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Abstract: The main aim of this study is to explore early childhood teachers’ social self-efficacy in
Cyprus, Greece, and Portugal. In addition, this study examines the validity of the factorial structure
of the Teachers’ Social Self-Efficacy Scale (TSSES). A sample of 349 early childhood teachers across
the three countries participated in this study. An exploratory analysis and then a confirmatory factor
analysis were employed to reveal the structure of the TSSES. Configural and metric invariance were
established for the one-factor structure of the TSSES. The results showed that teachers in Portugal and
Cyprus experience high levels of social self-efficacy, whereas Greek teachers experience moderate to
high levels of social self-efficacy. The TSSES seems to be a reliable instrument for assessing social
self-efficacy beliefs. Possible implications for practice are also discussed.

Keywords: teachers’ social self-efficacy; cross-cultural assessment; construct validity; measurement
invariance; early childhood education and care

1. Introduction

The quality of teacher-child relationships in the field of Early Childhood Education
and Care (ECEC) refers to the characteristics of interactions that occur between the teacher
and children in preschool settings [1] and is considered one of the most important determi-
nants of children’s academic, socio-emotional, and behavioral outcomes [2]. Over the past
four decades, most studies have explored the quality of teacher-child relationships and
various factors they are associated with, such as teachers’ characteristics (teaching style,
responsiveness, etc.) [3], children’s characteristics (gender, behaviour, etc.) [2], characteris-
tics of the classroom environment (discipline climate, routines, etc.) [4] and cultural factors
(individualistic or collectivistic countries) [5]. The current literature acknowledges the
importance of the quality of teacher-child relationships; however, little is known about how
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strongly teachers believe in their competence to develop and promote positive relationships
with children [4,6,7].

Over the last few years, there has been a growing interest in teachers’ efficacy beliefs
regarding their competence in promoting affective teacher-child relationships [4,8]. Ac-
cording to social cognitive theory, self-efficacy is a salient indicator of successful practices.
Self-efficacy refers to individuals’ beliefs about their abilities to successfully perform spe-
cific tasks [9]. In this theory, the construct of self-efficacy is considered domain-specific,
and as a result, it is task-specific and context-dependent. Consistent with Bandura’s [9]
work, Tschannen-Moran and Woolfolk Hoy [10] proposed a framework in which teachers’
self-efficacy is described as their sense of competence to achieve desired outcomes in three
primary teaching tasks: instructional strategies, students” engagement, and managing
classrooms. Therefore, teachers’ self-efficacy beliefs can be associated with the beliefs that
teachers hold about their perceived ability to undertake certain professional tasks [10].

Studies on teachers’ self-efficacy have found benefits for teachers and children in
school settings [11,12]. Teachers with a strong sense of self-efficacy experience increased
job satisfaction and job commitment, contributing to their well-being [13]. They also
exhibit quality classroom instructions and a willingness to adopt innovative practices [11].
Importantly, high levels of teachers’ self-efficacy are positively related to increased child
achievements, positive behavior, and motivation [12].

Given the apparent value of teachers’ sense of efficacy, it is surprising that there is
a paucity of research examining teachers’ self-efficacy beliefs in terms of cultivating and
fostering positive teacher-child relationships in the early years [14]. The rationale for
examining teachers’ social self-efficacy across different educational contexts is grounded in
the significant role that these relationships play in children’s development [12]. Moreover,
examining and understanding teachers’ efficacy beliefs can facilitate the development of
positive teacher-child relationships in ECEC, which in turn can have additional benefits for
teachers’ professional wellbeing and job satisfaction [13]. The present study aims to fill a
gap in the literature concerning the specific measurement of teachers’ social self-efficacy in
the context of teacher-child relationships [4,6,9]. This construct refers to teachers’ beliefs
in their abilities to successfully accomplish specific interactional tasks that develop and
maintain affective teacher-child relationships [8]. This research focuses on three European
countries: Cyprus, Greece, and Portugal.

2. Literature Review
2.1. Teachers’ Social Self-Efficacy

Research has consistently pointed out the importance of teachers’ self-efficacy in
improving teaching performance and children’s outcomes in educational systems world-
wide [13,14]. One of the key areas in which teachers’ self-efficacy beliefs are particularly
important is in developing positive relationships with children [4], which, in turn, is crucial
for promoting children’s socio-emotional development [6,15].

