the within-level, sug
gesting that preservice teachers’ past TSE values have only limited 
power to predict values at subsequent time points. Although this may 
obviously reflect inherent inertia or memory of this variable, these 
temporal dynamics could also be explained by the measure of TSE that 
we employed in this study. Specifically, we used a relatively general 
measure of TSE, reflecting preservice teachers’ perceived capability to 
instruct, manage and motivate students, but without any particular 
frames of reference. As such, participating teachers’ responses might 
have been influenced by specific situations or students, potentially 
leading to interpretation biases across teachers and particular time 
points (Wheatley, 2005; Zee et al., 2016, 2018).

To some extent, this assumption is supported by the relatively high 
ICC-values for TSE, which indicate that about half of the variance is due 
to fluctuations in teacher reports of TSE over time, and another half due 
to stable differences between teachers in their TSE. In addition to the 
variables of interest in this study, it would therefore be relevant to 
explore which other personal and contextual factors may explain the 
temporal dynamics of preservice TSE during the initial stages of teacher 
education. Self-efficacy instruments that are tailored to particular situ
ations (e.g., TSE during internship periods), subjects or skills (e.g., 
pedagogical and didactical knowledge or skills), or to particular groups 
of students may be a step forward in unveiling and explaining these 
fluctuations (cf. Zee et al., 2016, 2018).

4.3. Limitations

The present study’s results should be interpreted in the context of 
several limitations. A first qualification is that we made use of self-report 
data to investigate links between diversity-related stress, TSE, and in
tentions to leave. Accordingly, the results of this study may have been 
threatened by shared source variance, leading to slightly inflated cor
relations. However, considering that preservice teachers’ firsthand ex
periences and strains play pivotal roles in shaping their self-efficacy, 
self-reports might be a suitable means of gauging not only their TSE, but 
also their diversity-related stress and quitting intentions. Nevertheless, it 
would be beneficial for future research to use various methods, such as 
interviews and observations, to delve deeper into the findings of the 
current study.

Second, even though we employed a well-validated and widely 
employed measure of TSE, we did not focus on specific self-efficacy 
domains due to reliability issues. Furthermore, there is evidence that 
teachers may also feel more or less self-efficacious depending upon the 
specific subject areas or students they have to teach (e.g., 
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Tschannen-Moran & Johnson, 2011; Zee et al., 2018). In future research 
on preservice TSE, it would be relevant to adapt and tailor self-efficacy 
measures to the specific situations that preservice teachers may 
encounter during their internships.

Third, due to a lack of background information about the partici
pating preservice teachers, we included only gender as a covariate in our 
analyses. Given that other background factors, including preservice 
teachers’ socioeconomic background, may also important covariates 
that should have been controlled for in our analysis, it would be relevant 
for future research to consider including these factors to further validate 
the findings of the current study.

Last, our RI-CLPM accounted for only 4–13 % of the variance in our 
main constructs of interest. Although we accounted for preservice 
teachers’ gender, there might have been other contextual and personal 
teacher factors that can explain fluctuations in TSE, diversity-related 
stress, and intentions to leave. In any attempt to replicate the results, 
it is recommended that future researchers should take account of 
classroom and teacher characteristics to advance further understanding 
of the pathways investigated in this study.

4.4. Practical implications and conclusion

Despite these limitations, this study might provide some promising 
avenues for researchers and practitioners in the area of teacher educa
tion. First, our RI-CLPMs clearly demonstrated the relevance of inves
tigating associations among diversity-related stress, TSE, and intentions 
to leave within and across teachers. First, the moderate to strong 
negative associations at the between-teacher level generally supported 
the idea that preservice teachers with high levels of diversity-related 
stress feel less self-efficacious and also doubt their willingness to stay 
in the profession. At the within-teacher level, however, associations 
were generally weaker in magnitude and different in direction, mainly 
suggesting that preservice teachers’ stress and self-efficacy beliefs may 
reinforce each other across time. These different patterns of association 
within and across teachers evidently call for a further theoretical and 
empirical understanding of the complex processes that take place within 
teachers during the vulnerable initial stages of teacher training.

Additionally, the findings of this study also come with some practical 
implications for teacher training. Most importantly, our findings seem to 
reiterate the idea that stress during the first year of teacher training may 
not only have negative consequences, but also offers valuable opportu
nities for learning. During this critical period of professional identity 
formation, teachers encounter new and challenging experiences, learn 
to reflect on their goals and beliefs, and make choices that may affect 
their willingness to stay in the profession (e.g., Grossman et al., 2009; 
Hanna et al., 2019). Teacher training programs could support preservice 
teachers in this phase by offering environments where they can face, 
without feeling overwhelmed, the challenges they will typically face in 
urban classroom contexts and view them as opportunities to learn 
(Smetana & Kushki, 2023). Especially in small group settings or during 
mentor programs, preservice teachers may also benefit from the vicar
ious experiences of peers and supervisors (Bandura, 1997). By under
standing that the stress, failures, and challenges they encounter are 
shared by others in similar roles, they may be able to form a more 
realistic perception of their own capabilities and role as a teacher (Gray 
& Seiki, 2020). This may ultimately fuel their persistence and intention 
to stay in the profession for a long time.
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