Bandura [9] argued that the exploration of self-efficacy beliefs must be tailored to a
specific domain of performance that is under examination each time, as they can vary for
different activities and tasks (e.g., reading self-efficacy, teaching math self-efficacy). The
construct of teachers’ social self-efficacy focuses on the domain of teachers’ interactions
with children, which is also the main interest of this study. Social self-efficacy is a specific
type of self-efficacy that refers to an individual’s beliefs in their capacity to initiate and
maintain positive social interactions with others [9].

The concept of the teacher-child relationship is centered on the quality of interactions
between teacher and child, encompassing aspects such as emotional support. Given the
multifaced nature of teacher-child interactions, defining and measuring teachers’ social
self-efficacy is challenging. In the context of ECEC, the Teachers’ Social Self-Efficacy Scale
(TSSES) addresses this challenge by adopting a bi-factor model that captures both the
general construct of social self-efficacy and its specific sub-domains. This approach ensures
a comprehensive assessment of social self-efficacy beliefs, acknowledging the multidi-
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mensional nature of these interactions [8]. While, several researchers have developed
and validated scales to measure social self-efficacy, either as a unidimensional or mul-
tidimensional construct [16,17], the most widely used measure for adult populations is
the Perceived Social Self-Efficacy (PSSE) scale [18]. This unidimensional scale consists of
25 items elaborating on 6 aspects of social interactions (e.g., developing relations, making
friends, offering help), and its psychometric properties have been confirmed by several
studies (e.g., [17]). Although it seems promising that there have been several studies exam-
ining the psychometric properties of a variety of social self-efficacy scales in the literature,
very few studies have examined the construct of social self-efficacy in the educational
context and specifically in the ECEC context [8].

These few studies have shown a positive direct or indirect association between teachers’
social self-efficacy and teacher-child relationships [4,7]. Particularly, it has been observed
that teachers with a strong sense of social self-efficacy are more likely to engage in re-
sponsive and warm interactions with children, provide effective feedback, and collaborate
with parents and colleagues than teachers with a low sense of social self-efficacy [19,20].
These interactions with children, in turn, have an impact on children’s socio-emotional
skills and academic achievement [20]. However, to the extent of our knowledge, no study
has examined the concept of teachers’ social self-efficacy across different cultures and
educational systems.

2.2. Teachers’ Social Self-Efficacy across Cultures and Contexts

A growing body of literature highlights the importance of teachers’ social self-efficacy
in developing positive relationships with children [19,21], as well as the need to explore self-
efficacy constructs across different educational contexts [14,21,22]. Exploring teachers’ so-
cial self-efficacy across different educational contexts is an important step in understanding
how values can impact the way teachers view their practices and their social competencies.

When it comes to general teachers’ self-efficacy, studies have shown that cross-cultural
differences can influence teachers’ beliefs and values [21,22]. Teaching practices and condi-
tions differ considerably within and across countries, and these variations may influence
teachers’ beliefs about their roles and responsibilities [23]. Klassen et al. [24] explored teach-
ers’ self-efficacy in five different countries and found that self-efficacy is a valid construct
across culturally diverse settings. However, the cross-cultural comparison could be more
informative if the research also focused on the specific tasks that teachers are required to
perform, such as the development of positive interpersonal relationships.

By identifying similarities or differences in teachers’ beliefs and practices, researchers
and policymakers could design culturally sensitive interventions to improve the quality of
teacher-child relationships, as well as the quality of the overall learning environment [25].
Teachers are expected to be the primary caregivers and role models for their children in
many countries [26]. Therefore, teachers’ social self-efficacy beliefs in developing positive
relationships with their children are critical for their success as teachers. However, educa-
tional differences can significantly affect how teachers interact with their children, as beliefs
and expectations about education and teacher-child relationships vary across countries [5].

2.3. Early Childhood Education and Care (ECEC) in Cyprus, Greece, and Portugal

The three countries under study—Cyprus, Greece, and Portugal—share some cultural
similarities, such as Mediterranean influences and collectivist tendencies, and there are impor-
tant differences in their educational systems, schools, and curriculum/guidelines levels [26].
These differences provide a relevant context for cross-cultural study because they allow for
the examination of how educational practices and cultural nuances influence teachers’ social
self-efficacy beliefs and their ability to foster positive teacher-child relationships.

At the individual level, cultural values and beliefs tend to shape teachers’ perceptions
of their role and responsibilities. In Mediterranean cultures like Cyprus, Greece, and
Portugal, collectivist values emphasize community, cooperation, and strong interpersonal
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relationships, which can impact teachers’ self-efficacy in developing positive relationships
with children [27].

At the school level, differences in educational policies, curriculum frameworks, teach-
ers’ qualifications, and training programs reflect how each country prioritizes early child-
hood education [28-30]. For example, Greece’s compulsory ECEC system for children
aged 4-6 years, with its cross-thematic national curriculum, contrasts with Cyprus’s child-
centered, play-based approach and Portugal’s optional primary education with comprehen-
sive curriculum guidelines [28-30]. Moreover, in Greece, the ECEC system is compulsory
for children aged 4-6 years and regulated by the Ministry of Education and Religious
Affairs [28]. In Cyprus, the Ministry of Education, Sport, and Youth oversees pre-primary
education, which is compulsory from the age of 4 years and 8 months, currently lasting
1 year with plans for extension [29]. In Portugal, ECEC services for children up to 3 years
of age are not part of the education system and fall under the Ministry of Labour, Solidarity,
and Social Security, while pre-primary education is the first stage of basic education under
the Ministry of Education and is optional [30].

At the society level, the role of each country’s governance plays a significant role
in teacher practices and children’s outcomes. Specifically, in Greece, the cross-thematic
national curriculum “DEPPS” for ECEC focuses mainly on children’s socio-emotional
and academic development. The national curriculum incorporates various domains of
children’s development, including creative expression, language, and cognitive, physical,
and socio-emotional development. Introduced in 2004, this curriculum is still being imple-
mented today, with ongoing additions [28]. The Cypriot educational curriculum aims to
address the basic needs of children, focusing on cognitive, social-emotional, aesthetic, and
psychomotor development. This curriculum is based on the principles of child-centered
education and emphasizes the importance of play-based learning. These principles guide
teachers to create learning environments that are responsive to the individual needs of chil-
dren, fostering their overall development through interactive methods [29]. The Portuguese
curriculum guidelines are comprehensive, consisting of three parts. The first part includes
the principles of ECEC, intentionality in education, and the organisation of the educational
environment. The second part outlines the three content domains: children’s social and
personal education, knowledge of the world, and expression-communication. The last
part covers educational transitions, providing strategies to facilitate smooth transitions
and enhance the connectedness among children’s different environments. Reviewed and
updated in 2016, these guidelines ensure that the curriculum remains current and effective
in promoting holistic development [30].

In terms of early childhood (ECE) teachers” qualifications, ECE teachers from Cyprus,
Greece, and Portugal are required to be highly qualified across the ECEC system. This
means that ECE teachers from Cyprus and Greece have to acquire a four-year bachelor’s
degree in ECEC, whereas ECE teachers from Portugal who graduated after 2008 are required
to hold a master’s degree. In addition to these initial requirements, ECE teachers from these
countries are also expected to engage in ongoing professional development to improve
their skills and knowledge [26].

2.4. The Present Study

The aim of this study is to investigate ECE teachers’ social self-efficacy in Cyprus,
Greece, and Portugal. To achieve this, the study explored the psychometric characteristics
of the Teachers’ Social Self-Efficacy Scale, TSSES [8]. Specifically, this study analysed the
construct validity of the TSSES, its measurement invariance, and internal consistency in a
sample of ECE teachers across the three participating countries. By validating this scale
across different cultural and educational contexts, the study offers new insights into how
cultural and educational factors impact teachers’ efficacy beliefs. Three research questions
guided this study:
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1. Which are the psychometric properties of the TSSES when implemented in different
countries?

2. Does the TSSES achieve the three levels of cross-cultural equivalence (configural,
metric, and scalar)?

3. Does the level of teachers’ social self-efficacy differ across the three participating
countries according to the TSSES scores?

3. Materials and Methods
3.1. Research Model

This study employs a cross-sectional survey design to validate the Teachers’ Social
Self-Efficacy Scale, TSSES, across three countries: Cyprus, Greece, and Portugal. The design
allows for data collection at a single time from a diverse sample of ECE teachers.

3.2. Participants

A total of 76 childcare settings and kindergartens participated in the current study,
with the distribution as follows: Cyprus (n = 24), Greece (n = 32), and Portugal (n = 20).
The selection process, while intended to be random, was guided by the initial interest
expressed by the ECEC settings. Official circulars were distributed by the local authorities.
Local authorities invited these ECEC settings to participate in the European project called
“Promoting Teachers Well-being through Positive Behaviour Support in Early Childhood
Education” (ProW). Subsequently, ECEC teachers from each setting were asked to partic-
ipate in the study. Research members from each country evaluated the interest in ECEC
settings based on specific criteria and the size of ECEC classrooms.

The sample of the study consisted of 349 ECEC professionals (early childhood teachers
and assistants) from Cyprus (32.7%), Greece (38.79%), and Portugal (28.7%). Of the re-
spondents, 344 (98.6%) were female, and 5 (1.4%) were male. The predominance of female
teachers in early childhood education is a well-documented phenomenon in Europe [31].
Participants” ages ranged from 23 to 64 (Myge = 46.19, SD;g. = 9.06). Educators’ teaching
experience ranged from 0 to 41 (Mexperience = 19-71, SDexperience = 9-55) years. A total of
15 teachers did not report their age, and 24 teachers did not report their years of teaching
experience. Table 1 summarises the participants” demographic characteristics.

Table 1. Demographic characteristics of ECEC teachers in three countries.

. Greece Cyprus Portugal
Background Variables (n = 135) (0 =114) ( = 100)
Gender Y%female 96.3% 100% 100%
Y%male 3.5%
Age Mean age (SD) 47.41 (8.39) 4232 (7.89) 49(;*4:(;5?2)
Range age 23 to 61 23 to 60 25 to 64
Education /o bachelor 63.7 316 53.0
degree
o master 31.9 64.9 40
degree
%o doctorate _ 2.6 -
degree
% other 44 0.9 439
Teaching Mean 21.95 (11.41)
experience experience (SD) 20.01 (8:22) 17.86 (9.39) (n=76)
Range 0t037 0to38 0to 41
experience

3.3. Instrument

To measure the teachers’ social self-efficacy construct, the Teachers’ Social Self-Efficacy
Scale (TSSES) [8] was used (Table A1), along with the teachers” demographic data. The
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TSSES was developed to capture teachers’ beliefs in their abilities to successfully accom-
plish specific interactional tasks essential for developing and maintaining positive teacher-
child relationships.

This instrument was designed to measure the general construct of social self-efficacy
(the bi-factor model) as well as the five specific sub-domains that are related to the general
construct of social self-efficacy. The TSSES consists of a set of 29 items that are evaluated on
a Likert scale, with teachers rating the strength of their beliefs on each item, ranging from
1 (not at all) to 9 (a great deal). It includes items that directly pertain to the teacher-child
relationship context, such as managing classroom behavior, providing emotional support,
and fostering a positive classroom environment. A higher score on the TSSES reflected a
higher level of a teacher’s social self-efficacy.

The original Greek version of the scale was translated into English by a native speaker.
The translated version of the TSSES was back-translated into the original language. Re-
searchers compared the back-translated version with the original version to check for
discrepancies in meaning and wording. One item was recognized as a mistranslation and
was removed from the scale (item 23 on the original scale, “To what extent can you gain
the trust and respect of a “difficult” child?”) (see Appendix A for the English version). The
Greek version of the scale was administered to Cypriot teachers. Then, as the original
and back-translated versions were reviewed, the final English version of the TSSES was
also translated to Portuguese. The omega coefficient in the present study was 0.956 for
the full sample, 955 for the Greek sample, 0.957 for the Cypriot sample, and 0.954 for the
Portuguese sample.

3.4. Procedures

Before the ProW project began, ethical clearance ensuring that the research was con-
ducted in an ethical and responsible manner was obtained from the ethics committees
of the participating countries. Researchers informed teachers about their participation in
the project implementation procedures, ensuring their anonymity, data discretion, and
confidentiality. Research members collected the data. The questionnaire was emailed
directly to ECE teachers from Cyprus and Greece, while ECE teachers and assistants from
Portugal completed the questionnaire through paper and pencil administration due to
limited access to online surveys. Teachers responded to the questionnaire voluntarily
without any personal incentives, and they had the option to withdraw their consent at any
given point.

3.5. Data Analysis

All factor analyses and measurement invariance analyses were conducted with RStu-
dio Desktop (ver.2023.03.0 + 386).

Factor analysis. Exploratory factor analysis (EFA) was applied to the whole sample to
investigate the factorial structure of the TSSES in the three participating countries. EFA,
using principal axis factor analysis followed by Oblimin rotation, was conducted. The
decision about the number of factors to retain was based on a combination of methods,
including an eigenvalue over 1.0, a scree plot, and the interpretability of factors. Items
should preferably load greater than 40 [32]. Then, a confirmatory factor analysis (CFA) was
used to test the model based on the results from the EFA (M1). In addition, a different factor
model was estimated in order to compare the proposed model (M1) to the simpler model
(M2). Given the number of items in the TSSES and the limited sample size per country of
this study, researchers decided to create a shorter version of the TSSES. The examination
of Modification Indices (MIs) was utilized to identify redundant items within the latent
factors of the TSSES. Following the recommendations from Byrne [33], these items were
removed from the scale. Items with factor loadings close to 1 were kept.

Model testing was conducted in R using the maximum likelihood method of estimation
via the lavaan package [34]. A combination of fit indices was utilized to examine the
hypothesized measurement model using the cut-off criteria recommended by Hu and
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Bentler [35] and Kline [36]. Given that the x statistic is highly influenced by the sample
size, emphasis was given to the Comparative Fit Index (CFI), the Tucker Lewis Index (TLI),
the Root-Mean-Square Error of Approximation (RMSEA), and the Standardized Root Mean
Square Residual (SRMR). The following values of fit indices were considered acceptable:
the CFI and TLI with values > 0.90 or 0.95, the RMSEA and the SRMR with critical values
from <0.06 to <0.08, and the SRMR with a cut-off value of <0.08 [34]. The )(z/df <0.5.0
was also used to identify the model’s fit to the data [37]. The omega coefficient assessed the
internal consistency of the TSSES [38].

Measurement invariance. Having identified the most tenable baseline model for the
TSSES, the measurement invariance was examined across the three participating countries.
The configural, metric, and scalar invariances were all examined across the groups. Con-
figural invariance investigated whether the TSSES structure was equivalent across groups
without any constraints, and acted as a baseline model for the next step of invariance
testing (the unconstrained model). Metric invariance examined whether the participants
responded to the TSSES items in the same way, irrespective of their group membership.
Testing metric invariance involved fitting the equality constraints on factor loadings across
the different groups. Finally, scalar invariance was tested by setting the items’ intercept to
be the same across levels [31]. In terms of model comparison, the oversensitivity of A )(2 led
us to adopt the ACFI < 01 and ARMSEA < 012 numerical model fit index to indicate the
invariance [39,40].

4. Results
4.1. Factorial Analyses and Reliability of TSSES

Initial EFA revealed one factor solution with an eigenvalue of 16.3, explaining 58.3%
of the common variance. Furthermore, the examination of the scree plot clearly showed
that one factor should be retained (Figure 1).

15 4

P

Eigenvalue

__________________________________________________

Factor

Figure 1. Scree plot for the 28 items.

Next, a CFA was employed to evaluate the goodness of fit of the model obtained from
the EFA (M1). Initially, CFA showed a marginal fit (x? = 739.265, df = 350, p <0.001,
CFI =0.933, TLI =0.928, RMSEA = 0.066, SRMR = 0.036). As the baseline model has
marginal fit indices, and taking into account the ratio of the sample size to the number of
items in TSSES for each country, an alternative model was created (M2), by examining the
modification indices and retaining items with factor loadings larger than 70. Following
this decision, the second model consisted of 17 items. Model 2 revealed a significant in-
crement in fit indices compared with the previous M1 (x? = 234.685, df = 118, p < 0.001,
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CFI =0.966, TLI = 0.96, RMSEA = 0.053, SRMR = 0.029). Additionally, a chi-squared differ-
ence test between M1 and M2 demonstrated that M2 fit the data significantly better than
M1 (Ax? = 504.83, p < 0.001). All item loadings for the one-factor of TSSES ranged from 741
to 855 (Table 2).

Table 2. Confirmatory factor analyses results of the TSSES in all the participating countries.

Items To What Extent Can You F1
Item_21 ...develop a trusting relationship with each child separately? 0.837
Item_28 ...redirect a child when it is disruptive or noisy? 0.817
Item_24 .. .help children who are having a conflict to solve it? 0.814
Item_07 ...make your expectations about their behavior clear to children? 0.812
Item_22 ...handle a child who is misbehaving when it wants something? 0.809
Item_10 ...motivate children who are not engaged in an activity? 0.798
Item_26 ...recognize how a child feels in the classroom? 0.797
Item_20 .. .be a role model for children in the preschool environment? 0.792

Item_9 ...motivate children to play together? 0.788
Ttem 15 . .provide opportunities to Fhildren to.explore the environment and 0.782
- try things on their own?
Item_25 ...make children in your class follow your instructions? 0.778
Item_6 ...make a child talk to you about his/her feelings? 0.777
Item_11 ...plan activities that help create a positive classroom climate? 0.773
Ttem_18 .. .use questions to examine whether children understand a rule 0.765
properly?
Item_12 .. .predict how children will react to your behavior? 0.763

Item_5 ...handle a child who is complaining to attract attention? 0.756

Item_27 ...recognize when a child really needs help and support? 0.741
w 0.966

The omega reliability coefficient of the TSSES of each country and the descriptive
statistics are shown in Table 3. The results showed that the omega coefficient of the TSSES
of each country was higher than 0.90, indicating that the reliability of the scale is acceptable.

Table 3. Descriptive statistics and omega coefficient across the three countries.

TSSES General M SD Min Max w
Greece (n = 135) 7.20 0.98 4.73 9.00 0.955
Cyprus (n = 114) 7.45 0.91 3.41 9.00 0.968
Portugal (n = 100) 7.59 0.89 4.75 9.00 0.960

4.2. Measurement Invariance Analyses

CFAs were conducted for each country separately to determine whether the one-
factor solution of TSSES adequately fit the data (Table 4). As can be seen in Table 4, the
one-factor solution of TSSES exhibited a satisfactory RMSEA value and excellent values
for CFI, TLI, and SRMR, suggesting an overall good fit. Afterwards, the measurement
invariance analysis progressed by examining the configural, metric, and scalar models
across countries. A comparison ran between the configural model and the metric model,
which tested invariance (see Table 4). When the factor loadings were restricted to be
equal, the model fit dropped only slightly (ACFI = 0.009, ARMSEA = 0.001), but adding
further invariance constraints such as equal intercepts led to a noticeable drop in model fit
(ACFI = 0.11, ARMSEA = 0.03).



Educ. Sci. 2024, 14, 840 90f13
Table 4. Fit Statistics for CFAs and Invariance Tests.
Model X af X3df RMSEA [90%CI] CFI TLI SRMR
CFA
One-factor model
Overall 131.01 *** 65 2.01 0.05 [0.04, 0.06] 0.97 0.96 0.02
One-factor model for each country
Greece 195.51 *** 118 1.65 0.07 [0.05, 0.08] 0.95 0.94 0.03
Cyprus 161.63 ** 118 1.36 0.05 [0.03, 0.07] 0.92 0.90 0.04
Portugal 183.66 *** 118 1.55 0.07 [0.05, 0.09] 0.91 0.90 0.05
Invariance models

Configural 539.01 *** 354 1.52 0.06 [0.05, 0.07] 0.92 0.91 0.04
Metric 594.61 *** 388 1.53 0.06 [0.06, 0.08] 0.91 0.91 0.08
Scalar 995.04 *** 420 2.36 0.10 [0.11, 0.13] 0.77 0.77 0.12

Note. x% = chi-square value; df = degrees of freedom; CFI = Comparative Fit Index; TLI = Tucker—Lewis Index;
RMSEA = Root Mean Square Error Approximation; SRMR = Standardised Root Mean Square Residual. ** p < 0.01,
%%

p < 0.001.

5. Discussion

The primary aim of this study was to explore early childhood teachers’ social self-
efficacy in Cyprus, Greece, and Portugal. The value of teacher’s social self-efficacy has only
recently been indicated in education [4,7,11]. The study investigated the factorial validity
of TSSES across three countries. Overall, the results of this study showed that the one-factor
solution of TSSES, including 17 items, appears to be a practical and promising measure for
assessing teachers’ social self-efficacy in the three countries. From a conceptual perspective,
the one-factor structure is consistent with the previous measurement research on general
teachers’ self-efficacy [10] and social self-efficacy [18]. From a methodological perspective,
the findings are also congruent with a study that indicated that a teacher’s efficacy scale
could act either as a second-order factor or could be consolidated into a single factor [10].

This study also examined the measurement invariance of the TSSES. The results
indicated that the adapted short version of TSSES holds configural and metric invariance
across the different countries. This implies that the items were related to the proposed
theoretical background. The support of metric invariance indicates that researchers could
compare correlations between the TSSES and other variables of interest and patterns of
means (e.g., profiles) across cultural samples [31]. The TSSES in its current form is a
suitable measure to estimate teachers’ social self-efficacy in a cross-cultural educational
context. In the Cypriot context, ECE teachers demonstrated a high level of social self-
efficacy beliefs. This could be attributed to the supportive professional environment, as
the Cypriot education system offers continuous training programs, opportunities, and
resources that may contribute to teachers’ confidence in their abilities. Furthermore, the
Cypriot educational curriculum places a high value on relationships between adults and
children. Itis a key element of children’s development [28], which may impact ECE teachers
feeling more competent in their roles.

A closer inspection of the country-specific means on teachers’ social self-efficacy in-
dicates that Greek ECE teachers reported moderate levels of efficacy beliefs. One possible
explanation for this could be the fact that Greece has faced many challenges during the
last decade (e.g., economic crisis, refugee crisis), which led to a significant impact on the
country’s education system [41]. The economic crisis led to austerity measures that resulted
in budget cuts for education, reduced salaries, and limited resources for schools [42]. These
financial constraints have placed additional stress on teachers, potentially lowering their
efficacy beliefs. Moreover, the influx of refugees has increased the diversity and complexity
of classroom environments, requiring teachers to adapt to new challenges with often insuffi-
cient support and training [43]. It seems that ECE teachers in Greece face more challenging
working conditions and may have fewer resources, which can affect their social self-efficacy
beliefs. Teachers may feel less confident in their ability to manage classrooms effectively,
provide emotional support, and foster positive relationships with children when they are
working under such pressures. According to Bandura [9], self-efficacy is a dynamic construct
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that is influenced by the context in which it is formed. Therefore, the context and the working
conditions in which teachers work may significantly affect their social self-efficacy beliefs.

Findings showed that the Portuguese ECE teachers demonstrated high levels of social
self-efficacy beliefs. One possible reason for this could be the fact that the Portuguese
educational context and curriculum place a high value on social relationships and family
and community involvement [30], which may influence the way that ECE teachers view
their role in the interpersonal domain. Another possible explanation for this finding
could be connected with the teacher’s “evaluation culture”. Research reveals that schools
that have an evaluation culture and teachers who are frequently called to self-evaluate
themselves tend to evaluate themselves more positively [44].

The above findings have some implications for practice. Researchers, school coun-
selors, and principals can identify teachers with a low or moderate level of social self-
efficacy. Research suggests that teachers” knowledge of effective teacher-child interaction
can improve the quality of ECEC [1]. The short version of TSESS is a promising approach
to improving the replicability of findings in the field of ECEC. The results of this study
also offer useful findings for the evaluation of teachers’ professional development and
the design of interventions that aim to improve teacher-child relationships and teachers’
effectiveness in ECEC settings. Utilizing social cognitive theory to evaluate teachers’ so-
cial self-efficacy can serve as a general guide for designing intervention programs that
prioritize the teachers” empowerment of social self-efficacy and the promotion of positive
teacher-child relationships.

Limitations and Future Research

While offering valuable information on researching social self-efficacy, the findings of
this study must be viewed in light of several limitations. First, it is important to acknowl-
edge that the use of this sample may lead to a biased sample, as those who volunteered
to participate in the European project may have different characteristics from those who
declined. Future research could aim to recruit a more representative sample of ECEC
settings using the random method of recruitment that will be geographically spread over
all parts of the participating countries. Second, teachers’ social self-efficacy was evaluated
by a self-report instrument; thus, the results of the study may be interpreted with caution.
Future research is encouraged to implement different data sources (e.g., observations).
Third, the use of different data collection methods (e.g., online questionnaires vs. paper-
and-pencil questionnaires) across the participating countries may introduce variations
in how participants respond to the survey. Future research should use a uniform data
collection method to enhance the comparability of the findings. Finally, this study assessed
teachers’ overall perceptions of their social self-efficacy with the children in their class-
rooms, rather than their perceptions about social self-efficacy with some specific children.
By examining teachers’ social self-efficacy at the dyad level, the results might be different.

6. Conclusions

Based on the social cognitive theory [9], the current study tested and provided evidence
of the TSSES scale to measure the teachers’ social self-efficacy in a sample of three countries.
In the first validation study of the TSSES in a European sample of early childhood teachers,
the current study demonstrated the validity of the TSSES. Given that social self-efficacy
beliefs represent a significant contributor to teacher-child relationship quality [7,8], the
stability of the measurement instrument represents an important step forward towards a
broadened understanding of teachers’ beliefs in their competences in developing positive
teacher-child relationships. Furthermore, the empirical findings of this study indicated
that there were some differences in teachers’ perceived social self-efficacy among early
childhood teachers in the three participating countries: Cyprus, Greece, and Portugal.
In particular, the Portuguese early childhood teachers demonstrated the highest level
of social self-efficacy, followed by the Cypriot early childhood teachers and the Greek
early childhood teachers. This study is the first of its kind to examine teachers’ social
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self-efficacy across three European countries. Using the instrument presented in this study
and other self-efficacy measures, researchers can gain a deeper insight into the strengths
and weaknesses of teachers’ effectiveness and identify areas for improvement.

Author Contributions: Conceptualization, A.V., A.G.,, M.E.-T,, ].C., D.M. and V.C.; Methodology,
G.M. and A M,; Formal analysis, A.V.,, GM., AM. and J.C.; Investigation, GM., AM., AL, EP, D.A.
and A.A.; Data curation, GM., A.L,, EP, D.A. and A.A.; Writing—original draft, A.V. and D.M.;
Writing—review & editing, A.G., M.E.-T.,, M.K,, V.O., D.A. and C.V,; Supervision, M.E.-T., V.C. and
V.G.; Project administration, A.V. and V.G.; Funding acquisition, V. All authors have read and agreed
to the published version of the manuscript.

Funding: This research has been funded by the European Commission. Project Number: 626146-EPP-
1-2020-2-EL-EPPKA3-PI-POLICY).

Institutional Review Board Statement: The study was conducted in accordance with the Declaration
of Helsinki, and approved by the Institutional Review Board of the International Hellenic University
(Protocol Code: A.®.2.1/989/20.01.2021; Approval Date: 20 April 2022).

Informed Consent Statement: Informed consent was obtained from all subjects involved in the study.

Data Availability Statement: The data that support the findings of this study are not publicly
available as they contain information that could compromise research participant privacy and consent.

Acknowledgments: The study presented in this paper is part of the project entitled “Promoting
Teachers Well-being through Positive Behaviour Support in Early Childhood Education” (ProW)
Project Number: 626146-EPP-1-2020-2-EL-EPPKA3-PI-POLICY)”, under the Erasmus+ Key Action 3
to policy development and cooperation. The project has been funded with support from the European
Commission. This publication reflects the views only of the authors, and the Commission cannot be
held responsible for any use which may be made of the information contained therein.

Conflicts of Interest: The authors have stated no potential conflict of interest.

Appendix A

Table Al. Teachers’ Social Self-Efficacy Full Scale [8].

Items

To what extent can you...

..control a noisy classroom without raising your voice?

..encourage a child to assist a classmate who needs help during an activity?

..get children to work together in pairs or in small groups?

..give children the freedom to select with whom they will work with during an activity?
..handle a child who is complaining to attract attention?

..make a child talk to you about his/her feelings?

..make your expectations about their behavior clear to children?

..manage to explain in a calm way a rule that a child has broken repeatedly?

. .motivate children to play together?

10. .. .motivate children who are not engaged in an activity?

11. .. .plan activities that help create a positive classroom climate?

12. .. .predict how children will react to your behavior?

13. .. .provide a positive and supportive environment for children?

14. .. .provide children with opportunities for training in social skills and positive behaviors?
15. .. .provide opportunities to children to explore the environment and try things on their own?
16. .. .recognize whether a child is annoyed with you?

17. ...understand what causes negative feelings to children in the classroom?

18. .. .use questions to examine whether children understand a rule properly?

19. .. .utilize children’s different personality traits for the benefit of the classroom climate?
20. .. .be a role model for children in the preschool environment?

21. .. .develop a trusting relationship with each child separately?

22. .. .handle a child who is misbehaving when it wants something?

23. .. .help a child calm down when s/he is feeling angry?

24. .. help children who are having a conflict to solve it?

25. ...make children in your class follow your instructions?

26. .. .recognize how a child feels in the classroom?

27. .. .recognize when a child really needs help and support?

28. .. .redirect a child when it is disruptive or noisy?

OO NNT PN
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